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Abstract 

 

 

A central tenet of this study is the notion that a reader’s metacognition 

affects understanding. Identifying the organisational structure of text is a 

valuable tool for comprehending and recalling the writer’s message. In this 

study, participants learned to identify text structure and to direct use of that 

knowledge toward facilitating their academic work. The research is about 

students acquiring a new strategy and adjusting it to meet the academic 

requirements of authentic tasks in their real life context. 

 

Theoretical bases for this research included metacognition, strategy 

acquisition, and top-level structure strategy. A review of the literature was 

conducted into teacher education, lifelong literacy, and top-level structure 

strategy. It uncovered limited data on strategic behaviour involving the target 

strategy in authentic contexts. 

 

Using case study method I examined if and how student teachers developed 

learning behaviour using top-level structure strategy (TLS) as the target strategy. 

This provided a theorization of the process by which each participant became a 

strategist. The theory describes and predicts that some learners adopt a strategy 

and find it useful, some adopt a strategy and then adapt it to suit perceived needs 

and complement existing strategies, and others try the target strategy, decide it is 

not effective, and reject it. The theory, while attractive, needs to be tested beyond 

limitations of the method used here, and warrants replication studies, particularly 

broader research using quantitative methods.  

 

A qualitative, case study design was used to examine and describe the 

effects of strategic instructional intervention. The study was conducted in the 

school of early childhood teacher education in which the researcher works as 

lecturer and Year 1 Dean. Ethical consideration was given to the recruitment 

process to ensure participants’ well-being and volunteers were sought from 

among Year 2 students. Four women participated in the study, three enrolled full-

time, and one enrolled part-time. Data were gathered from pre- and post-
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intervention tasks and questionnaires, semi-structured interviews, focus groups, 

and written journals. They were analysed using thematic methods of analysis. A 

final member-check with participants was conducted eight months after the end 

of intervention and data collection. 

 

 Study findings provided insights into students’ academic experiences. 

Prior to an instructional intervention, participants used a range of study strategies 

in academic work with limited metacognitive awareness. Instruction about top-

level strategy benefited them in direct ways by providing a top-level structuring 

technique for completing academic tasks, and in indirect ways by providing a 

metalanguage for thinking about strategic behaviour, evaluating it, and 

customizing their technique. Comparison of task performance and questionnaire 

responses demonstrated qualitative changes in participants’ approaches to 

reading text after instruction. Findings provided the basis for theorizing about 

participants’ metacognitive development across the intervention. Interviews and 

focus groups provided additional information regarding participants’ cognitive 

self-awareness, active engagement in learning, and application and adaptation of 

target strategy. Journal entries exemplified participants’ authentic applications of 

the strategy and provided descriptions of their strategic behaviour. The 

instructional intervention affected participants’ perceptions of the academic 

experience. They became more overtly reflective about how they read and wrote, 

particularly in relation to assessment items, and more expressive about the nature 

of their own learning. 

 

 Study findings based on four participants in one particular context are 

sufficiently robust as case study research to warrant a broader quantitative study 

to test their generalization. Such an extension would provide guidance for teacher 

educators with decisions of policy and practice that might influence explicit 

attention to how student teachers in early childhood education learn about 

learning as part of their preparation for the profession.  

 ii



 

 

 

 

This work has not been submitted previously for a degree or diploma in any 

university. To the best of my knowledge and belief, the thesis contains no 

material previously published or written by another person except where due 

reference is made in the thesis itself. 

 

 

 

 

______________________________________________________  
Alicia Cortes Wegner 
 
 
 
______________________________ 
Date 

 iii



Acknowledgements 
 

 
 
 
I dedicate this thesis to my children: Elan, Ea, and Noam. 
 
Lo dedico también con cariňo a Silvia, Veronica, Violeta, y Elina Cortés, y en 
memoria de Clarisa y Chaim Schejtman Isaacson (Eduardo Jaime Cortés). 
 
I would like to express my gratitude to the following people for their help in this 
endeavour. 
 
• Ed, for unfaltering faith in me, and for the countless housekeeping tasks you 

attended to so I could have the freedom to work. The laptop was with us nights, 
weekends, and holidays and you never complained. 

 
• The Christchurch College of Education, my employer, for financial assistance 

and study leave. 
 
• Lynda Boyd, Director of the School of Early Childhood Teacher Education, for 

support and encouragement, professionally and personally. 
 
• Brendan Bartlett, my primary supervisor, for taking me on board as an EdD 

student. From the first time I walked into your office in August, 2002, you 
listened to me, you taught me, and you encouraged me. Thank you for your 
wisdom and your patience. You have been an exemplary supervisor. 

 
• Debbie Heck, my second supervisor, for helping navigate this venture and 

providing insightful and honest feedback. Thank you, too, for your invaluable 
assistance with a hair dryer the night the rains came. 

 
• The Henry Field Library, particularly Dave Clemens and Tracy Ryan, for 

research assistance and support. You found whatever references I asked for. No 
request was too much effort. 

 
• Leonie O’Rourke, Gabrielle Wall, and Ea Wegner for tape transcription, 

proofing, and document preparation. 
 
• Maureen Doherty, for planting the idea of completing an EdD. You got me 

started. 
 
• David Cohen, my dear friend; Jae Major, Tim Williams, Barry Brooker, 

Glynne Mackey, Nicola Surtees, and Lynda Boyd for sitting alongside me and 
providing feedback and solidarity at the Confirmation of Candidature; and to 
Bill Cockram for an excellent video of the event. 

 
• Trish Lewis, Sue Wartmann, Nicola Surtees, Tim Williams for editorial 

comment on various parts of the thesis and listening critically to my ideas. 

 iv



 
• Susan Foster-Cohen, Dot Capon, Sandy Cassells, friends, and colleagues in the 

School of Early Childhood Teacher Education and across the College for your 
interest and support. 

 
• Benita Rarere-Briggs, for allowing me to use your class time to administer the 

pre-intervention task and questionnaire.  
 
• Kelly de Lambert, for helping prepare and format the final document. 
 
• Kay, Laura, Nancy, and Priscilla (pseudonyms), my research participants. You 

shared your precious time with me, and your thoughts and ideas helped me 
reflect on what this research was about. 

 

 v



List of Tables 
 
 

                    
Page 

 
Table 1 Sinatra’s (1991) explanation of how to visually represent 

text structure 
 

15 
 

Table 2 Participants’ Pre-intervention Task and Questionnaire 
Responses 

44-45 
 

Table 3 Kay’s Responses to Pre- and Post-intervention Tasks and 
Questionnaires 

 
72 

 
Table 4 Kay’s Questionnaire Items Related to TLS 73 

 
Table 5 Laura's Pre- and Post-intervention Tasks and Questionnaires 

Responses 
 

79 
 

Table 6 Laura’s Questionnaire Items Related to TLS 80 
 

Table 7 Nancy's Pre- and Post-intervention Tasks and 
Questionnaires Responses 

 
84 

 
Table 8 Nancy's Responses to Questionnaire Items Related to TLS 85 

 
Table 9 Priscilla's Pre- and Post-intervention Tasks and 

Questionnaire Responses 
 

90 
 

Table 10 Priscilla’s Responses to Questionnaire Items Related to TLS 91 
 

 
 
  

 vi



List of Figures 

 

Page 

 

Figure 1 Conceptual framework 40

Figure 2 Kay’s compare/contrast analysis of a text 51

Figure 3 Kay’s list analysis of a text 52

Figure 4 Laura’s Venn diagram used to plan an essay 55

Figure 5 Laura’s diagram of cause/effect text structure in a Bible 
verse 

56

Figure 6 Laura’s top-level structuring of description text structure 57

Figure 7 Laura’s listing for an essay and report of her technique 58

Figure 8 Nancy’s identification of text structure for commercial 
advertisements 62

Figure 9 Nancy’s notes from Bartlett & Fletcher (2002) 63

Figure 10 Excerpt from Priscilla’s problem/solution analysis 65

Figure 11 Priscilla’s listing (clustering VO) 66

Figure 12 Excerpt from Priscilla’s cause/effect (fishbone mapping 
VO) 

67

Figure 13 Kay’s visual organiser completed with her post-
intervention task 74

Figure 14 Priscilla’s problem/solution visual organiser completed for 
post-intervention task 92

Figure 15 Priscilla’s compare/contrast visual organiser completed for 
post-intervention task 92

Figure 16 Model of intentional adaptation of an adopted strategy in 
authentic contexts 119

Figure 17 Academic events in order of importance 128

 vii



TABLE OF CONTENTS 
 
 

       
                            

Abstract...…………………………………………………………...…………….. 
 
Acknowledgements………………………………………………...…………….. 
 
List of Tables…………………………………………………………………….. 
 
List of Figures…………………………………………………………………….. 
 
CHAPTER 1: INTRODUCTION………………………………………………… 
 
Context……………………………………………………………………………. 
 
Research Problem………………………………………………………………… 
 
Theoretical Foundations………………………………………………………….. 
 
Significance of the Study…………………………………………………………. 
 
Organisation of the Thesis………………………………………………………... 
 
CHAPTER 2: LITERATURE REVIEW…………………………………………. 
    
Introduction……………………………………………………………………….. 
 
Content Literature…………………………………………………………….…... 
   Teacher Preparation…………………………………………………………….. 
   Reading, Metacognition, and Learning…………………………………………. 
   Metacognitive Instruction………………………………………………………. 
   Lifespan Literacy and Top-level Structures……………………………………. 
       
Research Questions……………………………………………………………….. 
       
Methods Literature……………………………………………………………....... 
   Qualitative Research……………………………………………………………. 
    
Data Gathering Techniques……………………………………………………….. 
   Pre- and Post-intervention Task and Questionnaires…………………………… 
   Intervention Sessions…………………………………………………………… 
   Learning Journals……………………………………………………………….. 
   Semi-structured Interviews……………………………………………………... 

Page

i

    iv 

   vi

vii 

1

2

4

5

6

7

9

9

10
10
12
13
15

18

19
19

20
20
20
20
21

   Focus Groups…………………………………………………………………… 
 
Chapter Summary………………………………………………………………… 
 
 

21

22

 



CHAPTER 3: METHOD…………………………………………………………. 
 
Introduction…………………………………………………………………......... 
 
Setting…………………………………………………………………................. 
 
Researcher Background………………………………………………………….. 
 
Participants………………………………………………………………….....….. 
   Kay……………………………………………………………………...…......... 
   Laura……………………………………………………………………………. 
   Nancy……………………………………………………………………...…..... 
   Priscilla………………………………………………………………………….. 
 
Procedure…………………………………………………………...….…………. 
   Pre-intervention Questionnaire and Task……………………………………….. 
   Intervention Sessions………………………………………………..………….. 
   Semi-structured Interviews…………………………………………………..…. 
   Unstructured Interviews………………………………………………………… 
   Focus Groups…………………………………………………………...………. 
   Learning Journals……………………………………………………………….. 
   Post-intervention Task and Questionnaire……………………………………… 
   Data Analysis………………………………………………………..………….. 
   Pre-intervention Questionnaire and Task……………………………………….. 
   Semi-structured Interviews with Individual Participants……………………….. 
   Journals…………………………………………………………………….…… 
   Follow-up to Research………………………………………………………….. 
 
Research Method…………………………………………………………………. 
   Case Study……………………………………………………………………… 
   Ethics and Rigour…………………………………………………………...….. 
   Conduct of the Study……………………………………………………………. 
 
Chapter Summary………………………………………………………………… 
 
CHAPTER 4: RESULTS…………………………………………………………. 
 
Participants’ Pre-intervention Study Strategies…………………………………... 
 
Participants’ Study Strategy Theories during the Semester…..…………………... 
    Kay……………………………………………………………………………... 

23

23

24

25

26
26
27
27
27

28
28
28
30
30
31
31
32
32
33
33
35
35

36
36
37
38

40

42

43

49
50

    Laura………………………………………………………………………….... 
    Nancy…………………………………………………………………………... 
    Priscilla………………………………………………………………………..... 
 
Participants’ Post-Intervention Theories of Study Strategies…………………...... 
 
Chapter Summary………………………………………………………………… 
 
 

54
61
65

69

97

 



CHAPTER 5: DISCUSSION…………………………………………………….. 
 
Comparison of Participants’ Strategies Prior to the Intervention and After It……. 
 
What strategies did participants use to interpret text?............................................. 
   Kay……………………………………………………………………………… 
   Laura……………………………………………………………………………. 
   Nancy………………………………………………………………………….... 
   Priscilla………………………………………………………………………….. 
 
How did participants use TLS instruction?.............................................................. 
   Kay……………………………………………………………………………… 
   Laura……………………………………………………………………………. 
   Nancy…………………………………………………………………………… 
   Priscilla………………………………………………………………….……… 
 
What benefits accrued for understanding of the development of  
text structure awareness?......................................................................................... 
 
In what ways did TLS instruction affect participants’ perceptions of the  
nature of Year 2 academic experience?................................................................... 
 
What implications does the study propose for early childhood teacher  
education and pedagogy?........................................................................................ 
 
Limitations of the study………………………………………………………….. 
 
Recommendations………………………………………………………………… 
 
Conclusion………………………………………………………………………... 
 
Bibliography……………………………………………………………………… 
 
Appendixes………………………………………………………………………... 
   Appendix A   Semester 1, 2005, Year 2 Readings and Assignments…………... 
   Appendix B   Overview of Research Questions………………………………... 
   Appendix C   Journal Prompts………………………………………………….. 
   Appendix D   Hand-out for Instructional Session……………………………… 
   Appendix E 1 – E 7   Bartlett & Fletcher (2002) excerpt…………………..…... 
   Appendix F 1   Visual Organiser, Chain of Events …………………………...... 
   Appendix F 2   Visual Organiser, Compare/Contrast…………………………... 
   Appendix F 3   Visual Organiser, Venn Diagram………………………………. 
   Appendix F 4   Visual Organiser, Fishbone Mapping………………..……….... 
   Appendix F 5   Visual Organiser, Problem/Solution………………………........ 
   Appendix F 6   Visual Organiser, Clustering…………………………………… 
   Appendix G 1   Research Information Letter…………………………………… 
   Appendix G 2   Participant Consent Form……………………………..……….. 
   Appendix H   Pre-intervention Text and Questionnaire……….……................... 
   Appendix I   Post-intervention Text and Questionnaire………………………... 
   Appendix J   First Semi-structured Interview Question………………..……….. 

98

98

108
109
110
111
112

112
113
115
116
118

119

127

136

138

139

140

143

157
158
159
161
162
163
170
171
172
173
174
175
176
178
179
183
188

 



 
   Appendix K   Final Semi-structured Interview Questions……………………… 
   Appendix L 1   Dates of Data Gathering with Kay……………………….…….. 
   Appendix L 2   Dates of Data Gathering with Laura…………………………… 
   Appendix L 3   Dates of Data Gathering with Nancy…………………………... 
   Appendix L 4   Dates of Data Gathering with Priscilla………………………… 
   Appendix M   Table of Coding (Excerpt from Nancy’s Category Grid with 
   Numbered Headings)…………………………………………………………… 
   Appendix N 1   Electronic Mail to Participants, 27 February 2006…………….. 
   Appendix N 2   Kay’s E-mail Response…………………………………….….. 
   Appendix N 3   Laura’s E-mail Response ……………………………………… 
   Appendix N 4   Nancy’s E-mail Response……………………………………... 
   Appendix N 5   Priscilla’s E-mail Response……………………………………. 

189
191
193
195
197

199
200
201
203
204
205

 
 
 
 
 

 





Chapter 1: Introduction 

 

 

 

 

What our eyes behold may well be the text of life but one’s meditations on the 
text and the disclosures of these meditations are no less a part of the structure of 
reality. 
              Wallace Stevens, 1951 

 

 

Stevens’ words are a metaphor for how imagination shapes reality. A 

literal interpretation of these words is germane to the focus of this study and the 

notion that a reader’s metacognition affects understanding. It too is about 

interpreting text, printed text, and about how individuals construct meaning from 

that text. In this study, participants learned to identify text structures and to use 

that knowledge to facilitate academic work. It is about students learning a new 

strategy, trying it out in a real life context, and adjusting it to meet their academic 

requirements. 

 

Using case study method I examined if and how student teachers 

developed strategic learning behaviour using top-level structure strategy (TLS) 

as the target strategy. The term top-level structure refers to the overall 

organisation of ideas and their interrelations in a communication, be it printed 

text or verbal message. In this study, I taught participants to identify and use top-

level structures to enhance their study skills. This has provided a theorization of 

the process by which each participant became a strategist. The theory describes 

and predicts that some learners adopt a strategy and find it useful, some adopt a 

strategy and then adapt it to suit perceived needs and complement existing 

strategies, and others try the target strategy, decide it is not effective, and reject 

it. The theory, while attractive, needs to be tested beyond limitations of the 

method used here, and warrants replication studies, particularly broader research 

using quantitative methods.  
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I began this research with the firm belief that TLS had benefits as found 

in prior studies and that it was an effective tool as young and old readers sought 

to understand and remember text content (Meyer & Poon, 2001; Meyer, Talbot, 

Stubblefield, & Poon, 1998; Meyer, Young, & Bartlett, 1993). The research 

brought together descriptions of participants’ uses of and experiences with 

procedural knowledge about TLS in an authentic context as each learned and 

variously applied the strategy in their academic tasks. What emerged was 

confirmation that strategy instruction had benefits in authentic contexts (Bartlett, 

2002; Donovan, Bransford, & Pellegrino, 2002; Newmann & Wehlage, 1993). 

Additional findings related to the process of strategy acquisition in tertiary study 

(Bransford, Brown, & Cocking, 2000; Simpson & Nist, 2000) and the dynamics 

of cognitive apprenticeships (Collins, Brown, & Holum, 1991; Sternberg & 

Williams, 2002).  

 

 

Context 

 

This study was conducted with students in the school of early childhood 

at a New Zealand college of education in which I teach. I have lectured in this 

school for ten years and, more recently, worked as dean of Year 1 students. As 

such, I have a vested interest in the preparation of individuals for the 

complexities of work in the field of education.  

 

Teacher education requires a specialised breadth and depth of knowledge 

in practitioners (Snook, 1993, cited in CCE, 2005; Fitzsimons & Fenwick, 1997; 

Gibbs & Aitken, 1996). Applicants enter this academic context in order to gain a 

qualification that will provide them with the requisite knowledge and will render 

them eligible to teach young children. They become students and spend three or 

more years engaged in what Bartlett & Fletcher (1997, p. 1) call “literacy 

challenges”. In providing teacher education, the school in which this study was 

conducted is committed to providing “for the development of students’ content 

knowledge, general pedagogical knowledge, curriculum knowledge, pedagogical 

content knowledge, knowledge of learners and their characteristics, knowledge 
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of educational contexts, and knowledge of educational ends, purposes and 

values” (CCE, 2005, p. 4, italics mine). 

 

The inclusion in the citation above of content about learners themselves is 

particularly relevant to this study insofar as highlighting that individuals and 

their learning processes are an important component of teacher training. 

Students’ metacognition is a determining factor in university students’ academic 

success (Murray-Harvey, 1993; Romainville, 1994). There are clear indications 

that metacognitive awareness and strategic skills are critical for success in 

tertiary studies (Bartlett & Fletcher, 2001; Hattie, Biggs, & Purdie, 1996; Kreber, 

1998; McKenzie & Schweitzer, 2001). 

 

In the institution in which this research was conducted, policies and 

practices are informed by a conceptual framework that underpins key ideas and 

concepts about teacher education including the importance of attitudes and 

lifelong learning. 

 

The [qualification]…will provide the skills, knowledge and 
attitudes for students to graduate as confident and competent 
beginning teachers who will critically reflect on their own 
practice and continue learning for the rest of their careers. 
(CCE, 2005, p. 5, italics mine) 
 

Key elements of these institutional publications are the concepts of 

“knowledge of the learner and their characteristics” (CCE, 2005, p. 4). This phrase 

implies that students will learn about teaching and learning. What is not 

explicitly stated in this description is any reference to uncovering and developing 

knowledge about oneself as a learner and one’s own characteristics, including 

metacognition. This is implicit, however, in the next statement regarding 

“attitudes and life long learning” (CCE, 2005, p. 5), which supports the notion that 

tertiary education should “reflect not only the nature of knowledge itself but also 

the nature of the knower and of the knowledge-getting process” (Bruner, 1966, 

cited in Ramsden, 1992, p. 115) or that teacher education is instrumental in the 

development of a “professional identity” (Van Huize, Van Oers, & Wubbels, 

2005, p. 285).  
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For the purposes of this research, four participants were recruited from 

among Year 2 degree students. They entered into a cognitive apprenticeship 

(Collins, Brown, & Holum, 1991) with me, meeting periodically to talk about 

their top-level structuring in course readings and assignments. They kept journals 

of their authentic learning. During a semester of course work and novice-expert 

interactions, they moved from ad hoc use of a strategy to varying stages of 

deliberate adoption and adaptation of a strategy. They also developed 

metacognitive awareness of themselves as learners and strategists. 

 

 

Research Problem 

 

Within the broader area of teacher education discussed above is the 

specialization in early childhood teaching. As with all teacher education, this is a 

complex and dynamic field with a broad range of theoretical perspectives that 

must be applied in real contexts (Wegner, 2003). Issues regarding curriculum and 

teaching philosophies are the topics of much debate, and in early childhood 

teacher education there is an additional tension about what constitutes care 

and/or education of infants, toddlers, and young children. This is further 

complicated by the non-compulsory nature of education for these age groups that 

has led to discrepancies in government regulation and funding, types of services 

provided, and, most relevant to this writing, teacher training. This backdrop 

makes early childhood teacher education problematic and the onus is on the 

institution to support students in both short-term academic tasks and life long 

professional development.  

 

More and more children are engaging in early childhood 
education. Somebody has to be responsible for who is going to be 
fronting up to those children. And if we believe in children’s 
rights…we need to take some responsibility for…develop[ing] the 
people who enter here to join the teaching profession as articulate 
lateral thinkers who see learning as something that they want to 
engage in. (L. Boyd, personal communication, Director of the 
School of Early Childhood Teacher Education, October 10, 2003) 
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In order to become an early childhood teacher in New Zealand, applicants 

must meet eligibility requirements for teacher registration after successfully 

completing an accredited course of study. At this institution, this qualification is 

undertaken full time and takes three years. Those enrolled in the degree 

programme complete courses in professional education, professional studies and 

practice, and curriculum studies. The academic load is considerable: in the first 

half of the second year of study, students enrol in six courses, three of which are 

year-long and three are semester-long courses. These courses provide content or 

pedagogical knowledge to students who complete reading and writing tasks. 

Reading lists and assignment briefs show that students in Semester 1 of 2005 

were required to read more than 863 pages in 97 readings and various textbooks, 

and to write about 14,100 words in 16 assignments (Appendix A). 

 

Research indicates that tertiary students who lack effective study strategies 

find it hard to cope (Garner, 1990). Efforts have been made to assess 

metacognition in tertiary students and provide remedial support (Schraw & 

Dennison, 1994). Tertiary study requires students to complete readings and 

assessments to pre-stated deadlines. In order to pass courses and complete the 

qualification, they must develop effective skills in time and task management. 

Most do, some do not. Those who do not manage the load are a loss to the 

institution and the profession. Clear descriptions of what is happening for 

students and recommendations of how to improve learning would be useful. 

Ramsden (1992) argues for tertiary lecturers to help students understand content. 

Others examine the effects of instructional intervention (Elliot, 2003; Hattie, 

Biggs, & Purdie, 1996; Mayer, 2001; Zimmerman, 2002). Bartlett & Fletcher 

(2001) called for literacy support for tertiary students and wrote a resource to 

provide it. This study sought to provide further information about the effects of 

strategy instruction intervention. 

 

 

Theoretical Foundations 

 

This study is grounded in three theoretical bases: top-level structure 

strategy, a metacognitive base for strategic development, and cognitive 
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apprenticeships. There were three components or levels to the research. The first 

was to provide an intervention to teach TLS strategy as a tool for reading 

comprehension using an adjunct approach (Weinstein, 1988). This involved 

instructional strategy sessions that occurred outside, or in addition to, regular 

academic content. The second was to examine whether and how this instruction 

provided participants with more insight about themselves as learners and learning 

strategists. Finally, it investigated the relationship between participants as 

students or novices and the instructor or expert. Through this cognitive 

apprenticeship, the study examined aspects of co-construction of knowledge by 

student and teacher (Harris & Pressley, 1991). 

 

Developments of knowledge about TLS have presented an easily 

replicated, teachable model of how textual information binds together (Bartlett, 

1978, 2003; Meyer, 1975, 1999, 2003). The model involves a minimum amount 

of declarative knowledge about how texts are structured but includes an 

extensive procedural knowledge about how to recognize, use, and evaluate the 

structure of texts. It has been found to be a highly effective tool for 

comprehension and information recall (Bartlett, 1978, 2002; Meyer & Poon, 

2001; Meyer & Rice, 1989). The application of TLS strategy in this study leads 

to theory construction and application of that theory. Additionally, it has 

implications for further research in this or a similar context. 

 

 

Significance of the Study 

 

The findings of this study have implications for early childhood teacher 

education within each theoretical base. First, they indicate that there are benefits 

to students to be gained in providing TLS instruction to early childhood student 

teachers. Three of the four participants in this study found top-level structuring 

useful in understanding and remembering text. Consideration should be given to 

imbedding strategy instruction generally, and TLS strategy instruction 

specifically, into academic content.  
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Second, strategy acquisition is a developmental process and involves direct 

instruction, modelling, practice, application, self-regulation, self-assessment, and 

discourse between novice and expert. The teacher or expert should assess 

progress and provide appropriate scaffolding. A learner moves along an 

alignment of stages. At the ad hoc stage, learners have strategies but might not be 

aware of them and do not intentionally tailor them to the task at hand. For 

example, the same strategy is used for both general understanding and recall of 

text. At the stage of structured adoption, the learner has learned a new strategy 

and is able to recognize different strategies and intentionally apply them. At the 

stage of managed adaptation, the learner compares strategies and decides when 

and how to use them and how to modify them. At the stage of optimizing 

adaptation, the learner is transformed into a strategist. The monitoring, adjusting, 

and use of strategies are now automatic. 

 

Third, findings indicate that establishing cognitive apprenticeships are 

effective for facilitating and enhancing metacognitive awareness. This co-

construction of knowledge offers benefits for both learner and teacher. 

 

 

Organisation of the Thesis 

 

This thesis is organized into five chapters. In this first chapter, the topic of 

the thesis, the academic context, and the theoretical underpinnings that frame this 

research are introduced.  

 

Chapter 2 is a review of the literature that highlights the current knowledge 

in the field. The review indicated gaps that led to five research questions. These 

were:  

 

1. What strategies did participants use to interpret text? 

2. How did participants use TLS instruction? 

3. What benefits accrued for understanding the development of text 

structure awareness? 
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4. In what ways did TLS instruction affect participants’ perceptions of the 

nature of Year 2 academic experience? 

5. What implications does the study propose for early childhood teacher 

education and pedagogy? 

 

The case study method used to investigate the research questions is 

presented in Chapter 3. The method included an instructional intervention 

provided to four participants. Effects of the intervention were tracked through an 

extended period of time during which participants were engaged in a 2nd year 

programme of study. A final follow-up with participants about the effects of the 

intervention was conducted eight months after the completion of the research. 

 

Chapter 4 follows with the results gained from the application of this 

method. This investigation provided responses to the five questions and formed 

the basis of a theoretical model that is descriptive and predictive and framed the 

basis for discussion in the final chapter. 

 

Implications of the study are discussed in Chapter 5. Answers to research 

questions, limited within the case study method, form the basis for 

recommending a quantitative study to follow research reported here. Such 

research would provide the means for determining the extent to which the 

findings of the current study might be generalized. Recommendations are 

presented regarding the tertiary preparation of early childhood teacher education 

and suggesting beneficial changes to the curricula. The conclusion is drawn that 

for each case, learning about a particular strategy informed each participant not 

only about the target strategy but also about herself as a strategist. 
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Chapter 2: Literature Review 

 

 

 

 

Introduction 

 

In this chapter the review of relevant literature is presented as it informed 

this study of the effects of top-level strategy instruction on student teachers’ 

approaches to academic work in a naturalistic setting. The purposes of a 

literature review are to situate research ideas into the existing body of work in the 

field and to determine where the current study will add to existing knowledge 

(Gay & Airasian, 2003; Wisker, 2001). The review provides background for 

research, helps clarify the topic, and is useful in planning the project (Glesne, 

1999). Neuman (2000, p. 446) states four goals for the review. These are “to 

establish credibility [for the researcher], show the path of prior research, 

integrate and summarize what is known, [and] learn from others.” Glesne (1999) 

also states that the literature review for qualitative research should continue 

throughout the project and should be broad enough to cover the research topic as 

it is imbedded in areas beyond the immediate context. In this study, the review of 

the literature began before the research into the topic of teacher training, and in 

particular, early childhood teacher preparation, as a contextual base. Areas of 

interest grounded in that context were top-level structure strategy and 

metacognition. The review of the literature was on-going during the project. 

 

The chapter is organised around these three topics. It begins with a brief 

overview of recent research into teacher education. It highlights the gap in the 

literature regarding student teachers’ metacognition. After that, the topic of 

metacognition is discussed as it relates to life span literacy. Then a review of 

current literature about top-level structure theory is presented. 
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Content Literature 

 

Teacher Preparation.   

 

The quality of teacher education is the topic of much research. Goodlad 

(1991), for example, found that in a sampling of American colleges and 

universities, the “necessary conditions for vigorous, coherent, self-renewing 

programs of teacher preparation are not in place” (p. 3). He called for a number 

of conditions to be set in place, including recognizing the importance of teacher 

education, encouraging students to be reflective practitioners, and moving 

students from seeing themselves as students to being teachers. Wilson, Floden, 

and Ferrini-Mundy (2002) reviewed research on American teacher education 

over the last twenty years and called for more research in the area of teaching 

and teaching preparation.  

 

Various facets of teaching practice, generally considered critically 

important in teacher training, have been studied. Backes and Backes (1999) 

found student teacher dissatisfaction to be one reason for high attrition rates 

among new teachers. Collaboration between student teachers and supervisors to 

plan curriculum for teaching practice produced mixed results in a study by 

Phelan, McEwan, and Pateman (1996). Student teachers’ experiences during 

teaching practice have been studied using interactive journals and other forms of 

narratives (Campbell-Evans & Maloney 1997; Clandinin & Connelly, 1990; 

McLean, 1993). The role of the supervising teacher during teaching practice also 

figures prominently in the literature (Caruso, 2000; Doxey, 1996; Goodfellow & 

Sumsion, 2000; Rudick, 1997). 

 

The process of integrating theory and practice has also been studied. For 

example, several researchers looked at how student teachers and recent graduates 

apply developmentally appropriate practice (Carter, 1992; Goffin, 1996; Hyun, 

1995; Lawler-Prince & Slate, 1993). In another study, Thompson (1993) reported 

on the use of sample formats for helping student teachers prepare 

developmentally appropriate plans. Grossman and Williston wrote a series of 
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reports (1998, 2001, 2002) describing the ways in which they and other staff 

supported students to link theory and practice.  

 

Alternatively, the structure of the course work in an early childhood 

diploma programme was evaluated by recent graduates of a NZ college of 

education. Data gathered suggested that student teachers would benefit from 

more content related to the practical aspects of the work place, such as working 

with parents, management, and employment issues, rather than theoretical issues 

such as curriculum development (Mahmood, 2000). Others have proposed a 

more prominent role of research in teacher education (Patterson, Sumsion, Cross, 

McNaught, Fleet, Talay-Ongan, & Burgess, 2002).  

 

Curriculum design in early childhood teacher education has also been 

studied. Descriptions of and comparisons to the project approach used with 

children in Reggio Emilia (Italy) are offered (Barbour & Shaklee, 1998; Moran, 

1997). Writing about teacher education in Nordic countries, Hansen (1998) 

outlined specific recommendations for training student teachers to design 

curriculum in response to the decentralization of curriculum decisions from a 

central bureaucracy to the local schools. Elsewhere, Heidelbach (1984) began a 

project to study American student teachers’ curriculum decisions. Samaras 

(2000) used case studies to examine how student teachers made curriculum 

decisions based on Vygotskyan theory.  

 

This review uncovered much research about student teachers’ practical, 

pedagogical, and content knowledge. No literature was found about teacher 

education and the role of metacognition of the teacher candidate herself. The 

current research examines the effect of strategy instruction on the metacognitive 

behaviour of participating early childhood student teachers. In the next section, 

current literature on metacognition and its role in learning is discussed. 

 

 

 11



Reading, Metacognition, and Learning.  

 

As a critically important human activity, reading has been the subject of 

much research. Understanding and enhancing the reading process and 

comprehension have been widely discussed (see, for example, Ruddell & Unrau, 

2004). A search of this topic uncovered a range of material about the relationship 

between reading and self-awareness of one’s learning [metacognition] including: 

improving learners’ metacognition and comprehension through reciprocal 

teaching (Palincsar & Brown, 1984); metacognitive strategy instruction 

(Palincsar & Ransom, 1988); making explicit the mental process involved in 

being a strategic reader (Duffy, Roehler, & Herrmann, 1988); teaching an 

analytical study approach for better comprehension (Caverly, Mandeville, & 

Nicholson, 1995; Rosenshine & Meister, 1992); self-regulated behaviours in 

high school and tertiary students (Zimmerman, 2002; Zimmerman & Kitsantas, 

1997); assessing children’s reading strategies (Schmitt, 1990 & 2001); and ways 

of improving student performance by supporting learners’ self-awareness 

(Sternberg, 1997; Sternberg & Grigorenko, 2000; Ward & Daley, 1998). 

Weinstein (1988) and Mayer (2001) called for cooperation between 

psychologists and educators and for “teachers to teach cognitive strategies to 

learners in specific subject areas.” Rosenshine and Meister (1997) also urged that 

strategic instruction be provided to support reading and thinking skills. 

 

There is much literature about tertiary students’ cognition. Research has 

been conducted to identify factors that contribute to academic success (Elliot, 

2003; Kreber, 1998; McKenzie & Schweitzer, 2001) and much has been written 

about the role of metacognition (Murray-Harvey, 1993; Romainville, 1994). 

Schraw and Dennison (1994) developed a metacognitive inventory to identify 

older students who might benefit from remedial comprehension instruction. 

Ramsden (1988) and Garner (1990) argued that contextual factors were critical 

factors in strategy use. The former recommended consideration of context when 

planning instructional interventions and the latter argued that context affected 

whether or not children and adults used cognitive strategies in learning situations.  
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The effects of instructional interventions on student achievement have also 

been studied (Hattie, Biggs, & Purdie, 1996; Ramsden, Beswick, & Bowden, 

1986). Simpson and Nist (2000) and Nist and Mealey (1991) advocated for 

strategy instruction at the tertiary level. Nist and Mealey (1991) drew on three 

theoretical perspectives: metacognition, schema theory [cognitive construction], 

and text structure strategy. The current study serves as a response to their call 

that “studies that would indicate the value of teacher-directed comprehension 

strategies as a springboard to transfer are needed” (p. 79). 

 

 

Metacognitive Instruction. 

 

Daley (1999) compared the learning of novice and expert nurses. She found 

that experts differed qualitatively in their learning processes. They understood 

how they learned and could use that self-awareness to succeed in their learning, 

while novices did not understand their own learning and required help and 

guidance from others. This research indicates that metacognition plays a 

significant role in on-going learning beyond formal schooling and has potential 

implications for professional development in the field of nursing and may be 

applicable to professional fields generally, including teaching and teacher 

education.  

 

Harp (1988, p. 74-75) urged teachers to adopt a metacomprehension view 

of their job as opposed to a comprehension testing view so that, instead of 

working to traditional ideas about teaching and later testing reading skills in 

schools, teachers help students  

 

develop strategies to think about how they are comprehending 
what they are reading while they are reading or immediately 
thereafter [and]… become interactive readers who monitor 
their own comprehension. In other words, children need to 
know when they don’t comprehend, to know why they might 
try certain strategies, and to know how well they are doing.  
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Similarly, Maria (1990) presented teaching techniques for aiding children’s 

reading comprehension, including visual organisers (story maps, story frames, 

and Venn diagrams), types of text structures, and metacognitive assessments. 

 

Armbruster, Anderson and Ostertag (1989) focused on helping students 

understand and learn content from textbooks. They trained them in a three-step 

process of identifying the text structure being used, taking notes using a visual 

frame (or table that complements that structure), and then summarizing the 

information from the frame. The templates provided for problem-solution, 

compare/contrast, sequence, and cause/effect text structures appear to be clear 

and easy to use. Moely et al. (1992) found a link between teachers’ explicit 

strategy instruction and primary school children’s memory. Lenski and 

Nierstheimer (2002) urged teachers to explicitly teach learning strategies in 

school subject context, to base that instruction on observations of students’ 

needs, and to encourage social interaction among students. Alfassi’s (2004) 

research indicated that incorporating strategy instruction into high school reading 

classes was beneficial. Jacobson (1998) argued for bringing together innovative 

ideas about metacognition, transfer, the cognitive relationships among experts 

and novices, and the teaching of learning strategies.  

 

Sinatra (1991) discussed the use of text structures in a whole language 

environment, which he said must include “conceptualization [experiential 

nonverbal base for a topic], communication [meaningful use of speaking, 

listening, reading, writing], and collaboration [working together], all interrelated 

in context” (p. 425). As part of his broader discussion on making literacy 

learning more holistic, he provided specific ideas for using picture arrangements 

or graphic organizers to visually model Meyer’s (1984, cited in Sinatra, 1991) 

text structures (discussed in a subsequent section), which were much like 

Armbruster, Anderson and Ostertag’s (1989) frame. For example, his suggestion 

(Sinatra, 1991, p. 431) regarding a visual representation of the sequence text 

structure is provided in Table 1. 
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Table 1 

Sinatra’s (1991) Explanation of How to Visually Represent Text Structure 

 
Visual arrangements Text organization 

 
Sequencing ordering 

 
Place pictures or slides in sequence to 
show phases or steps involved in a 
process. Sequence is appropriate for 
recounting sports events, contests, 
adventures, and process-oriented 
activities. 

 

In narratives and process descriptions, 
the unifying element is time order or 
sequence. The writer tells of events step 
by step. The teacher can provide 
students with transition words and 
phrases that convey time order. 

 

 

These writers presented practical recommendations for teaching learners 

about text organization or structure. No research was found regarding instruction 

in text structure strategy to enhance student teachers’ metacognition. Nor was 

any literature found describing tertiary students’ adaptation of a strategy in 

authentic learning contexts. In the next section, top-level structuring is discussed. 

 

 

Lifespan Literacy and Top-level Structures. 

  

Meyer’s work has focused on literacy, comprehension, and memory with 

various age groups, from children to older adults (Meyer, 1975; Meyer & Rice, 

1989; Meyer, Young, & Bartlett, 1993). For example, along with other 

researchers (Meyer, Talbot, Stubblefield, & Poon, 1998), she examined how the 

reader’s interest in a topic, the reader’s strategies, and the author’s signalling 

affected learning in young and old readers. ‘Signals’ are “stylistic writing devices 

that highlight aspects of semantic content or structural organisation in text 

without communicating additional semantic content…[such as] headings, 

preview statements, summary statements, pointer words..” (p. 748). She found 

that the less interest a reader has in a topic, the more signals and organization are 

needed in the text, especially as the reader gets older.  

 

Meyer’s five organizational structures complement those of Bartlett 

(discussed in the next section). She identified the following structures: 
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1. description: tells about a topic, such as newspaper articles 

that state the 5 ‘W’s (Bartlett’s lister). 

2. sequence: focuses on the order or time component of the 

ideas. (Bartlett’s lister). 

3. causation: organises ideas into sets of things that go 

together or affect one another (Bartlett’s covarier). 

4. problem-solution: organizes ideas into two parts: 

problem/solution, or question/answer (Bartlett’s problem-

solver). 

5. comparison: draws relationships between/among ideas 

such as similarities and differences (Bartlett’s comparer). 

 

Meyer added a category, listing, which could occur with any of the 

structures. Elsewhere, she has stressed the importance of structure in literacy 

(Meyer, 1999; Meyer, 2003; Meyer & Rice, 1984). 

 

Meyer and Poon (2001) compared the effects on remembering information 

from texts and a video for younger and older participants who had either received 

structure strategy training (looking for the top-level structures and signals of the 

text) or interest list training (who were instructed to consider their own interest in 

the text topic or, alternatively, to think about another person who they knew who 

might be interested in the text content). The greatest recall of content was with 

the group who received instruction in top-level structures and the use of signals. 

Here again, Meyer’s work pointed to the value of training readers to identify and 

use the text structure that the writer employed. A related project (Meyer, 

Middlemiss, Theodorou, Brezinski, McDougall, & Bartlett, 2002) brought 

together four areas of research into one project: the use of structure strategy to 

assist recall, the use of internet for distance instruction, the use of individuals 

who were over age 60 to tutor 10-year-olds, and the use of structure strategies 

with young and old readers. The project had long-term effects for both groups in 

terms of recall and other benefits, although distance learning for younger learners 

had some disadvantages, perhaps because of its impersonal nature. They 
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suggested bringing text structure instruction into the school setting and extending 

its use throughout the school year.  

 

 This is what Bartlett did at a school in Queensland, Australia, by 

instituting the Learning Made Easy System (Bartlett, 2002). Teachers were 

trained to incorporate metacognitive strategies, including top-level structure 

strategies across all classes, and developing personal learning for students rather 

than traditional teaching. This resulted in better academic and personal outcomes 

for students. Top-level structuring has been beneficial in primary education 

(Bartlett, 2002, 2003), in science education (Bartlett, Liyanage, Jones, Penridge, 

& McKay, 2002), and in tertiary education (Bartlett & Fletcher, 2001). 

 

Bartlett (B. Bartlett, personal communication, August, 2002) described a 

concept of the schemata, or rhetorical relations, which human beings create to 

predict and organize reality. According to Bartlett, this individual framework is 

drawn from Greek ideas about topoi and is made up of a macrostructure, the 

main idea(s), and multiple microstructures (Kintsch, 1990), which are the 

supporting details that reflect thought patterns, ideas, knowledge, attitudes, 

personality. Bartlett reduced topoi to four clusters and described a framework 

that he called top-level structures (TLS) (Bartlett, 1978).  

 

People use all of these strategies, or structures, but have one 
top-level structure of literacy. Learning of one’s own TLS will 
enable the person to identify what they know and what they 
don’t and how to find out. While all clusters are equally valid, 
the comparison structure is the strongest…TLS relate to a 
lifespan view of how one’s sense of the world grows. 
Furthermore, top-level structures are useful as memory aids 
and have a critical impact on communication. (B. Bartlett, 
personal communication, August, 2002, italics mine) 
 

 

He defined them as: 

 

1. lister: one who perceives reality as lists of things, people, 

places. There is a predictable order, which is sequential, 

with some variance, and ordered categories. These may 
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change in time depending on the person’s experiences; it 

may be linear or numerical. 

2. comparer: one who establishes relationships among ideas 

often in terms of what they share and what differentiates 

them. He/she typically makes sense of life events by 

comparing and contrasting them, drawing relationships, and 

establishing relativities. 

3. problem-solver: one who characteristically organises reality 

as questions and answers, or issues that require attention. 

He/she processes information according to what should be 

done to resolve a situation. 

4. covarier: one who considers what things move together, 

he/she looks for cause and effect, and why people do things. 

 

Text structure strategy theory has been used in study guides and teaching 

resources for all grade levels and tertiary education (McCarthy, Rasool, & Banks, 

1996; Morris & Stewart-Dore, 1984; Ryder & Graves, 2003; Vacca & Vacca, 

2002). No literature was found about the effects of top-level structure instruction 

on tertiary students in an authentic academic context. In the next section, 

research questions are presented to address this gap in the literature. 

 

 

Research Questions 

 

The focus for the current study lies in examining the effects of top-level 

structure instruction on students’ metacognition insofar as it relates to academic 

reading and writing tasks within a naturalistic context. The research questions 

are: 

 

1. What strategies did participants use to interpret text? 

2. How did participants use TLS instruction? 

3. What benefits accrued for understanding how awareness of 

text structure develops?  
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4. In what ways did TLS instruction affect participants’ perceptions of 

Year 2 academic experience?  

5. What are the implications from the study for early-childhood 

teacher education and pedagogy? 

 

Appendix B is an overview of the five research questions, the objective of each, 

the sort of data to be collected and from whom, and related details. 

 

 

Methods Literature 

 

Qualitative Research. 

 

The focus of this research is to describe and understand participants’ 

individual experiences. Allan (1991, pp. 177-178) wrote  

 

A core feature of qualitative research methods is that 
satisfactory explanations of social activities require a 
substantial appreciation of the perspectives, culture and 
‘world-views’ of the actors involved…[and] whose own frame 
of reference needs detailed investigation before their actions 
can be adequately interpreted and explained. [T]his 
requires…fuller and more flexible involvement by the 
researcher with those from or about whom data is being 
collected than is typical of more quantitative approaches.  
 

This focus was discussed in Chapter 1 and is grounded in a constructivist-

interpretive viewpoint (Denzin & Lincoln, 2003). Denzin and Lincoln (2003) 

define a research design as “a flexible set of guidelines that connect theoretical 

paradigms first to strategies of inquiry and second to methods for collecting 

empirical material” (p. 36). 

 

Allan (1991) identified four features of qualitative research. These are the 

need to rely on a range of different research methods, a concern with social 

processes, a focus on relationships and interactions, and the relationship between 

qualitative and quantitative approaches. Similarly, Marshall & Rossman (1999) 
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justify qualitative research as research that delves in depth into complexities and 

processes that examines little-known phenomena. 

 

 

Data Gathering Techniques 

 

Pre- and Post-intervention Task and Questionnaires. 

 

Pre- and post-intervention tasks and questionnaires were prepared in 

consultation with research supervisors. Short texts were selected from Year 2 

course readings. Questions regarding use of strategies were drafted and reviewed 

by informed friends of the researcher. Appropriate changes were made based on 

recommendations regarding clarity. 

 

 

Intervention Sessions. 

 

Following the questionnaire, strategy instruction sessions were conducted. 

Meyer and Poon (2001), Meyer et al. (2002), and Meyer (2003) described top-

level structure instruction in experimental settings and Bartlett (2002) described 

how the use of TLS was incorporated into instruction at all grade levels in a 

Queensland school. A hand–out of Table 1 from Meyer et al. (2002, p. 11) was 

used to teach TLS to participants. A copy of this is attached as Appendix D. An 

excerpt from Bartlett and Fletcher (2002, p. 22-28) was also distributed to 

participants. A copy is attached as Appendix E. Participants were given copies of 

visual organisers (Alvermann, 2004; Alvermann & Phelps, 2005) downloaded 

from the internet. This set is included as Appendix F. 

 

 

Learning Journals. 

 

Participant journals are used in qualitative research in various disciplines. 

Walvoord and McCarthy (1990) used journals to examine tertiary students’ 

thoughts about course content. Mannion (2001) used participant journals to 
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extend class discussions in an adult education course; Park (2003) used them to 

engage students in geography studies. Alm’s (1996) students used journals to 

reflect on experiences while doing business internships, and Wagner (1999) used 

them to evaluate vocational training. 

 

Carr (2002) recommended the use of prompts in journals as “useful in 

assessing students’ spontaneous knowledge and abilities as they record key ideas, 

make predictions, ask questions, summarise, reflect and make connections” (p. 

157). I formulated a list of prompts to cue participants in writing journal entries, 

modelled on those used by Conner (2002). The list is included as Appendix C. 

 

 

Semi-structured Interviews. 

  

Morse and Richards (2002) wrote that the purpose of the semi-structured 

interview “is to elicit the participant’s story” (p. 9). They suggest that broad 

open-ended questions be prepared to start the interview. They recommend that 

the interviewer listen first, and then ask about any information not already 

shared, and to avoid interrupting the speaker. Semi-structured interviews were 

conducted with individual participants to gain an understanding of the 

individuals involved such as some background information, their ideas and 

perceptions on their own learning, their academic performance, their academic 

successes and challenges, their study strategies and their assessment of their 

progress in the course. These were on-going over the semester, to update 

academic progress and to extend the themes of interest. These were tape-

recorded and later transcribed for analysis. 

 

 

Focus Groups. 

  

Focus groups are defined as having two basic components: 

 

• “A trained moderator who sets the stage with prepared 

questions or an interview guide; and 
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• the goal of eliciting participants’ feelings, attitudes and 

perceptions about a selected topic” (Vaughn, Schumm, & 

Sinagub, 1996, cited in Puchta & Potter, 2004, p. 6). 

 

Focus groups were held with any two or more participants at a time to 

provide a venue for hearing one another’s thoughts and ideas. These provided 

milestones or markers along the way of the participants’ ideas about learning 

strategies. These sessions were tape-recorded and later transcribed for analysis. 

 

 

Chapter Summary 

 

In this chapter the findings of a review of the literature were reported. The 

search examined current research on teacher preparation, metacognition and 

strategy instruction, and top-level structure strategy. Research gaps were 

identified regarding strategy instruction for student teachers in authentic settings. 

A review of the literature about qualitative methods was undertaken and used to 

guide the development of the research design. In the next chapter the research 

method used for data collection in this study is described. 
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Chapter 3: Method 

 
 

 

 

Introduction 

 

Gaps in the existing literature regarding top-level structure strategy 

instruction and its effects on participants’ approach to academic work in 

naturalistic settings are presented in the previous chapter. They centre on how 

student teachers will come to understand and use text structure strategy. 

Particularly, it is unclear whether student teachers would benefit from such 

training in the context of their academic work. Given a need to examine this 

aspect of these issues, fourteen experimental hypotheses were formed as a basis 

for the present study. The hypotheses are: 

 

1. TLS will help students achieve better academic success. 

2. TLS will help students come to know themselves better.  

3. TLS will provide tools for making learning more effective.  

4. TLS will help participants understand how language works 

and how to use this knowledge. 

5. TLS will help them explore the mechanism of text. 

6. TLS will help develop the individual’s ability to derive 

meaning from text. 

7. TLS will enable participants to retain more information. 

8. TLS will allow participants to engage more deeply with text. 

9. TLS will make participants’ reading more efficient and 

effective. 

10. TLS will make participants’ writing easier and more 

manageable. 

11. TLS will help them manage academic work. 

12. TLS will help participants engage more fully in learning. 

13. TLS will empower them in their learning. 
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14. This research will assist participants better understand their 

learning processes. 

 

A methodology appropriate for investigating these hypotheses was needed 

that ensured that both the results of an implementation of TLS technology, and 

the processes underlying the implementation were observed and recorded. The 

former concentrated on examining the effects of such instruction on the academic 

work and metacognition of participating students in an early childhood teacher 

education programme. The latter involved systematically providing for 

participants to account for the processes. A mixed-methods design was used to 

gather these data. This chapter begins with a description of the setting for the 

study, the researcher’s role in that setting, and a brief introduction of research 

participants. Next, the procedure and techniques used for data gathering are 

described. Data analysis and the use of case study as a research method are 

discussed. Finally, I address the issues of ethical considerations and academic 

rigour, and outline the various stages for the study. 

 

 

Setting 

 

This study was conducted in a school of early childhood teacher education1 

at a college of education in New Zealand. It spanned the first semester of the past 

year. The study was limited to Year 2 students who were enrolled in the degree 

course. In this section I provide some background information about the setting 

for the study. 

 

One of the academic qualifications offered in this setting is a three-year 

degree in teaching and learning with a specialization in early childhood 

education. The degree combines a theoretical component, with compulsory 

courses at each year level, and a teaching practice section in each semester. 

Graduates of the qualification are eligible to apply for national teacher 

registration, a pre-requisite for teaching in New Zealand. In 2005, over 200 
                                                 
1 The word school as used in this thesis refers to this school of early childhood teacher education, 
which is a distinct and separate department within the college. 
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students enrolled in the degree, with about another 200 students enrolled in 

diploma and graduate diploma courses on site and in two other campuses.2

 

Key features of this qualification are presented as examples of the variables 

that add complexity to investigation into the academic experiences of students. 

 

• First, the degree is available either as full-time or part-time. 

Three of the four study participants were enrolled full-time.  

• Second, the degree is offered in a format of face-to-face 

delivery [on campus] or by correspondence [Flexible 

Learning Option. (FLO)]. Some students undertake a 

combination of delivery modes, by enrolling in some on-

campus and some FLO courses. The fourth participant in 

this study was enrolled as a part-time student, with a 

combination of on campus and FLO courses. 

• Third, the majority of courses are taught by school staff, but 

15% of content must be research-based. So, the college has 

contracted a nearby university to deliver eleven courses in 

the qualification over three years. This means that students 

spend four days a week attending classes on the college 

campus and one day a week attending classes on the 

university campus, and must perform academically in both 

settings. 

 

 

Researcher Background 

 

I have been a staff member of the school for ten years. My interest in the 

academic success of students is undeniable and underpins much of my work 

within the school in each of my roles, which I now describe briefly. First, I am 

selection coordinator and assess applications for admission to the school. Second, 

I am Year 1 dean and take part in decisions regarding course delivery and student 
                                                 
2 Students enrolled in the diploma course attend face-to-face sessions only one day per week. 
Participants were not recruited from this group because of this limited contact time. 
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assessments. Finally, I lecture in the school and am responsible for a number of 

degree courses. It is through these roles that I come to know many early 

childhood students personally.  

 

The ideal focus for this study would have been Year 1 degree students who 

were just entering an academic setting, but my involvement with the group, as 

described above, posed potential psychological risks for participants. Therefore, I 

recruited participants from among Year 2 degree students, over whom I would 

have no professional oversight in 2005.  

 

 

Participants 

 

Once ethical approval was received from ethics committees of the college 

of education and Griffith University, copies of a research information letter were 

disseminated to Year 2 degree students. Three students agreed to participate in 

the study after reading the letter. A fourth student volunteered after doing the 

pre-intervention task. All participants signed a consent form. Blank copies of the 

letter and consent form are attached as Appendixes G 1 and G 2. A profile of 

each participant is presented. They are identified by pseudonyms. 

 

 

Kay. 

 

Kay was a New Zealand permanent resident from a non-English speaking 

background and a full-time student in her mid twenties. She lived in New Zealand 

with two siblings, all studying, while her parents remained in the country of origin. 

Kay was not in paid employment but had weekly responsibilities at home and taught 

Sunday school at church. Kay grew up hearing English and two other languages in 

school. She did not believe that being trilingual had any impact on academic ability 

because, as she said, all students at her high school were trilingual, but did think it 

helped her with pronunciation in Máori courses. When doing her course work, Kay 

sometimes needed to translate into her first language. She considered herself to be 

an average student.  

 26 



Laura. 

  

Laura was a full-time student and the youngest participant, just under 

twenty. She was born in New Zealand, attended school in a Pacific Island 

country, where her academic work had been “quite exam-oriented”. Laura had 

graduated top of her class. She now lived in Christchurch, with a sibling and the 

sibling’s family, including very young children. Apart from weekly 

responsibilities at home and maintaining regular contact with her parents 

regarding her studies, Laura was employed three afternoons and involved in 

church activities three to four days a week.  

 

 

Nancy. 

 

Nancy was born in New Zealand and was in her early thirties. She lived 

with her partner and their two young children. She had been studying part-time 

for three years, now starting Year 2. She was enrolled in three courses but spent 

little time each week on campus, doing a combination of FLO and on-campus 

courses. She attended one morning and one afternoon class each week. Nancy 

was the only research participant studying part-time.  

 

 

Priscilla. 

 

Priscilla was a full-time student, in her early twenties. Born in New 

Zealand, she was the younger of two children. Her parents lived in her home city 

and her sibling was studying overseas. Priscilla had a hearing loss that had 

caused her to struggle in school until she got hearing aids. She described herself 

as a visual learner. She was not in paid employment during her studies and was 

boarding in student housing. In addition to her full-time courses, Priscilla took 

weekly voice lessons and played the keyboard. 
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Procedure 

 

Pre-intervention Questionnaire and Task. 

 

The first study phase in March was the administration of a reading task and 

questionnaire to eligible students to examine their metacognition and theories 

about reading and to provide baseline data. Doing the task gave potential 

participants more information about the study. The course lecturer introduced the 

task and made reference to the letter of information distributed earlier. Materials 

were handed out and instructions were read aloud by the researcher. A copy of 

the task is attached as Appendix H. The text was chosen from course readings 

and related to the session topic. It involved reading a short text and answering 

questions and took a portion of the class session to complete.  

 

I remained in the class long enough to ensure students understood what was 

required and to collect text copies, needed only for the first part of the task. I then 

left the class to avoid causing students to feel any pressure to submit completed 

questionnaires. The course lecturer instructed students to choose whether or not 

to submit it. The course lecturer collected the questionnaires and returned them 

to me. As a result of this activity, Nancy decided to become a participant. 

 

 

Intervention Sessions. 

 

Instructional intervention sessions with participants began in April. 

Because of variations in participants’ course enrolments, meeting times were 

hard to arrange. I met with Kay, Laura, and Priscilla for two lunch-hour sessions 

and had a follow-up session the following day with Kay and Priscilla. 

Instructional sessions with Nancy were arranged separately. During these 

sessions, participants learned what top-level structures were and were given 

copies of material from Bartlett & Fletcher (2002) and Meyer, Middlemiss, 

Theodorou, Brezinski, McDougall, & Bartlett (2002, p. 11). These handouts are 

Appendixes D and E 1 to E 7. A selection of children’s story books were used as 

examples of four text structure types. Participants were given a range of visual 
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organisers (Alvermann, 2004; Alvermann & Phelps, 2005). These are Appendix 

F 1 to F 6.  

 

Instructional sessions were shorter and more informal than those reported 

in the literature (for example, see, Meyer & Poon, 2001). They included the 

following topics: 

 

• descriptions of narrative and expository text; 

• definitions of lists, problem and solution, cause and effect, 

and compare and contrast text structures; 

• practice identifying TLS; 

• the presence of more than one structure in a text; 

• practice identifying signal words; 

• use of the title, headings, and topic to ascertain the text 

structure; 

• practice using graphic organisers;  

• personal aspect of text structure strategy, that correctness in 

identifying TLS is associated with a person’s  capacity to 

justify its selection over other possibilities so that different 

readers of the same text may reasonably elect different TLS, 

and that in different readings of the same text, a person 

might consider different TLS; 

• the usefulness of TLS for assignments and readings; and  

• use of the learning journals for practice, reflection, and 

writing down ideas about TLS. 

 

I made statements reinforcing instruction in subsequent meetings, for example: 

 

Text structure might help you clarify and strengthen the 
strategies you already have…be more focussed…think 
about the big picture…looks like an upside down 
tree…[with]…different levels of structure. (Nancy 
interview 1:392-398) 
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[M]aybe one of the things you need to do is to look more 
closely at how you could use TLS to help you with your 
reading. (Kay interview 3:269) 
 

Are you thinking about how you’re going to organise 
that? Have you had any time to think about how you 
would write it out? Have you thought about text 
structure for using with that one? (Priscilla interview 
4:13-15) 
 

[D]escription, and you are going in some sort of 
sequence order of what needs to be in it so you are 
actually using a structure. It did not work to divide it 
up into different types, so you are using one consistent 
structure for your whole essay. (Laura interview 1:55-
58) 

 

 

Semi-structured Interviews. 

  

Semi-structured interviews with participants were carried out in May. The 

first set of questions, Appendix J, provided general information about each 

participant as well as monitoring TLS use. Sessions were informal so as to foster 

a comfortable relationship with participants.  

 

At the end of the semester, in August and September, another set of 

questions, Appendix K, was used to investigate effects of TLS instruction and 

participants’ perceptions of their Year 2 academic experience. All interviews 

were taped and transcribed. 

 

 

Unstructured Interviews. 

 

During the semester, unstructured interviews were held as often as 

convenient and comfortable for participants. Rather than conducting a target 

number of sessions, the goal was primarily to be available for questions about 

TLS. Second, periodic interventions were intended to reinforce participants’ 
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thinking about and use of text structure strategies. Third, sessions were used to 

monitor participants’ academic experiences.  

 

These meetings were informal, with no prepared questions. Participants 

shared much information about life at college, academic work, and ideas about 

TLS. Most sessions were tape-recorded and transcribed. In all cases of 

subsequent meetings with participants, transcript copies were provided for 

review, alteration, or correction by participants. 

 

 

Focus Groups. 

  

On several occasions, two or more participants met together. This was done 

for several reasons. First, I sought to engage two or more of them at a time in 

conversations about study strategies in order to uncover further ideas and issues 

beyond what they reported individually. Second, focus groups served as an 

opportunity for participants to share experiences and extend the possibility of 

further clarification of top-level structure strategy. A third reason for these 

sessions was to engage and support participants in thinking about their theories 

of learning. I attempted to involve participants in further discussion, turning the 

focus away from the researcher-participant dyad into a focus of participant(s)-

participant(s), to encourage metacognitive discussion perhaps not possible during 

a one-to-one interview session. Six focus group sessions were held with two or 

more participants. 

 

 

Learning Journals. 

 

Participants were given journals in which to record thoughts about and uses 

of top-level structures. These provided participants with a venue for TLS practice 

and reflection. Participants submitted their journals at the end of Semester 1. To 

facilitate journal writing, a list of prompts was pasted inside the front cover along 

with researcher contact details. This list of prompts is included as Appendix C. 
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Post-intervention Task and Questionnaire. 

 

A post-intervention reading task and written questionnaire was 

administered to participants at the conclusion of data gathering, in August and 

September 2005. The task was changed in several ways from the pre-intervention 

task. A new text from a Semester 2 readings book was used that integrated the 

research task into participants’ programme of study. Second, the questionnaire 

was formatted to provide more writing space. Third, participants were asked 

where they had heard of, read about, or learned about TLS. Finally, four 

questions were added related to specific aspects of the study. A copy of the post-

intervention task and questionnaire is attached as Appendix I.  
 

 

Data Analysis  

 

Data collected are described above and included: 

• pre-intervention questionnaire and task completed by each 

participant3; 

• thirteen semi-structured interviews with individual 

participants; 

• four focus group sessions with two or three participants;  

• participant learning journals; and 

• post-intervention questionnaire and task. 

Each category of data was analysed as detailed below. Consistency and 

confirmation of evidence was sought across different data for each participant. 

 

 

                                                 
3 Twenty-seven tasks and questionnaires completed by Year 2 degree students have not been 
analyzed for this study. 
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Pre-intervention Questionnaire and Task. 

  

A data table for collation of participant responses was prepared to 

categorise their action theories as demonstrated on this task (Table 2 in Chapter 

4).  

 

 

Semi-structured Interviews with Individual Participants. 

 

All semi-structured interviews were recorded and transcribed (except Focus 

Group 6, during which recording equipment malfunctioned). All transcripts were 

checked and corrected. Transcript copies were given to the corresponding 

participant, who was asked to check and verify content and make changes for 

accuracy and clarity. Dates of verification and changes to data are recorded in 

Appendixes L 1 to L 4.  

 

To code transcript data, I prepared a grid with categories related to 

questions prepared for unstructured interviews. As I read the transcripts, I copied 

the responses into corresponding grids, and marked transcripts with 

corresponding headings. The list below is a sample of the category grid prepared 

for Nancy. Headings were based on questions used in the first semi-structured 

interview, Appendix J. This is only a partial sample of categories identified and 

statements used from Nancy’s transcripts. For example, some categories used as 

headings are:  

 

• Heading 4: What’s easy (Personal interests)? 

• Heading 6: Managing work? 

• Heading 7: TLS for reading? 

• Heading 8: TLS for writing? 

• Heading 11: Ali’s TLS prompts 

• Heading 12: Assignment preparation 

• Heading 14: Unclassified (Use of coding system) 
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 Each of Nancy’s statements is followed with a bracketed code indicating 

the data set, i.e., unstructured interview or focus group, and line(s) where the 

statement can be found. Therefore, the first entry in column 4: “It’s interesting as 

well, you only have to read it once and you remember it.” (Nancy Interview 

1:193-194) means that this comment is taken from Nancy’s first interview, lines 

193-194. The table is attached as Appendix M. As Nancy’s statements were 

assigned into categories, emerging relationships were considered. That triggered 

additional categories such as ‘personal interests’ for ‘what’s easy’ and ‘use of 

coding system’ for the ‘unclassified’ category. Once Nancy’s statements had 

been assigned categories, a structure for reporting her ideas was constructed. For 

clarity of description, the order of telling Nancy’s story was loosely 

chronological, and used the following sequence of categories: 

 

1. pre- and post-intervention task results 

2. details of TLS instruction sessions for that participant  

3. (Ali) verbal prompts regarding TLS strategy relative to the 

particular participant (grid column 11) 

4. (participant’s) educational background and self-

assessment of academic ability (grid columns 5 and 9) 

5. (participant’s) studies, ways of learning, what she reported 

as being characteristics of her learning style (grid column 

10) 

6. current courses/enrolment (grid column 1) 

7. logistical and practical aspects of managing academic 

work (grid column 6) 

8. what current readings were being undertaken, and, 

possibly, interests/intrinsic motivation for reading (grid 

column 2 and 4) 

9. participant’s use of TLS for academic reading (grid 

column 7) 

10. what assignment(s) the participant was working on (grid 

column 3) 

11. assignment preparation or writing procedures that the 

participant used (grid column 12) 
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12. participant’s use of TLS for academic writing (grid 

column 8) 

13. student’s own strategies for academic work (grid columns 

13 and 14) 

 

A similar process was used to code other participants’ transcripts. In the 

course of the unstructured interviews, various topics arose and this caused the 

categories to differ somewhat for each participant. For example, Kay, Laura, and 

Priscilla were all full-time students, so Nancy’s heading 6, current 

courses/enrolment, was not necessary. Alternatively, other categories had to be 

drawn up. For example, Kay’s data required additional categories: NESB student 

issues, language, and affect. Priscilla’s data, alternatively, required a category 

labelled metacognition. From this data analysis, interim case summaries were 

prepared and used to understand the data and construct the theoretical framework 

shown in Figure 1. 

 

 

Journals. 

 

Participants submitted their journals between 30 June and 4 August. These 

dates varied because of the availability of participants, as there was a term break 

between the end of June and the beginning of Semester 2 in July. Journals were 

labelled and scanned. Excerpts are attached to illustrate and support findings in 

Chapter 4. 

 

 

 Follow-up to Research. 

 

Six months after data collection was concluded, participants were contacted 

via electronic mail. They were asked to respond to three questions related to their 

reflection about and applications of TLS and metacognition. A copy of the e-mail 

is attached as Appendix N 1. The purpose of these questions was to investigate 

the longer-term effects of TLS instruction on participants, to ask participants to 

predict further uses of TLS, and to provide a basis for confirmation of the 
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findings. All four participants responded. Their e-mails are attached as 

Appendixes N 2 – N 5. 

 

 

Research Method 

 

In this section I briefly address several issues related to research methods 

used. First, a rationale is presented for the use of case study method. Second, 

ethical concerns are detailed regarding the conduct of this research in my work 

place and how the study was designed to minimize possible risks. Third, I set out 

the procedures followed to ensure rigour in my data gathering. 

 

 

Case Study. 

 

The area of interest in this research was the academic life of student 

teachers, specifically metacognitive strategies, and how these were used, and 

whether a training intervention could affect students’ academic experiences in 

this academic context. Definitions and descriptions of case study method abound 

(Cohen, Manion, & Morrison, 2000; Rose, 1991; Stake, 2003; Sturman, 1999). 

Merriam (1998) and Yin (1994) described the nature and features of case studies.  

 

Merriam (1998) wrote “the single most defining characteristic of case study 

research lies in delimiting the object of study, the case…a thing, a single entity, a 

unit around which there are boundaries” (p. 27). The focus of this study has these 

clear parameters and the use of case study method is well suited. Furthermore, it 

is closely aligned to Merriam’s criteria for an interpretive case study, or 

multicase studies as would occur with four participants, in which the “researcher 

gathers as much information about the problem as possible with the intent of 

analysing, interpreting, or theorizing abut the phenomenon” (p. 38).  

 

Yin (1994, p. 13) proposed a “technical definition” of a case study in two 

parts. First, as “an empirical inquiry that investigates a contemporary 

phenomenon within its real-life context, especially when the boundaries between 
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phenomenon and context are not clearly evident” (italics mine). The purpose of 

this study was to gather information about students’ tertiary experiences and their 

metacognitive strategies (the phenomenon) as they happen and where they 

happen (real-life context). The boundaries between the experiences that define 

each participant’s life and the culture of the college, or the context in which these 

experiences occur, were and are inseparable and not clearly evident. The second 

part of Yin’s (1994, p. 13) definition states that “the case study inquiry  

 

• copes with the technically distinctive situation in which 

there will be many more variables of interest than data 

points,  

• and as one result relies on multiple sources of evidence, 

with data needing to converge in a triangulating fashion,  

• and as another result benefits from the prior 

development of theoretical propositions to guide data 

collection and analysis.”  

 

In reference to research in an educational setting, Freebody (2003) wrote 

that  

[t]he distinctive feature of a case study is…its focus on attempting 
to document the story of a naturalistic-experiment-in-action, the 
routine moves educators and learners make in a clearly known and 
readily defined discursive, conceptual and professional space…and 
the consequences of those people’s actions...for learning (p. 82-83). 
 

 

Ethics and Rigour 

 

Ethical approval was sought from ethics committees of the college of 

education and Griffith University. As stated earlier, the focus would have been 

on incoming Year 1 degree students. However, my involvement with such a 

group and my position of responsibility, the perception of power and, indeed, the 

actual level of control and decision-making that I have over this year group, had 

potential risks. Therefore, to minimize any potential psychological risk to 

participants, I recruited participants from among Year 2 degree students, over 
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whom I had no professional oversight in 2005. I would not teach Year 2 courses 

nor visit Year 2 students on teaching practice placements. Year 2 students would 

not be likely to feel stress or pressure from me in my role at the school regarding 

involvement in this research.  

 

In order to demonstrate scholarly rigour in this study, I planned to ensure 

that my data gathering was comprehensive and obtained from different sources. 

The embedded units of analysis were the informing data sets that provided 

insight into the case. The participants’ ideas and reports provided the 

information, which differed for each person, but was complementary in relating 

to the phenomenon. Yin (1994) wrote:  

 

the most important advantage presented by using multiple 
sources of evidence is the development of converging lines 
of inquiry, a process of triangulation. Thus any finding or 
conclusion…is likely to be much more convincing and 
accurate if it is based on several different sources of 
information following a corroboratory mode [italics 
author’s] (1994, p. 92). 
 

This highlights the need for the research design to include multiple sources 

of data. To that end, I prepared a detailed table of this information in order to 

provide a clearly articulated audit trail for the study. In tabulating, I listed the 

numbered data set (instructional session, semi- or unstructured interview, focus 

group, journal) with date and attending participants, the method of data 

collection and number of the corresponding recording tape where applicable, the 

date of participant verification, topic of the session, and materials used or 

provided. This is attached as Appendix L. 

 

 

Conduct of the Study 

 

I began gathering data once ethical approval was granted. Sessions were 

arranged with individual participants, which were scheduled at times that suited 

them and in convenient locations, such as my study, the college library, or off 

campus.  
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I carried out data collection from March to September. This approximated 

the duration of the academic semester. To answer the first research question, 

participants completed the pre-intervention task, received TLS instruction, and 

later completed the post-intervention task. In between those two distinct data 

gathering events, I wanted to monitor the effects of the intervention over time 

and in the context of the academic work that participants would complete. These 

data would address the second research question. Frequent meetings were held 

with the participants to reinforce and extend TLS instruction and assist and 

encourage participants’ top-level structuring in their studies.  

 

I began each meeting by asking the participant what academic reading she 

was doing and what assignments she was preparing. This opening allowed 

participants to state what they were focusing on at that time. They shared other 

personal information about interests, background, class sessions, and 

relationships with other students and lecturers. This information helped with the 

development of a conceptual framework to illustrate the complexity of students’ 

academic life in this setting. This framework appears in Figure 1 and provides 

the structure for reporting findings. 
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TLS intervention                           Participants                                      Effects 

High Level 
Reading strategies 
Writing strategies 
Metacognitive   
              awareness 
Self-discovery 
New perspectives  
            on learning 

Internal: 
Academic background 
Academic motivation 
Professional motivation 
Espoused and action   
       strategies for studying 
 
External: 
Support systems 
Affect 
Constraints 

• Family 
• Course load 
• Time management 
• Language  
• Paid employment 

Instructional  
               sessions 
Hand-outs 
Visual organizers 
Learning journal 
Suggestions for  
           application  
Verbal prompts 

Low Level 
 
Some 
awareness of 
metacognition 

 

Academic Context 
 

 
Figure 1. The conceptual framework for this study showing the three key 
elements: TLS intervention, participants as individuals, and the range of potential 
effects of instructional intervention on participants. 

 

 

Eight months after the conclusion of data collection, I undertook a 

follow-up with each participant. This involved three open-ended questions sent 

electronically. This provided some information about the long-term effects of the 

intervention. Questions and electronic responses are attached as Appendixes N 1 

to N 5. 

 

 

Chapter Summary 

 

In this chapter, I outlined the method used in this study. I described the 

setting for the study, my role within it, and each of the four study participants. I 
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then described the procedure including pre- and post-intervention tasks, the 

format for interview and focus group sessions, and use of learning journals. Next, 

I discussed data analysis procedures. In the last section, I justified the use of case 

study method, provided information about the ethics and rigour of data 

collection, and set out a chronological overview for the conduct of the study. A 

conceptual framework for the study is provided. In the next chapter, I present the 

results of the investigation.  
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Chapter 4: Results 

 

 

 

 

The intervention was successful in providing the participants with the 

metalanguage for talking about study strategies and text structure. Indeed, after 

instruction, all four participants were able to identify a text as organised within 

an overall description, problem/solution, cause/effect, or compare/contrast 

framework. Furthermore, all participants learnt what TLS was and how to use it. 

They had declarative and procedural knowledge. However, only one, Priscilla, 

used this skill in a consistent and deliberate way throughout the reading and 

study opportunities that presented. The other three did not consistently 

demonstrate what Bartlett (2003) called the “theories of mind” argument (p. 7), 

the connection between their knowledge of top-level structure strategy and their 

use of it.  

 

In this chapter, I describe research results. Findings are presented with 

respect to the first research question, concerning participants’ reports of use of 

study strategies and these are compared with their strategy use on the pre-

intervention task and questionnaire. Details of this assessment are provided in the 

next section. After that, I present excerpts from participants’ learning journals 

and their ideas about study strategies as reported during the semester in 

interviews and focus groups. These reports relate to TLS associated with reading 

and assignment writing. Next, the second assessment, in which participants 

report on their performances on a post-intervention task and questionnaire, is 

described and compared with their performances on the pre-intervention task and 

questionnaire. I also present participants’ final reflection about the effects of TLS 

instruction on them several months after the conclusion of the research. 
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Participants’ Pre-intervention Study Strategies 

 

As described in Chapter 3, 31 potential participants completed a pre-

intervention reading task and questionnaire (see Appendix H). The purpose of the 

task was to uncover participants’ strategic reading behaviours. A first section 

involved reading a short text and at the same time reporting strategies being used 

to understand the text, identify the main idea, and recall content. This was 

intended to produce explicit reports of respondents’ actions regarding their 

theories of what study strategies are and how they operate.  

 

Once that was completed, participants were asked to hand in the text and 

turn to questions about it. They wrote what they could remember, what they 

understood, the main idea of the article, and how strategies had helped. Early 

components of this were intended to examine respondents’ understanding and 

recall of the stimulus text. The reflection was to record their metacognitive 

espousal about strategies they had used. In a final section, participants were 

asked what they knew of top-level structures. 

 

After the assessment, Kay’s, Laura’s, and Priscilla’s texts were identified 

for analysis. Nancy’s text could not be identified. Responses are summarised in 

Table 2, and Kay’s, Laura’s, Nancy’s, and Priscilla’s statements of approach, as 

reported in the first section of the task, are compared with their recounts 

following specific identification of information in the second section. 



Table 2 Participants’ Pre-intervention Task and Questionnaire Responses 
Focal Aspect Participants’ Reported Study Strategies Participants’ Outcomes from Processing 

the Text 
Participants’ Reports 

About Processing 
Kay 

• Reading title, introduction, and first sentence 
of each section* 

• Highlighting* 
• Underlining key words* 

• The main idea of this article is how a teacher can do and what 
should be acknowledged when coping the death issue with the 
children. Some examples have been mentioned. 

• Looking at the title and 
introduction 

Laura 
• Reading first sentence* 
• Making summary notes* 
• [Looking for] recurrent ideas 

• Adults should express emotions on death, encourage children to 
express their[s]. Use clear, concise language & provide a safe 
environment for children to learn about death & grieve. 

• Writing summary statements after 
reading. 

Nancy 
• Highlighting* 
• Reading slowly 

• Death needs to be discussed openly & honestly with chn. 
• Chn may use play to understand or cope with death & this is O.K. 
• Check books before displaying/reading them to chn 

• No response 

Priscilla 

 
 
 

 
 
 

 
General 

understanding 
 

• Drawing mind maps 
• Re-reading 
• Underlining* 
• Making brief notes by underlined points* 

• It gives practical solutions for coping with death  • No response 

Kay 
• Highlighting* 
• Scanning 

• How teachers can help children cope with death. • Remembering the titles and 
introduction 

Laura 
• Highlighting* 
• Summarising 

• Be prepared to deal with death & grieving through appropriate 
emotional expression, resources, clear language & books. 

• Highlighting/underlining key words 

Nancy 
• Re-reading highlighted* sections • Death should be talked about. Can’t be ignored. Discussing topic 

in the open beneficial for chn. 
• No response  

Priscilla 

 
 
 
 
Understanding 
the main idea  

• [Stated main idea but no strategies] • Helping chn express their feelings in a positive and open way • Mind mapping 
 Kay 
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• Underlining key words* 
• Numbering related points 

• Encourage chn to express…feelings 
• Books, dramatic play time useful [for] help[ing] chn cope 
• Think carefully [about]…words used 
• On-going process to help chn understand death 

• Highlighting helped her remember 
some key points 

Laura 
• Underlining* 
• Highlighting* 
• Writing notes 
• Identifying key words in [her] summary 
• [Working in] silence 

• Guidelines 
• Important for adults to feel comfortable talking about death 
• Can then express feelings & model grief to children 
• Should allow chn to express feelings 
• Must be done sensitively and appropriately 
• Help chn understand, express emotion: reframe child’s words 
• Provide space, time & resources for therapeutic play and   
   appropriate books on death 
• Clear language avoids confusion 

• Used key words 
 

Nancy 
• Associating content with real life experiences • Use correct language 

• Chn understand through play & books 
• Books need correct language, be respectful, end with hope 
• Chn’s 1st experience of death may/will last 
• Discuss openly 
• Show chn it’s OK to be sad 
• Tell chn sadness may last a long time 
• Teachers who have had experience talking/learning about death 

benefit from this experience. 
• Chn should be shown/told about cultural customs surrounding 

death e.g. funerals. 

• Could see in her mind the 
highlighted words 

• Thought about her own experiences 
 

Priscilla 

 
 
 
 
 
 
 
 
 
 
 
 
Remembering 

• Writing down key points in multiple places 
• Reviewing mind map 

• Books, dramatic play help chn’s emotions cope with death 
• Using concrete language not figurative as chn do[n’t] understand 

figurative as they are literal thinkers 
• Teachers need to be open when discussing topic so chn can feel 

that they can express their feelings 

• Writing information down in many 
ways 

• Re-reading it 

*Reported by more than one participant 
 



Eight items are represented (Column 2) as strategies for understanding a 

text. These include varying the pace of reading such as reading slowly, looking 

for key words or phrases, and re-reading; marking the text in some way such as 

highlighting and underlining; and summarising the content in some form such as 

mind mapping or writing notes. Four of these, reading the first sentence, 

highlighting, underlining, and making notations, were reported by more than one 

participant and are marked with an asterisk. 

 

In total, participants volunteered four strategies for identifying the main 

idea of a text. These were very similar to strategies they had mentioned for 

general understanding, notably re-reading or scanning, highlighting, and 

summarizing. For example, Kay reported that she scanned for both aspects; Kay 

and Nancy reported that they used highlighting for both aspects; and Laura said 

that she used summarising for both aspects. 

 

Participants yielded nine strategies in total for remembering text content. 

Three had already been reported - highlighting, underlining, and summarising. 

Of the other six, one had to do with environmental factors (working in silence). 

One followed directly from an understanding strategy as Priscilla, who reported 

drawing mind maps (but did not submit any with her task materials), now 

reported that she would review her maps to help her remember content. The other 

four remembering strategies were new. Kay reported that she used numbering to 

help her remember key points from a text (and this numbering appears on her 

text page). Laura said that she would focus on the key words in her summary. 

This is demonstrated on her text page, where she had highlighted terms in her 

summary notes at the bottom of the page. Nancy said that she would associate 

information in a text to her own experience, and Priscilla stated that she would 

write down information in many ways. 

 

A review of Kay’s and Priscilla’s text pages indicates that what these 

participants did on the text and what they reported in the questionnaire sections 

differed somewhat. For example, Kay wrote the word “example” in one place on 

the text and circled the word “play” at another. However, she did not state in 

relation to forming a general understanding, comprehending, or remembering 
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that writing notes was one of her study strategies. Priscilla, on the other hand, 

reported using mind maps, but did not submit any with her task. So, it is unclear 

whether she drew a mind map for this text. Conversely, Priscilla drew squiggly 

lines vertically along three sections of the text but made no descriptive reference 

to this as one of her strategies for any of the focal aspects, so the purpose of these 

marks is not explained. 

 

In the next section of the task, students were asked to return the text to the 

researcher. They were then asked, in turn and in this order, what they 

remembered, what they understood, and what was the main idea of the text. 

Column 3 is a list of their responses. Kay, Laura, Nancy, and Priscilla all 

performed successfully in providing some understanding of the article, in 

presenting a main idea, and in remembering content.  

 

For general understanding, the four participants wrote between one and 

four sentences about the overall topic of the text, with Priscilla making one 

statement, Kay and Laura writing two sentences about their understanding, and 

Nancy listing three details from the text. All stated that the text was about 

children’s reactions to death, and three participants quoted the author’s exact 

phrase “coping with death”. Only Kay stated accurately that the intended 

audience was teachers of young children. 

 

For identifying the main idea, participants stated it in one or two sentences, 

with similar length and content to their answers about general understanding. For 

example, Kay used the phrase “cope with death” in both answers, Laura 

mentioned “emotional expression” and “clear language” in both answers, and 

Nancy repeated that “death needs to be discussed/talked about”. Priscilla’s 

responses to these two items differed. 

 

For remembering content, participants listed between three and nine items. 

Kay’s four items of recall differed from her responses to the two previous 

sections. Laura repeated the same two phrases and listed another six items for a 

total of eight. Nancy reiterated earlier statements about “discussion”, “play”, and 

“books”, and added another six items. 
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Participants were also requested to explain their operational behaviour in 

arriving at the responses they had provided. Column 4 is a list of what they 

reported about use of strategies after each question related to the text. 

Participants’ reports about processing across these subtasks varied and in some 

cases differed from what they had reported initially as study strategies in Column 

2. Comparison across Columns 2 and 4 in Table 2 reveals some apparent 

inconsistencies between participants’ reported study strategies and their use of 

study strategies on this task.  

 

Kay varied in her use of strategies. She reported reading the title and 

introduction as a strategy for general understanding and again when reporting on 

her processing. However, for both understanding the main idea and remembering 

content, she did not use her reported strategies. Instead, she remembered the title 

and introduction to understand the main idea, and reported highlighting as the 

strategy that helped her remember content.  

 

Laura was the most consistent of all four participants in her use of study 

strategies. She reported making summary notes as a study strategy for general 

understanding, highlighting for identifying the main idea, and using key words 

for remembering content and reported these same strategies respectively after 

answering the questions.  

 

Nancy, who reported highlighting as a study strategy used for general 

understanding and for identifying the main idea, gave no responses about her 

processing for either of these tasks. For remembering, however, Nancy reported 

and used associating content with real life.  

 

Priscilla reported mind mapping as a study strategy for general 

understanding and for remembering but reported using it instead for identifying 

the main idea. She also reported writing down key points in multiple places as a 

strategy for remembering and did use it for that focal aspect. 

 

Kay, Laura, Nancy, and Priscilla all had some language for what Bartlett 

(2003) called the knowing what, that is, a language for the knowledge of 
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strategies to do the job. However, comparison between Columns 2 and 4 

indicated significant separation between what participants reported that they did 

and how they explained their operational actions. For example, Nancy did not 

provide a response about the specifics of her comprehending action—either in 

general or in relation to the main idea. Likewise, Priscilla did not provide a 

response about her general understanding, yet reported the use of mind maps as a 

strategy for both understanding text and remembering information, and listed it 

as a response for processing the main idea. These responses indicate that they 

lacked the knowing how, that is, the knowledge about strategies and how to use 

them effectively. Their ability to self-regulate (Bartlett, 2003) does not appear to 

be established as they were not able to demonstrate a strategic use of their 

reported study skills. 

 

A second result from the pre-intervention task is that participants did not 

appear to have an awareness of the structure of a piece of text. No answers to 

questionnaire items referred to the overall organisation of the material read. 

Furthermore, when asked what they knew about top-level structures in the last 

questionnaire item, Nancy left it blank and Priscilla wrote that she knew nothing, 

while Laura and Kay both provided general descriptions, stating that it had 

“something to do with memory recall” and “understanding an article”. 

Participant responses to questionnaire items and task performance, therefore, 

indicate that Nancy, Priscilla, Laura, and Kay had no real knowledge about TLS 

specifically.  

 

 

Participants’ Study Strategy Theories during the Semester 

 

Participants learned to identify text structure in the instructional sessions 

described in Chapter 3. Periodic meetings with participants throughout the 

semester, either on their own, or in groups of two or three, provided opportunities 

to confirm that participants developed a familiarity with the target strategy 

(TLS). Each spoke knowledgeably about it and its usefulness. They espoused 

TLS, as indicated by the following comments: 
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I can see that it is a [compare-]contrast, so that is the key 
word, so I get an idea immediately (Kay Interview 3). 
 

I was looking at the cause and effect, it’s not related to my 
studies, but I’ve been looking at some different verses in 
the Bible, and there are a lot of cause and effect sort of 
things there (Laura Interview 1). 
 

Once I [read] it, I recalled what it was … I just [thought], 
“Oh yes, that was description” or “That was 
[compare]/contrast” (Nancy Interview 2). 
 

We’ve had classes and [the lecturer] has gone through all 
the different child development theorists…and compares 
and contrasts them (Priscilla Interview 2). 
 

Participants made journal entries of their ideas. Additionally, they spoke of 

progress they were making on readings and with assignments, their ideas about 

courses and lectures, various challenges they had faced, and the study strategies 

they had used. These journal entries and verbal reports for each case indicate that 

following the instructional intervention participants variously used top-level 

structures in applications as described in the next section. 

 

 

Kay. 

 

Kay made two entries in her journal and attached corresponding visual 

organisers (VOs) for each of two articles she read in preparing her coursework. 

Excerpts of entries are shown in Figures 2 and 3. It appears that she selected a 

VO from among instructional hand-outs (Appendix F 1 for one article and F 2 

for the other), made brief notes on them but found writing space was insufficient, 

and moved to work in the journal. Kay wrote a citation for the article, then set 

out each entry by stating the TLS used (the first was compare/contrast, the 

second was sequential description). However, she used listing strategy (indicated 

by her numbering, see both figures) to present text content. She added words in 

red (“contrasting” [see Figure 2], and, further down the page, “difference”) that 

confirmed her TLS choice.  
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Figure 2. Kay’s compare/contrast analysis of a text (Kay Journal: 1). 

 

 

The analysis of the first article was followed by a narrative description of her top-level 

structuring: 

 

I have scanned through the introduction of the reading. The 
word “contrasting” gave me an idea that I might use 
compare/contrast strategy. I read the sub-titles and wrote 
them down. Before I read through the article carefully, I 
expected to know about [topic]. However, when I finished the 
article I got the idea about differences between [related 
topics]….Throughout the reading, I have noticed some of the 
keywords which helped me to understand the article… for 
example, … latter, former, contrast between … also found 
that I should get an idea from the title before I read through 
the article (Kay Journal: 2-3)  

 

In her second journal entry, Kay mirrored the listing text structure used 

effectively by the author of the article. As described above, she began by writing 

the numbered sequence on the VO, ran out of space, and moved to the journal. 

For this article, she copied exactly what she had written on the VO and continued 

with her list, one of the four top-level structures that she was now beginning to 
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master. Visual organisation (VO) for Kay involved adapting the diagrammatic 

representation for a chain of events detected in a text. Figure 3 shows how she 

associated her VO language with the sequencing form of listing.  

 

 

Figure 3. Kay’s list analysis of a text (Kay Journal: 4). 

 

 

However, her narrative suggests both strategies are discrete rather than merged in Kay’s 

association at this point: 

 

At the beginning, I was wondering [whether] sequence of text 
organization or chain of events structures [was] appropriate 
to use in this reading. I now see that both of the structures can 
be used in this article. The reason is because it has lots of 
events to know throughout reading. The reading was written 
in numbering format. In addition, the events are written 
chronologically. (Kay Journal: 5) 
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Kay was involved in four interviews and five focus groups. A table of 

sessions is shown in Appendix L 1. She consistently reported using TLS to 

analyse readings and considered that it helped her understand content. Kay found 

visual organisers useful but reported problems initially in that readings 

incorporated different text structures. Her persistence brought her better 



comprehension. Kay adopted TLS language and used some terms 

interchangeably, often referring to visual organisers as “TLS”. For example: 

 

[Using VOs is] more work but makes me understand more. I 
am sure what this article is about after using TLS. Before this, 
I read but… [did] not understand…just read through, 
highlight[ed]…some points…for my assignment. (Kay 
Interview 3)  
 

[R]ead…again…all the readings [for an assignment]…have 
an idea of what the reading is…about by using…TLS. 
[Haven’t]…used [TLS] for my assignments…when I 
know…the TLS I can do the readings quite quickly. That’s 
what I have found. (Kay, Focus Group 4)  

 

Kay explained her method of writing assignments in the first interview. She 

reported this was never a difficult task. She would read the description, find 

related published material, and determine what headings were required for the 

assignment. From there, she would use the word count as a guide to produce 

content, dividing up the total word count into the number of required sections. 

She composed each section on computer using two open documents and moving 

text from one draft to the other as needed. She would use the criteria for the 

assignment as a reference, adding to the draft as needed until all required content 

was included. As a result, Kay had what she considered an effective method and 

was in fact using a listing structure that matched the format of descriptions for 

assignments.  

 

During the research, Kay did not recognize that she was using listing as her 

TLS, but reported in her post-intervention questionnaire only that TLS, which to 

Kay meant use of visual organisers, took more time to tidy up [her] work. She 

said there was “too much information”, referring to the details of specific 

components required in each assignment. This indicated that Kay may have been 

effective but was not yet efficient when applying an appropriate text structure to 

material (such as the descriptions of assignments) that did not have clear 

structure. Given Bartlett’s (1978, 2003) suggestion that strategic competence in 

relation to appropriate blends of efficiency and effectiveness is an evolving 

phenomenon over practice and time, her adoption of TLS with published text 
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during the course of this research was developing rather than developed. In 

Bartlett’s terms, it is likely to become more explicit and conscious with ongoing 

use.  

 

Kay studied English before enrolling in this course and had difficulty 

occasionally with listening, reading, and speaking English. Prior to instruction 

she highlighted text and remembered some of it. Her talk now about strategy, 

specifically TLS, had a clear metacognitive theme – she said that it helped her 

“understand the author’s intent” and remember content: 

 

[TLS has] helped me understand…useful for my reading, not 
really for my assignments…I will continue to use [VOs] 
because it makes me understand articles more easily … and 
… when I get used to it, I won’t need to… have a piece of 
paper … I’m not going to write it…I will [just] think about it. 
(Kay Interview 4)  

 

Kay recognized TLS as superior to her earlier strategies. TLS instruction 

had been very useful for her in several ways and had qualitatively affected her 

metacognition and use of study strategies. Second, Kay had a history of 

linguistic difficulties associated with her non-English speaking background and 

TLS provided a tool for coping with these. Third, visual organisers used to 

scaffold participants’ awareness and use of the target strategy had provided Kay 

with a visual framework for engaging with text. Her application was established 

with reading and still evolving with writing. As a future teacher, Kay is now in 

an informed position to teach TLS to children. 

 

 

Laura. 

 

Laura’s journal included eight pages of writing. Excerpts of entries are 

shown in Figures 4, 5, and 6. Laura used her journal to plan assignments and to 

examine text structure in Biblical verses. Her first entry, dated on the day of 

instruction, is about using TLS to plan an assignment:  

 

 54 



12-04-05 I’m planning to use TLS for the planning of an 
assignment. It feels like I have lots of bits and pieces for the 
assignment but no real plan. I think the different organisers 
should help. Here goes! (Laura Journal: 1). 

 

She set out a Venn diagram for three components of her essay, with additional 

comments alongside the overlapping circles.  

 

 
 

Figure 4. Laura’s Venn diagram used to plan an essay (Laura Journal: 1). 

 

 

A narrative entry regarding this attempt to use a VO stated there was too much 

content to be included: 

 

05-05-05 Umm…I don’t think the TLS plan really worked 
very well the first time I used it. There seemed to be too 
much to fit in the actual plan! I used different ones like 
compare and contrast, description, but they’d swap and 
change so that to write it all down seemed too elaborate. 
(Laura Journal: 2)  
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Laura practiced identifying top-level structures for Bible verses: 

 

I used TLS without even thinking about [it]! I’m studying 
the book of John in the Bible and thought that this was 
pretty exciting stuff! (Laura Journal: 2). 
 
 

Pages 2 and 3 of her journal described an attempt to understand this 

material using TLS. She colour-copied a Bible verse and pasted it in the journal, 

circling signal words, “if” and “because”, then made a coloured diagram of the 

cause and effect relationship she found. Her diagram is shown in Figure 5. 

 

 
 

Figure 5. Laura’s diagram of cause/effect text structure in a Bible verse (Laura 

Journal: 2). 

 

 

She did a second analysis on similar material, after noting: “I saw this verse 

and wanted to do some TLS analysis on it. Maybe it will reveal more through 

that.” She pasted a copy of the verse into the journal, drew boxes, and labelled 

these as “description” and “cause and effect”, shown in Figure 6. 

 

 

 

 

 

 

 56 



 

 

 
 
 

Figure 6. Laura’s top-level structuring of description text structure (Laura 

Journal: 3). 

 

 

Like Kay, Laura used the list structure to write assignments. This is 

reflected in the remaining pages of her journal, without any further narratives. 

Following one of her lists, she noted in her journal the steps to her more familiar 

technique, which was consistent with verbal reports. This is shown in Figure 7. 
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Figure 7. Laura’s listing for an essay and report of her technique (Laura Journal: 

6). 
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Her technique or process for writing essays is shown in Figure 7 and 

entails: 

Process:         
• random thoughts typed on computer, get some ideas 
• plan on paper. (after reading assignment question) 
• reading—what looks appropriate. (titles, headings) 
• plan on computer 
• select citation as I read, enter onto computer under 

headings 
• write in different sections 
• random thoughts 
• compile 
• tidy it up (Laura Journal: 6) 

 

Laura was involved in two interviews and two focus groups. A table of these 

sessions is detailed in Appendix L 2. In an interview, Laura talked about what she 

had done in her journal and how TLS gave her a deeper understanding of the text: 

 

I found this quite interesting…that I could use [TLS] in 
other areas apart from college and sometimes when you 
really, really look at things there's really more to that than 
you are first aware of, and that was quite interesting. It’s 
been there the whole time, but you haven’t thought about it 
that deeply and then you think about it and it’s like “ah”, 
it’s … like you’ve got a dim light, and you sort of 
understand it but then you turn things up and it’s…“ah”, 
now you can really see it. (Laura Interview 2)  

 

Subsequently, she requested more visual organisers to use for TLS analysis, 

indicating her interest and persistence: 

 

I was looking at the cause and effect…not related to my 
studies…verses in the Bible…there are a lot of cause and 
effect…[Do] you have any other cause and effect [VOs]? 
(Laura Interview 1) 

 

While these accounts indicated a positive outcome for reading, Laura’s use 

of TLS as a writer was less productive. She had tried unsuccessfully to organise 

an assignment. In the instance reported in the following extract, she described a 

visual organiser that she had drawn in her journal as unhelpful in its depiction of 
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a writing plan (shown in Figure 4). Her report indicates that composing lists was 

more likely to be effective: 

 

I tried using … TLS … .to structure one of my assignments 
… too complicated … cause and effect … then … 
description … didn’t work … but it was the first time I’d 
used it … too much to write … in that sort of plan. I … plan 
it out [on] paper… lists, … a heading and … what I’m 
going to do for that, … another heading … [it’s a] 
description … should have put that in my [journal] … I 
listed … what I needed, … tried … compare and contrast … 
didn’t work....The [Venn diagram] ... had to have a bigger 
scale to fit the information. (Laura Interview 1)  
 

I wrote down my lists…and that helped to clarify my 
thoughts. (Laura Interview 2)  

 

Laura consistently reported that TLS instruction had made her more aware 

of her learning processes and of how she had come to consciously look for text 

structure. TLS provided her with a tool for comprehension and insight into her 

own thinking, as the following comments suggest: 

 

TLS provides an awareness of how to structure things. Lots 
of [readings] are description. [TLS] has helped [me] 
consider organisation. [When] thoughts are jumbled, 
knowing structure helps … TLS helps organise how you 
think about things … metacognition … knowing what you 
are thinking … knowing why you are doing it. (Laura, Focus 
Group 6)  
 

The intervention made her reflect on academic work and she was now doing 

her reading. Whereas she had previously completed the minimum required to 

complete assignments, she was now motivated to extend her work. This change 

resulted in better preparedness for course work, which she felt was positive:  

 

[T]he whole metacognition thing … knowing what you … 
know and … talking about assignments, … I’ve … been 
more up-to-date with my readings this semester … getting 
… them done … [B]ecoming aware [that I haven’t been 
doing my readings] … and realising the importance of it.   
Once you’ve become aware of it you can't ignore it anymore 
so you have to do something about it. (Laura Interview 2)  
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Laura’s final thoughts about top-level structuring indicated that she had 

continued to use pre-existing strategies in her academic work, combining them 

with TLS language to provide a means of description: 

 

I’m still…doing the highlighting and the underlining that I 
did before, so I guess that was my own top-level structure 
that I followed before, that’s still working for me. (Laura 
Interview 2)  

 

 

Nancy. 

 

Nancy made eleven entries in her journal and wrote twenty pages of 

metacognitive reflection and drafts for assignments. Few entries are dated but 

their content indicates they were written after meetings with the researcher (see 

Appendix L 3). There is one entry about Nancy’s attempts to identify text 

structure in materials outside the academic context. She listed the TLS of several 

commercial advertisements as shown in Figure 8. 
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         Telecom – descriptive 

Meltdown – cause/effect 
Lion Red – cause/effect 
Vodaphone – cause/effect 
Maybelline – problem/solution 
Pizza Hut – descriptive then problem/solution 
Briscoes – problem/solution 
Visa – problem/solution (Nancy Journal: 2) 
 

 

Figure 8. Nancy’s identification of text structure for commercial advertisements 

(Nancy Journal: 2). 

 

 

Nancy made one other entry related to TLS. From instructional hand-outs, 

she copied Bartlett and Fletcher’s (2002) list of four sections related to reading 

metacognitively (see Appendixes E 2 to E 7) with a personal comment about her 

own behaviour after each heading. This is shown in Figure 9. This written 

material confirms her verbal reports that the TLS intervention had made her 

metacognition more apparent and functional. 
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Reading from print out from CD Rom 

1. Reading metacognitively--probably do without thinking about it  
usually my reading is because it’s in the Readings Book  
therefore I assume I need to know it. 

2. Before reading--not consciously but do skim read if  
researching beyond ‘readings book’! 
--practising this more now 

3. Need to know-- 
establish goal--short notes only 
as you read--none of the above 
recording info--have used all at some stage but not all at 
once. 

4. Know what you learnt--never done this 
 

Found ‘metacognition’ in a reading. (Nancy Journal: 16) 
 

 

Figure 9. Nancy’s notes from Bartlett & Fletcher (2002) (Nancy Journal: 16).  

 

 

A table representing Nancy’s participation in five interviews and two focus 

groups is shown in Appendix L 3. Nancy was interested in learning about the 

TLS strategy and metacognition and reported she had never thought about study 

habits. TLS instruction made her think about academic work but did not 

noticeably affect her study habits as illustrated in the following comment: 
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[I] never thought about [strategies]…doing a paragraph on 
each thing as I think about it…soon as I decide…have to write 
it down ... that instant [so I don’t] forget it ... write down a 
mess…as I go. (Nancy Interview 2)  

 

Nancy consistently reported that to complete assignments she felt compelled to 

write down everything she could think of regarding the topic. She would then 

edit the draft. As with study habits, TLS instructional intervention had no 

reported effect on this established procedure. 

 
I … waffle it out to about 2000 [words] … then cross out … 
bits that don’t apply … probably don’t [recognise this as a 
plan] … always do my brainstorming … the same way … once 
I start writing … go and go … get it all out of my head … then 
… go back and cut … it’s got to be on paper. (Nancy 
Interview 1) 
 

Notwithstanding those reports, Nancy considered text structure when 

preparing to write one of her assignments. She recognised she was using a list 

structure and corresponding signal words, but dismissed using the text 

structure strategy systematically in lieu of writing down all her thoughts as 

she was accustomed to doing: 

 
I looked at the [text organisational structures] we talked 
about…and thought, “It's … only descripti[on] that I’m 
doing” … looked at the [list of signal] words … thought, 
“Could I use any of those words?” Thought, “Probably used 
them anyway.”… Don’t really think I use anything.…Got to 
empty my brain first … make sense of it afterwards … have to 
get it all down on paper. (Nancy Interview 2) 

 
She stated that when she did readings, she occasionally recognised the 

text organisation, but dismissed it, focussing instead on identifying a topic 

word with which to label the material, and actively searching for the link it 

offered. Nancy continued to mark content that interested her or related to her 

own life and would mark it for future reference. 

 
[I’m] still [thinking], “What do I have to get out of [this 
reading] for my essay, or my test, or ... the next class?”…All 
the time that’s ticking over in … my mind … if I don’t get it 
answered, I feel frustrated [and think] … “That was a waste 
of time”… I highlight things that are … interesting … [or] … 
relate to me.…If I think I need to find it again, I … write 
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beside it in the margin, or on the top of the page. (Nancy 
Interview 5)  

 

 

Priscilla. 

 

Priscilla made ten entries into her journal. She tried all visual organisers 

(Appendixes F 1-F 6) provided as hand-outs to analyse text. For each article, she 

selected a visual organiser (VO) and copied the framework into her journal. Most 

entries are colour-coded and some are dated over the course of the semester. 

Priscilla added metacognitive reflections to several. Representative examples of 

Priscilla’s adaptation of TLS for a problem/solution analysis (Figure 10), a 

list/description (clustering VO) (Figure 11), and a cause/effect (fishbone mapping 

VO) (Figure 12) are shown. 

 

 

 

Figure 10. Excerpt from Priscilla’s problem/solution analysis (Priscilla 

Journal: 1-2). 
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Figure 11. Priscilla’s listing (clustering VO) (Priscilla Journal: 9). 
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Figure 12. Excerpt from Priscilla’s cause/effect with colour-coding (fishbone 

mapping VO) (Priscilla Journal: 11). 
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Metacognitive reflections in her journal demonstrated Priscilla’s 

assessment of the effectiveness of TLS. For example: 

 

I now see that by using TLS structures when doing … readings for 
assignment course work helps me to set out main points and key 
ideas that need to be included into my assignments. Using these 
structures helps me to gain a better understanding of the course 
material as it makes it clear and precise and also by using this 
fishbone mapping helps make the key ideas flow … which helped 
me in writing my assignment. (Priscilla Journal: 13) 

 

A table representing Priscilla’s participation in five interviews and four 

focus groups is shown in Appendix L 4. She reported that she used TLS to 

prepare assignments and to complete readings. Priscilla adopted TLS language 

and, like Kay, used some terms interchangeably, sometimes referring to visual 

organisers as “TLS”. 

 

[VOs were] very helpful … comparing/contrasting … 
clustering … [VOs] … added them [ to journal] … used … 
with my assignments … TLS is … less time consuming than 
what I was doing last year … helped me … focus. (Priscilla, 
Focus Group 4)  

  
Her verbal reports indicated that she found value in using TLS. She was 

using it often if not regularly, as evidenced by the quantity of entries in her 

journal. In this excerpt, she described the process she now followed: 

 

I … pick out … relevant readings that … have a keyword … 
[or] … heading and … do the TLS structures … [If it’s] … a 
problem/solution, writing down the problem … what, who and 
… results, or comparing/contrasting one view to another … 
[for] the assignment. [I] can … elaborate … more and 
[reference it] with the readings and what [I]’ve got from those 
structures. (Priscilla Interview 5)  

 

Priscilla consistently reported that top-level structuring helped her 

metacognitively, guiding the way she interpreted assignment requirements and 

how she addressed them. She felt she was now more thorough and better 

organised. Using visual organisers to chart the selected structure, Priscilla 

prepared material and planned assignments more effectively. 
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[TLS instructional intervention]…improved the way I 
learn [from] readings,…I think…much better [and] 
ask…questions …more fully…If I…compare/contrast, or 
[do] fish back mapping…I have all the details in those 
little boxes [on the VO],…it’s more organised…I…put 
[ideas]…straight into…the assignment. (Priscilla 
Interview 5) 
  

As with Kay, Priscilla recognized TLS as superior to her pre-existing 

strategies. She readily adapted visual organisers to facilitate her academic 

reading. Her application was established with reading and writing. The method 

through which she had learned TLS was useful generally, and she spoke about it 

knowledgeably and with conviction. As a future teacher, Priscilla may well 

combine her knowledge of the strategy and the instructional method to teach 

TLS to children. 

 

Kay, Laura, and Priscilla found ongoing benefit from TLS instruction. 

Their continued engagement in the study, along with Nancy’s, served as some 

evidence of this. Each took ownership in a different way. Their experience with 

TLS over time is likely to promote on-going reflection about learning and top-

level structuring, and about ways in which people organise ideas in the pursuit of 

understanding and effective memory. 

 

 

Participants’ Post-intervention Theories of Study Strategies 

 

Kay, Laura, and Priscilla met with me to complete a post-intervention task 

and questionnaire (see Appendix I) in August. At the start of the session, I 

thanked them for participation, gave them transcripts for verification, and 

reformatted VOs for future use. That is how Kay and Priscilla came to have VOs, 

which they subsequently used to analyse the post-intervention task. Laura did not 

use hers. I distributed the post-intervention task with text and questionnaire, 

provided writing implements, and read instructions aloud. I stayed in the room 

with participants, reading, and did not notice what Kay and Priscilla were doing 
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(completing VOs as part of the task) until later in the session. Nancy completed a 

post-intervention task and questionnaire in September.  

 

The purpose of this task was to examine participants’ reports and use of 

study strategies after instructional intervention. As explained in Chapter 3, the 

post-intervention task followed the same general format as the pre-intervention 

task. In the first section, participants were asked to read a short text that was 

different but of a similar length and complexity to the pre-intervention text, and 

to write down strategies being used to: understand the text generally, to 

understand its main idea, and to remember its content.  

 

Once that section was completed, participants were asked to set aside the 

article and answer questions about the text. As with the baseline task, this was 

intended to examine respondents’ understandings and recall of the stimulus text 

and to investigate their metacognition about strategies used. Then they were 

asked what they knew about top-level structures and in what ways and when they 

had come to learn about TLS. Four questions regarding the uses of TLS were 

added to the post-intervention questionnaire explicitly to examine participants’ 

metacognition. 

 

As in the pre-intervention task, respondents did the reading then gave their 

general understanding and synopsis in terms of a main idea, and indicated how 

their strategies had helped derive their understanding and form their memory of 

the text message. At the end of the session, Kay submitted her questionnaire and 

a completed VO but kept her text (and submitted it to me when requested in 

October); Laura submitted text and questionnaire; and Priscilla submitted text 

and questionnaire and two completed VOs. Nancy, who undertook the post-

intervention task at a later date, submitted both text and questionnaire.  

 

Data analysis of post-intervention tasks and questionnaires indicated 

qualitative changes in the ways two participants, Kay and Priscilla, reported their 

use of study strategies. Both assert in their post-intervention accounts an 

adoption of top-level structure strategy in reading text as well as an increased 

metacognitive awareness of how TLS supports comprehension and recall. The 
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other participants, Laura and Nancy, appear unchanged. Neither participant 

reported using TLS strategy in the first section of the task and questionnaire. 

However, Laura and Nancy indicated significant metacognitive change in that 

they now defined TLS and described in the last section of the questionnaire its 

usefulness for academic work. 

 

Individual comparison of pre- and post- intervention task responses for 

Kay, Laura, Nancy, and Priscilla is illustrated respectively in Tables 3, 5, 7, and 

9. The participant’s pre-intervention responses are presented on the left side and 

post-intervention responses on the right. The participant’s study strategies, 

outcomes from processing the text, and reports of processing from pre- and post-

intervention task are set out side by side in each table. They are also shown under 

headings for each focal aspect: general understanding, identifying the main idea, 

and remembering. Responses to questionnaire items related to TLS are displayed 

in Tables 4, 6, 8, and 10. Kay’s visual organiser is displayed in Figure 13. 

Priscilla’s are displayed in Figures 14 and 15. 

 



 

 Table 3  

Kay’s Responses to Pre- and Post-intervention Tasks and Questionnaires 

PRE-INTERVENTION POST-INTERVENTION 
Strategies Outcomes from 

Processing the Text 
Reports of Processing 

(How strategies helped) 
Strategies 

 
Outcomes from Reports of Processing 

Processing the Text (How strategies helped) 

Focal Aspect: General understanding 
• Reading the title+, 

introduction, and first 
sentence of each 
section 

• Highlighting+ 
• Underlining key words 

• The main idea of this article 
is how a teacher can do and 
what should be 
acknowledged when coping 
[sic] the death issue with 
the children. Some 
examples have been 
mentioned. 

• Looking at the title and 
introduction 

• Reading [sub-title]+ • Children targeted 
consumers 

• Parents give in to chn’s 
demands 

• Accumulate material wealth 

• Understand first 
paragraph,  • [Selecting a] TLS 

• Highlighting+ 
• Completing a VO 

main points, and 
conclusion 

• Chn need parental love, 
time attention and care 

Focal Aspect: Understanding the main idea 
• Highlighting+ • How can teachers help 

children cope with death. 
• Remembering the titles and 

introduction 
• Reading the [title]+ 
• The reference 
• Summarising 

• Children need time, 
attentiveness, a listening 
ear, a hug, and an 
encouraging word from 
parents 

• Concentrate on main idea 
that writer wanted to 
present 

• Scanning 

• Using highlighted+ 
points to write a 
concluding sentence 

Focal Aspect: Remembering 
• Underlining key words 
• Numbering related 

points 

• Encourage chn to express 
feelings 

• Books, dramatic play time 
useful [for] help[ing] chn 
cope 

• Highlighting helped 
remember some key points 

• Highlighting+ 
• Reviewing 

• Child as consumer 
• People can’t change the 

materialistic culture but can 
[change] the[ir] attitude 

• Easily understand the 
article 

• Parents gave children time 
and attention daily • Think carefully 

[about]…words used • Chn’s happiness does not 
depend on  access to 
material wealth 

• On-going process to help chn 
understand death 

+reported elsewhere by participant 
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Table 4 
Kay’s Questionnaire Items Related to TLS 

 

PRE-INTERVENTION POST-INTERVENTION 
1. What do you know about 

top-level structures and top-
level structuring? 

                                                 
4 This confusion about the noun and verb forms of the term is a likely result of Kay’s non-English speaking background. During interviews and meetings, the 
noun form was used almost exclusively. 
5 Kay responded earlier that she would not use TLS for writing assignments. Her lack of response to this item is an indication that she does not differentiate 
between the use of TLS and of VOs. 

1. I don’t know. However, I reckon 
these might be some well / 
manageable structures / strategies to 
understand an article. 

1. What do you know about top-level 
structures and top-level structuring 
(TLS)? 

1. Sorry, I’m confused now. I know what top-level 
structures [are] but I’m not sure [about] top-level 
structuring4 

2. In what way(s) and when have you 
come to learn about TLS? 

2. I [approached TLS] in this research 

3. In what ways (if any) is TLS useful 
for undertaking readings? 

3. Helps me concentrate on key points of the article, 
to understand deeply what I’m reading, and to 
think critically 

4. In what ways (if any) is TLS useful 
for undertaking assignments? 

4. Helps gather points to include   I won’t use [TLS] 
for assignments because it takes more time to tidy 
up my work 

5. In what ways (if any) are visual 
organisers useful for undertaking 
readings? 

5. Easy for grouping points I read… When I finish 
the reading, I can recognise the key points 

6. In what ways (if any) are visual 
organisers useful for undertaking 
assignments? 

6. No response5 

 



 

Problem/Solution 

Problem/Solution requires you to identify a problem and consider more than one solution and possible results.  
 
Who: The children and their parents. 

 

 

Problem 

 

What 
What the children really want from their parents. 
 
 
Why 
The materialistic world neglected what the child really need. 
 
 

↓ 
 
 
Solution 

                Attempted 
                 Solutions 
1. Parents should spend 

more time, and attention 
on their child rather than 
the material wealth 

 
2. What chn need 

desperately need is a 
moral purpose 

 
 
3. Children should [be] 

given time to interact 
with nature. 

 

                Results 
 

Do not have the feeling 
of loneliness / being 
unwanted. 
 
 
Help them to find the 
sense of purpose 
 
 
 
Children learn how to 
measure others’ worth 
by what they own 

 

↓ 
End results 
 
All the children want and need is time, and attentiveness. a listening ear, a 
hug, and an encouraging word. 

  

 

Figure 13. Kay’s visual organiser completed with her post-intervention task. 
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Table 3 is a compilation of Kay’s responses on the pre- and post-

intervention tasks and questionnaires. Her strategies for understanding a text are 

shown in Row 1. Before the intervention, Kay reported that she read selected 

parts of the text, highlighted and underlined key words, and that looking at the 

title and introduction helped her. After the intervention, Kay reported that she 

read the title and highlighted, but now she added selecting a top-level strategy 

and using a visual organiser to gain general understanding. These reports are 

supported by highlighting on text page and the VO she completed. She stated that 

the additional strategies helped her understand, sequentially, the opening, the 

middle, and the conclusion of a text. While two of Kay’s pre-intervention 

strategies were still in use and marked with a cross (+), two new strategies linked 

to TLS instruction had been added to her repertoire and had helped her general 

understanding. 

 

Kay’s strategies for understanding the main idea are shown in Row 2. 

Before the intervention, she had reported that she highlighted and scanned text 

but when stating how her strategies helped she reported remembering the titles 

and introduction, which was one of her strategies for general understanding. 

After the intervention, Kay reported her strategies to understand the main idea 

were to read the title and highlight, as reported pre-intervention. But now, she 

also listed reference and summarising, and she formulated such a summary in the 

end results box of her VO (see Figure 13), discussed below. Similarly, Kay had 

continued to use two pre-intervention strategies for understanding the main idea 

and had adopted two new ones. Notably, she stated that these strategies helped 

her “concentrate on the main idea that the writer wanted to present”, an 

indication that she now is thinking about text as a message from writer to reader 

(Ruddell & Unrau, 2004).  

 

Kay’s strategies for remembering are shown in Row 3. Pre-intervention, 

these were underlining key words and numbering points. In reporting how her 

strategies helped, however, she referred to highlighting, a strategy reported for 

general understanding and understanding the main idea. After the intervention, 

Kay’s study strategies were highlighting and reviewing and these helped her 

“easily understand the article”. It is not evident from her report how Kay’s 
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strategies helped her remember outcomes, which is indicative of the difficulties 

inherent in trying to find coherence among various data sources.  Kay reported a 

combination of old and new strategies. 

 

Kay’s pre- and post-intervention outcomes from processing the text are 

presented in Columns 2 and 5. Her responses for the three focal aspects are both 

accurate and thorough. They do not differ qualitatively in length or content 

relative to the corresponding texts. 

 

Kay circled the word “materialistic” on her text but made no descriptive 

reference to this as one of her strategies for any focal point, so the purpose of this 

mark is not explained. However, she used the word in her the problem box of 

her visual organiser (Figure 13) as discussed below. 

 

Kay’s responses to pre- and post-intervention questions about TLS are 

presented in Table 4. Pre-intervention, Kay knew nothing about TLS, but 

ventured it had something to do with “strategies to understand an article”. Post-

intervention, she knew what “top-level structures” were, but was confused by 

“top-level structuring” and had learned about TLS in this research project. Kay 

stated that TLS was useful for undertaking readings in that it “help[ed] her 

concentrate on key points…understand deeply…think critically”, and for writing 

assignments TLS helped “gather points” for inclusion but that she would not use 

it because it was time-consuming. Visual organisers were useful for undertaking 

readings because they made it easy to group and recognise key points and made 

no response about their usefulness in writing assignments. These responses 

indicate that Kay learned how to use TLS in academic work and found TLS and 

visual organisers most helpful in reading work. She answered questions in the 

first person, indicating that responses related to her own experience. 

 

Kay’s visual organiser, completed during the post-intervention task, is 

presented in Figure 13. She selected a problem/solution visual organiser, as 

reported for general understanding (Table 3, Row 1, post-intervention strategies). 

At the top of the VO, she stated who the actors were, and in the problem box 

defined the issue in terms of what and why. In the solution box she numbered 
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the attempted solutions and stated the result for each. In the end results box at 

the bottom of the VO she wrote a concluding sentence and reported this action. 

This conclusion formed the basis for Kay’s outcome from processing the text.  

 

Kay’s performance on the post-intervention task indicated qualitative 

differences in her report and use of strategies after TLS instruction and 

awareness of the use of these. She now reported specifically the strategies used 

for general understanding, understanding the main idea, and remembering 

content from text. She again produced outcomes from processing the text. In 

contrast to her performance in the pre-intervention task, she was now able to 

report how various strategies helped in each focal aspect of the task. Her 

responses to questionnaire items about TLS demonstrated Kay’s knowledge 

about top-level structure strategy and its uses to her in achieving understanding 

of text. She described her metacognitive understanding of TLS to support reading 

work. Kay’s reports demonstrate that she now had the ‘knowing what’ and the 

‘knowing how’. She could speak with conviction about the benefits of top-level 

structuring generally and there was evidence that she used TLS personally, albeit 

in limited applications.  

 

Six months after data collection was concluded, Kay was asked via 

electronic mail to comment on findings relating to her, to describe any changes 

she made regarding TLS, and to predict future exploration of TLS. The full text 

of her e-mail is attached as Appendix N 2. She confirmed the findings by 

writing: 

 

I read the results of material that you sent. I found that it was so 
interesting. I do not have any further thoughts on my account of 
my case. You got what I mean exactly. Thank you very much to 
figure out on what I said. (Kay, personal communication, March 
4, 2006) 
 

Kay reported that she had made some changes since last year and was now using 

TLS to prepare assignments. 

 

I also found that TLS and metacognition are advantageous for my 
assignments too (That’s not what I thought at the beginning to 
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use TLS). I discovered the usefulness as I struggle my 
assignments at the end of last year. The reason is because it helps 
me to start my assignments in an organize[d] way. Basically, 
what I have done was used the clustering organiser to record 
information relevant to the topic of my assignments…(Kay, 
personal communication, March 4, 2006) 
 

 

As to predictions of future applications, Kay wrote: 

 

… as an early childhood teacher…I will use [a VO] to write 
[narrative assessments of children’s learning] … to think 
critically … to do my planning. TLS and metacognition will help 
me to see the whole picture …I will use it not only for my study 
but also … to make decisions in my daily life. I believe that it 
plays an important guideline. It will cultivate me as a mature 
teacher and being a deep-thinker!! (Kay, personal 
communication, March 4, 2006) 
 

 

 



 

Table 5 

Laura's Pre- and Post-intervention Tasks and Questionnaires Responses  

PRE-INTERVENTION POST-INTERVENTION 
Strategies Outcomes from  

Processing the Text 
Reports of  Processing Strategies Outcomes from  Reports of Processing 

(How strategies helped)  Processing the Text (How strategies helped) 

Focal Aspect: General Understanding 
• Reading the first 

sentence 
• Making summary 

notes 

• Adults should express emotions 
on death, encourage chn to 
express their[s]. Use clear, 
concise language, provide safe 
place for learning about death & 
grieving 

• Writing summary 
statements after reading 

• Underlining+ • Kids don’t need more stuff 
• Highlighting+ • Kids need love, attention, time & 

opportunities to give, moral 
purpose, time / space to explore 
& let their imagination flourish. 

• Bracketing 

• [Looking for] 
recurrent ideas 

• Drew my attention to 
ideas 

Focal Aspect: Understanding the Main Idea 
• Highlighting+ 
• Summarising 

• Prepare to deal with death & 
grieving through appropriate 
emotional expression, resources, 
clear language, books 

• Highlighting / 
underlining key words 

• Highlighting+ • Fighting consumerism, getting to 
what really matters 

• Gained overall 
understanding which 
led to main idea 

Focal Aspect: Remembering 
• Underlining / 

highlighting+ key 
words 

• Writing notes 
• Identifying key 

words+ in [her] 
summary 

• [Working in] silence 

• Guidelines 
•  Important for adults to feel 

comfortable talking about death 
• Can then express feelings & 

model grief to children 
• Should allow chn to express 

feelings 
• Must be done sensitively and 

appropriately 
• Help chn understand, express 

emotion: reframe child’s words 
• Provide space, time & resources 

for therapeutic play and 
appropriate books on death 

• Clear language avoids confusion 

• Used key words • Recall of particular 
word that triggers the 
rest of the idea 

• Media targets chn as consumers 
& parents feel they must satisfy 
chn’s whims. 

•  Consumerist society 
• No higher moral purpose 
• Parents should show that people 

are worth more than what they 
own 

• Material things not beneficial  
• Family life important 
• Experiences with nature 
• Moral purpose needed 

• Helped things ‘stick’ 
in my memory  

+reported elsewhere by participant 
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PRE-INTERVENTION POST-INTERVENTION 
1. What do you know about top-level 

structures and top-level 
structuring?  Continue on the back 
if you need more space. 

1. Nothing—I’m guessing it’s something 
to do with the top strategies used for 
memory recall??? 

1. What do you know about top-level 
structures and top-level structuring?   

 

Table 6  

Laura’s Questionnaire Items Related to TLS 

 

 

 

 

1. The organisation of writing. (can also 
be speech) into a structure; either 
description, cause-effect, problem / 
solution, compare / contrast 

2. In what way(s) and when have you 
come to learn about TLS? 

2. Through this research 

3. In what ways (if any) is TLS useful for 
undertaking readings? 

3. Understand what the author is trying 
to say, understand where to find 
information. 

4. In what ways (if any) is TLS useful for 
undertaking assignments? 

4. Structuring assignment layout. 

5. Structuring the authors thinking 
behind a reading…allows us to 
understand his / her thinking. 

5. In what ways (if any) are visual 
organisers useful for undertaking 
readings? 

6. In what ways (if any) are visual 
organisers useful for undertaking 
assignments? 

6. Structuring how to write the essay—
order our thoughts. 

 



 

Laura’s strategies for general understanding of a text are detailed in Row 1 

of Table 5. Before the intervention, Laura reported that she read the first 

sentence, made summary notes, looked for recurrent ideas, and that summarizing 

helped her understand. After the intervention, Laura reported that she underlined, 

highlighted, and bracketed. The first two of these are marked with a cross (+) 

having been previously reported for other focal aspects. One new strategy, 

bracketing, was closely linked to underlining and highlighting because it was 

used “when it would take too long to underline”. This strategy appears in her 

text. Laura stated that these strategies helped draw her attention to ideas.  

 

Laura’s strategies for understanding the main idea are shown in Row 2. 

Before the intervention, she reported that she highlighted and summarised and 

that these strategies helped in that she had highlighted/underlined key words. Her 

outcomes from processing the text are a compilation of the summary notes and 

highlighting that appear at the bottom of her pre-intervention text page. After the 

intervention, Laura again reported that she used highlighting to understand the 

main idea and this is evident on the text page where she did so with two 

sentences. She reported that this strategy helped her gain an overall 

understanding which led to the main idea. 

 

Laura’s strategies for remembering are shown in Row 3. Her pre-

intervention strategies were underlining/highlighting key words, writing notes, 

identifying key words in [her] summary, and working in silence. In reporting 

how her strategies helped, she stated that she used key words. Her outcomes 

from processing the text are composed from her summary notes at the bottom of 

the text page, for example: “guidelines”, “adult[s] feel com[fortable] about 

talking about death”, “clear language”. After the intervention, Laura’s study 

strategy for remembering was recalling a particular word that triggered the rest of 

the idea, and this helped things ‘stick’ in [her] memory. It is not clear in her 

outcomes from processing the text how this strategy was used. 

 

Laura’s pre- and post-intervention outcomes from processing the text are 

presented in Columns 2 and 5. Her responses for the three focal aspects are both 
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accurate and thorough. They do not differ qualitatively in length or content 

relative to the corresponding texts. 

 

Laura too made additional unexplained marks on her text. She circled the 

word “enslavement”, perhaps as a ‘trigger’ word. She also wrote a small number 

‘1’ above a phrase in anticipation of a list of author recommendations. She did 

not refer to these marks in her task. 

 

 Laura’s responses to pre- and post-intervention questions about TLS are 

presented in Table 6. Pre-intervention, she knew nothing about TLS, but guessed 

it had “something do with strategies for memory recall”. Post-intervention, she 

made no reference to her own top-level structuring but provided a clear and 

specific definition of the term, stating that “top-level structuring is the 

organisation of writing (can also be speech) into a structure; either description, 

cause/effect, problem/solution, compare/contrast”. She confirmed that she had 

learned about TLS in this research. Regarding the usefulness of the TLS strategy 

for reading, Laura’s response, like Kay’s, makes reference to the writer-reader 

relationship. She felt that it helped “understand what the author is trying to say, 

understand where to find information”. In relation to writing assignments, it 

helped in “structuring [the] assignment layout”. Visual organisers were useful for 

undertaking readings by “structuring the author’s thinking behind a reading… 

allows us to understand his/her thinking”, and for undertaking assignments in 

“structuring how to write the essay—order our thoughts”. It is perhaps significant 

to note that, in contrast to both Kay and Priscilla whose responses refer to 

themselves as individuals, Laura used collective pronouns, “us” and “our”, in her 

responses. 

 

There is a quantitative difference between Laura’s reports of study 

strategies for all focal aspects between the pre-intervention task and the post-

intervention task. Pre-intervention, she reported eight different strategies for all 

three focal aspects. Post-intervention, she reported four different strategies 

overall. Aside from this quantitative difference, her task performances pre- and 

post-intervention were comparable. The qualitative difference in Laura’s 

performance is evident in her responses to the questions about TLS, which were 
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clear and specific and indicated that she had learned what TLS was and how it 

was useful for reading and for writing assignments. Laura had the “knowing 

what” and responded as if she had the “knowing how” but had not applied it in 

the post-intervention task, leaving some doubt as to the extent to which Laura 

considered TLS to apply to herself. 

 

Six months after data collection was concluded, Laura was asked via 

electronic mail to comment on findings relating to her, to describe any changes 

she made regarding TLS, and to predict future exploration of TLS. The full text 

of her e-mail is attached as Appendix N 3. She confirmed the findings by 

writing: “It was interesting what you had written … I think that you did a good 

job of analysing what was said.”  (Laura, personal communication, March 9, 

2006) 

 

Laura reported that she had not thought much about TLS instruction since 

last year. Her comments confirmed findings that she had declarative knowledge 

about TLS, but either did not have or did not use procedural knowledge about it. 

She said: 

 

… I think that the metacognition - knowing what I know – i[s] 
having an effect on my studies so far this year. I'm aware that this 
is a full-on year and mentally prepared for things to be this way. 
It should be interesting and I know I must keep focused. (Laura, 
personal communication, March 9, 2006) 
 

She made no predictions of future applications but reiterated the impact that TLS 

instruction had had on her as a learner. She wrote: 

 

Again the metacognition has made me more aware of what I do 
and do not know. I read assignment questions more in depth and 
actually consciously remind myself sometimes to focus on what 
people are saying to find out what is required. (Laura, personal 
communication, March 9, 2006) 
 

 



 

Table 7 
 Nancy's Pre- and Post-intervention Tasks and Questionnaires Responses 

PRE-INTERVENTION POST-INTERVENTION 
Strategies Outcomes From  

Processing the Text 
Reports of Processing 

(How strategies helped) 
Strategies Outcomes From  Reports of Processing 

(How strategies helped) Processing the Text  

Focal Aspect: General Understanding 
• Highlighting+
• Reading 

slowly 
 

• Death should be discussed openly, 
honestly with chn. 

• No response • Highlighting+ interesting, 
important parts & what 
she agreed with 

• Linking to own life+ 
• Linking to [course topic] 

• OK for chn to play to understand death
• Check chn’s books before 

displaying/reading them  
• Highlighting+ portions to 

review and the ‘sum up’ 

• More important to spend time 
with chn than spend money on 
them 

 

• Remembered TV ad 
about spending time with 
chn 

Focal Aspect: Understanding the Main Idea 
• Re-reading 

highlighted+ 
sections 

• Death should be talked about. Can’t be 
ignored Discussing topic openly is 
beneficial for chn. 

• No response • Linking to her family and 
herself+ 

• Visualising+ 

• Spread the word—don’t give chn 
everything 

• No response 

Focal Aspect: Remembering 
• Associating 

content with 
real life 
experiences+ 

• Use correct language 
• Chn understand through play, books 
• Books need correct language, be 

respectful, end with hope 
• Chn’s 1st experience of death may / 

will last 
• Discuss openly 
• Show chn it’s OK to be sad 
• Tell chn sadness may last long time 
• Teachers who have had experience 

talking / learning about death benefit 
from this experience. 

• Chn should be shown / told cultural 
customs surrounding death: funerals 

• Visualised the highlighted 
words+ 

• Thought about her own    
    experiences+ 

• Highlighting+ 
• Linking to own life+ 
• Linking to TV ad+ 

• Children need time not money 
• Mother Theresa comments 
• Children don’t want inheritance 
• Poorest countries have ‘happier’ 

chn, play with sticks, stones, cans 
• Author grew up in poverty but 

does not advocate it 
• Family meals are important 
• Not possible due to commuting  
•  Parents use these as excuses 
• Author’s family helps in soup 

kitchen, visit old people 
• Chn now teachers. 

• The links brought back 
what I’d read 

+reported elsewhere by participant 
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    PRE-INTERVENTION                                           POST-INTERVENTION 
1. What do you know about top-level 

structures and top-level structuring?  
Continue on the back if you need 
more space. 

1.   No response 1. What do you know about top-level 
structures and top-level structuring (TLS)? 

1. Thinking about what you’re reading & 
thinking about what you know. 

2. In what way(s) and when have you come 
to learn about TLS? 

2. In your research only. 
 

3. In what ways (if any) is TLS useful for 
undertaking readings? 

3. Makes you think about the overall picture 
before you start. 

 
4. In what ways (if any) is TLS useful for 

undertaking assignments? 
4. Taking what you need to complete an 

assignment. 
5. In what ways (if any) are visual organisers 

useful for undertaking readings? 
5. Categorising-linking-similarities-

differences. 
 
6. Heading for essay paragraphs. (I use these 

sometimes when I start to write my essay 
to get the right bits together)  

 

6. In what ways (if any) are visual organisers 
useful for undertaking assignments? 

Nancy's Responses to Questionnaire Items Related to TLS 

Table 8 

 



 

Nancy’s strategies for general understanding of a text are detailed in Row 1 

of Table 7. Before the intervention, she reported that she highlighted and read 

slowly. She did not say how these strategies helped her. 

 

After the intervention, Nancy reported that she highlighted, and linked what 

she had done to her own life experience and to the course topic. The first two are 

marked (+), having been previously reported for general understanding, while 

understanding the main idea linking to the course topic, was new in this report. 

When asked how strategies helped, Nancy stated that she remembered a related 

TV ad6. 

 

Nancy’s strategies for understanding the main idea are shown in Row 2. 

Before the intervention, she re-read highlighted sections to get the gist of her 

text. She did not state how doing so helped her.  

 

After the intervention, Nancy reported that to understand the main idea she 

made links to her family and herself and used visualisation. These are marked 

(+), having been reported pre-intervention as strategies for remembering. Post-

intervention, Nancy made links to her own life as a strategy for all focal aspects. 

She did not report how this strategy helped her understand the main idea.  

 

Nancy’s strategies for remembering are shown in Row 3. Her pre-

intervention strategy was to associate text content with real life experiences. In 

reporting how her strategies helped, she stated that she used visualization and 

thought about her own experiences.  

 

After the intervention, Nancy’s study strategies for remembering were 

highlighting, linking to her own life, and linking to a TV ad. She stated that the 

links reminded her of content.  

 

Nancy’s pre- and post-intervention outcomes from processing the text are 

presented in Columns 2 and 5. In pre- and post-intervention tasks, Nancy’s 
                                                 
6 New Zealand TV public service announcement, circa 2004, urging parents to spend time with 
their children. 
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general understanding of text is both clear and accurate. Her summaries of the 

main ideas do not state appropriately the central text messages. Her pre-

intervention outcome, “Death should be talked about…can’t be ignored. 

Discussing topic openly is beneficial for children”, does not include key elements 

that discussion should take place when a child experiences death of a significant 

person. Likewise, Nancy’s post-intervention outcome, “Spread the word—don’t 

give children everything”, does not clearly represent the main idea that children 

need emotional sustenance rather than material goods from parents. Her recall 

of details is comprehensive and accurate in both pre- and post-intervention tasks. 

 

Nancy’s pre-intervention task performance was qualitatively similar to her 

post-intervention task performance. She reported similar strategies for all focal 

aspects before and after the intervention. Her outcomes from processing two 

different texts are comparable. When asked how her strategies helped her, Nancy 

either did not respond or provided similar answers on both tasks.  

 

Nancy’s responses to pre- and post-intervention questions about TLS are 

presented in Table 8. Pre-intervention, Nancy knew nothing about TLS. Post-

intervention, she did not define the term, but stated that TLS was “thinking about 

what you’re reading and thinking about what you know”. She had learned about 

TLS only through this research. Nancy stated that TLS was useful for reading in 

that it “ma[de] you think about the overall picture before you start” and for 

writing in “taking what you need to complete an assignment”. Visual organisers 

were useful for undertaking readings by “categorising-linking-similarities-

differences” and for undertaking assignments in providing “headings for essay 

paragraphs”. She also reported here that she “sometimes used these when starting 

an essay to get the right bits together”.  

 

Nancy’s responses to questionnaire items are inconclusive for determining 

what she had learned in the intervention. For example, her post-intervention 

report about TLS: “Thinking about what you’re reading and what you know”, is 

more descriptive of her reported strategies of linking text content with prior 

experiences than it is as a description of top-level structure. By contrast, her 

response to Question 3, “[TLS] makes you think about the overall picture before 
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you start [reading]” indicated that Nancy had learnt how TLS was useful for 

undertaking readings. Likewise, her response to Question 5, “categorizing-

linking-similarities-differences” indicated that Nancy had learnt some TLS 

vocabulary and had an idea of how VOs could be useful. Her response to 

Question 6 that she used headings from VOs in essay writing indicated that she 

had adopted what she understood to be an aspect of TLS. 

 

Nancy’s performances pre- and post-intervention were qualitatively 

unchanged. She did not apply TLS in the post-intervention task and she provided 

minimal information about her knowledge of TLS use. Nancy had some of the 

‘knowing what’ but not the ‘knowing how’. Nancy, too, could now speak of the 

benefits of top-level structuring in general terms, but she decided not to use TLS 

personally.  

 

Six months after data collection was concluded, Nancy was asked via 

electronic mail to comment on findings relating to her, to describe any changes 

she made regarding TLS, and to predict future exploration of TLS. The full text 

of her e-mail is attached as Appendix N 4. She confirmed the findings by 

writing: “Yes, I read the results and agreed with your comments.  I think I told 

myself I'm too pushed for time and didn't open myself to invite changes in my 

study style” (personal communication, February 27, 2006). 

 

Nancy reported that she had not thought much about TLS instruction since 

last year but that she now thought differently about herself. She wrote: “I feel I've 

had a change in my opinion of myself and my ability since last year through 

conversations with family, old school friends and yourself” (personal 

communication, February 27, 2006). 

 

Her answer to the question regarding predictions of future applications 

confirmed research findings about Nancy. She had gained declarative knowledge 

about TLS but had not been moved to apply procedural knowledge about TLS to 

academic work. However, her perception of herself as a learner had been 

positively affected. She wrote: 
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The research has introduced me to top level structuring but I 
don't see myself using it in the near future.  My personal situation 
has not eased up as far as time to study goes so I cannot see 
myself taking the time to change and use this structuring.  
Unfortunately I am 'passing' on the way I'm studying so don't see 
a need to change what I'm doing when I don't feel I have the time 
available to start again on my study habits. 
The impact of the research on me personally has been beneficial 
as I mentioned [above] as I now believe a little more in my 
ability. (personal communication, February 27, 2006) 
 

 



 

Table 9 
Priscilla's Pre- and Post-intervention Tasks and Questionnaire Responses 

PRE-INTERVENTION POST-INTERVENTION 
Strategies 

 
Outcomes From  

Processing the Text 
Reports of Processing Strategies Outcomes From 

Processing the Text 
Reports of Processing 

(How strategies helped) (How strategies helped) 

General Understanding 
• Drawing mind 

maps+ 
• Re-reading+ 
• Underlining+ 
• Making brief 

notes by 
underlined 
points 

• It gives practical 
solutions for coping with 
death 

• No response • Selecting TLS 
strategy+ 

• Putting it into order of 
events+ 

• Love is most important for chn 
• Not materialised possessions. 

• Using problem / solution 
TLS+ 

 • Should role-model purpose 
• Spending time together more 

beneficial to chn than material 
items 

• Material possessions can restrict 
chn’s creativity & thinking skills 

• Interacting with nature blossoms 
chn’s creativity. 

Understanding the Main Idea 
• [Stated main 

idea but no 
strategies] 

• Helping chn express 
      feelings in positive, open 

way 

• Mind mapping+ • Underlining+ 
• Highlighting+ 
• Colour coding 

• Loving chn, teaching them to 
love and spend time with others 
rather than giving material 
goods. 

• Using compare / contrast 
organiser+, separated out 
main ideas, compressed 
them, making it easier to 
understand the main idea 

Remembering 
• Writing down 

key points in 
multiple 
places+ 

• Books, dramatic play help 
chn's emotions cope with 
death 

• Writing information down in many 
ways+ 

• Re-reading+ it 

• Re-reading+ 
• Underlining+ 
• Highlighting+ 

• Contrast chn of the past / present 
• [List of comparisons] 

• Identifying main idea 
made it easier to read 
and understand 

• Using concrete language 
• Be open when discussing 

topic so chn feel they can 
express feelings 

• [Doing] a problem / 
solution and 
compare / contrast 
structure [VOs]+ 

• Reviewing 
mind map+ 

+reported elsewhere by participant 
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Table 10 
Priscilla’s Responses to Questionnaire Items Related to TLS 

 
 

PRE-INTERVENTION                                      POST-INTERVENTION 
1. What do you know about top-

level structures and top-level 
structuring? 

1. Nothing, sorry. 1. What do you know about top-level 
structures and top-level structuring 
(TLS)? 

1. A different way of using and applying 
reading for meaning and getting the main 
points of view out of a reading and into 
an assignment / test. 

2. In what way(s) and when have you 
come to learn about TLS? 

2. I have used TLS organisers in all 
assignment work last semester to get a 
clearer sense and knowledge of readings 
for assignments 
[Through this] research 

3. In what ways (if any) is TLS useful for 
undertaking readings? 

3. It breaks down important key points to 
the reading 
Places them into categories, comparing / 
contrasting points of views and problem 
/ solutions, for example, it explains what, 
why, problem and gives solutions  
Helpful…to understand [readings] 

4. In what ways (if any) is TLS useful for 
undertaking assignments? 

4. It gives me a deeper understanding of 
what is required for the assignment, e.g., 
contrasting points of views, ordering 
events for essays 

5. In what ways (if any) are visual 
organisers useful for undertaking 
readings? 

5. Give clearer picture of what is meant by 
the reading and reasons for this 

 
6. In what ways (if any) are visual 

organisers useful for undertaking 
assignments? 

6. To analyse important parts [of readings] 
to be placed in assignment 
Helps make things clearer 
I understand better  

 



 
 

Problem/Solution Problem/Solution requires you to identify a problem and consider more than one solution 
and possible results.  

Who: Children in the developed world 

Problem  
 
Chn having far 
more than they 
need. 

What  Children are being starved for things that really count in life e.g. 
pampered,  
            spoiled, unhappy chn. 
Why   Chn are being given too much material items and not enough love from  
            caregivers and also not taught that for [example] spending time with 
people  
            is  far more valuable than material possessions 

↓ 
Solution 
 
Changing 
society’s attitudes 
of how we need to 
teach chn 
importance of 
spending time with 
people rather than 
valuing material 
possessions 

        Attempted Solutions 
 
Chn should be given time to interact 
with nature through unstructured 
play in woods or parks—no material 
possessions 
 
Teach chn by helping them to find a 
purpose positively for these reasons 
by helping them and guiding them 
into helping at a soup kitchen, 
spending time with an elderly person, 
etc. 

                    Results 
 
This will result in chn’s imaginations to 
blossom and get their creativity skills 
going to help them learn and interact 
all day long. 
 
As adults now they will become a better 
and ‘whole’ person as they will feel the 
obligation to help others and spend 
quality time with other people. 
 

↓ 
End results  
The love we give to our children will remain with them for life not the things we give chn. Spending 
time with others is more important than giving material items to chn. Mother Theresa said: Worst 
disease today is not tuberculosis or leprosy…it is the poverty born of a lack of love. 

 

Figure 14. Priscilla’s problem/solution visual organiser completed for post-
intervention task. 

 

Compare/Contrast 
This is a compare/contrast organiser. 

  Names: Attributes: 

Children in 
developed 
world 

Children are spoiled 
by an overabundance 
of food toys and 
clothing. 

Chn in developed world 
should not have to live in 
poverty 

The same as below except 
chn in developed world 
had to be guided further 
into doing this 

Poor chn are being 
denied the most basic 
necessities. 

They had to see a purpose 
for it. 

Children 
from the past 
years, e.g., 
30 years ago 

Ate only bare 
minimum e.g. 
cornmeal mush with 
molasses or bread 
spread with lard and 
sprinkled with salt. 

The happiness of a child 
does not depend on his 
or her access to 
material wealth 

Getting chn to spend time 
ŵ other people or do 
something for someone 
else is far more important 
then giving a possession.  

 
 

Figure 15. Priscilla’s compare/contrast visual organiser completed for post-
intervention task. 
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Priscilla’s strategies for understanding a text are shown in Row 1 of Table 

9. Before the intervention, she reported that she drew mind maps, re-read, 

underlined, and made brief notes. She did not report how her strategies helped 

her. After the intervention, Priscilla reported that she selected a TLS strategy and 

put content into an order of events. Priscilla’s two strategies, linked to TLS 

instruction, were new. She stated that these strategies helped her in using the 

problem/solution TLS.  

 

Priscilla’s strategies for understanding the main idea are shown in Row 2. 

Before the intervention, Priscilla had no response when asked about a strategy. 

When asked how her strategies helped, she reported mind mapping, which is 

marked (+) because it was previously reported as a strategy for general 

understanding. After the intervention, Priscilla reported her strategies to 

understand the main idea were to underline, highlight, and colour code, and 

highlighting is marked (+), having been reported pre-intervention as a strategy 

for general understanding. Priscilla stated that her strategies, which were linked 

to TLS instruction, helped in that she used a compare/contrast organiser, and that 

she separated main ideas and compressed them, and this made it easier to 

understand the main idea.  

 

Priscilla’s strategies for remembering are shown in Row 3. Her pre-

intervention strategies were writing down key points in multiple places and 

reviewing mind maps. In reporting how her strategies helped, she referred to re-

writing information, marked (+) and reported as a strategy in Column 1, and re-

reading, marked (+) and reported as a strategy for general understanding. After 

the intervention, Priscilla’s study strategies were re-reading and underlining, 

marked (+) and reported as pre-intervention strategies for general understanding, 

and highlighting and [doing] a problem/solution and compare/contrast structure 

[VOs]. Two of these post-intervention study strategies were new and one of them 

was linked to TLS instruction. 

 

Priscilla’s pre- and post-intervention outcomes from processing the text are 

presented in Columns 2 and 5. Her post-intervention general understanding was 

longer and more comprehensive than pre-intervention. Her post-intervention 
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identification of main idea was a more complete statement about the text than her 

pre-intervention summary which did not state the central text message 

appropriately. Her pre-intervention outcome, “Helping children express feelings 

in a positive, open way” was a general statement and did not include the context 

for expressing feelings, which the text indicated was when a death occurred.  

 

Priscilla’s recall of details was comprehensive and accurate for both pre- 

and post-intervention tasks. But after TLS instruction, Priscilla stated her recall 

as a comparison between children of the past and of today, reporting and using a 

TLS strategy. 

 

Priscilla’s responses to pre- and post-intervention questions about TLS are 

presented in Table 10. Pre-intervention, Priscilla did not know what TLS was but 

post-intervention she answered TLS-related questions at length, with several 

references to herself, to her adoption of TLS, and in reports about how TLS had 

helped her. She defined top-level structure strategy as “a different way of using 

and applying ‘reading for meaning’ and getting the main points of view out of a 

reading”. She had learnt about TLS in this research and “used [it] in all work. 

TLS was useful for reading because “it breaks down key points…places them 

into categories, comparing/contrasting points of views, problem/solutions…” and 

for writing assignments “it gives…an understanding of what is 

required…contrasting points of views, ordering events…”. She reported visual 

organisers were useful for undertaking readings and assignments. In these 

responses, Priscilla expressed her knowledge about and use of TLS. 

 

Priscilla completed two VOs for the post-intervention task as reported for 

general understanding (Table 9, Row 1, Columns 4 and 6). Priscilla’s 

problem/solution visual organiser is represented in Figure 14. At the top of the 

VO, she stated who the actors were, and in the problem box defined the issue in 

terms of what and why. In the solution box, she wrote the attempted solutions 

and stated results for each, and wrote concluding remarks in the end results box 

at the bottom of the VO. She reported this action in Table 9, Row 1, Column 6. 

The ideas stated on the VO formed the basis for Priscilla’s outcomes of general 

understanding.  
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Priscilla’s compare/contrast visual organiser is represented in Figure 15. 

Priscilla identified two categories of children, those of the present and those of 

the past, and put these into rows under the names column. For each row from left 

to right, she wrote details from text content into three attributes columns about 

food and possessions, relative wealth, and values. She reported the use of this 

VO in Table 9, Row 2, Column 6, and used this material as the basis for her 

outcomes for the main idea and for her outcomes for remembering. 

 

Priscilla’s performance on the post-intervention task and questionnaire 

indicated qualitative differences in her report and use of strategies after TLS 

instruction and her awareness of the use of these. After TLS instruction, she 

reported specifically the strategies used for general understanding, understanding 

the main idea, and remembering content from text. She again produced outcomes 

from processing the text, but, in contrast to her performance in the pre-

intervention task, was now able to report how varying strategies helped in each 

focal aspect of the task.  

 

Priscilla’s responses to questionnaire items about TLS demonstrated her 

knowledge about top-level structuring and its uses in achieving understandings of 

text. She described her metacognitive understanding of TLS to support her own 

academic work. She reported that she actively used it to clarify readings and 

assignments. Priscilla’s reports demonstrate that she now had the ‘knowing what’ 

and the ‘knowing how’. She had found benefits in top-level structuring in both 

general and personal terms. 

 

Six months after data collection was concluded, Priscilla was asked via 

electronic mail to comment on findings relating to her, to describe any changes 

she made regarding TLS, and to predict future exploration of TLS. The full text 

of her e-mail is attached as Appendix N 5. She confirmed the findings by 

writing: “The 'results' material looks very accurate to me.  It was very interesting 

to see how each of the students in your study carried out different ways of 

preparing for readings, tests, exams and assignments, etc.” (personal 

communication, March 5, 2006) 

 95



 
 

 

Priscilla’s report of continued use of TLS in her academic work is similar to 

Kay’s. However, whereas Kay responded to question 2 (further applications) that 

she now used TLS for preparing assignments, Priscilla identified further 

applications for working in centres. This is indicative of her optimized adaptation 

of the strategy and is evidence of transfer, her ability to use the acquired strategy 

in new applications. She wrote:  

 

No, I have not made any changes in the way I approach my work.  
This year I have started and will continue to apply and use top-
level structuring and metacognition strategies for all course work 
as I found it very helpful to pull out main key ideas and group 
into logical order making readings etc much clearer to 
understand.  Further applications of top-level structures as a 
thought could be used in early childhood centres to help structure 
main key ideas for programme planning meetings, structuring 
ideas and data in order to write and carry out learning stories, 
etc.  (personal communication, March 5, 2006) 
 

Her answer to the question regarding predictions of future applications 

further confirmed research findings about Priscilla. She would continue to use 

declarative and procedural knowledge in her own work and for other applications. 

Perhaps most importantly, she was now teaching it to others. She had been 

transformed as a strategist. Her report is: 

 

In all of my work this year I will continue to use top-level 
structuring and metacognition … and as an early childhood 
student teacher out on teaching practice…[and] for our research 
assignments. 
  
This research has impacted hugely on both me as a teacher and a 
person.  I have found when I am reading anything now, for e.g., 
the evening paper, formal articles, formal writing, application 
forms… I automatically think back to what I have learnt with top-
level structuring and if I don’t understand something I break it 
down into main key ideas using lists, order and other types of top-
level structuring diagrams…to help me complete forms and 
understand and read for meaning.   
 
… when my younger brother started back at college I taught him 
and gave him information and ideas about how to set out and 
prepare his work, assignments, tests… for college using top-level 
structuring.  He had a particular English assignment where he 
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had to read a novel and write an essay about it on his own 
personal reflection.  I helped him group important key 
information in order using flow diagrams and lists from top-level 
structuring.  He was then able to write his essay from start to 
finish and he found it so much easier using the top-level 
structuring method…as it was clearer and structured in order so 
as he wrote he just referred back to his notes and assembled his 
essay into logical order.  Subsequently he handed it in to his 
teacher and received a very high mark for it and the teacher was 
very impressed how he set it out.  (personal communication, 
March 5, 2006) 

 

 

Chapter Summary 

 

In this chapter, research results were presented, which included: 

• a compilation of participants’ pre-intervention task performances; 

• participants’ reports of study strategies obtained after TLS instruction; 

• comparisons of pre- and post-intervention task performances for each 

participant; 

• visual organisers prepared with the post-intervention task by Kay and 

Priscilla;  

• participants’ pre- and post-intervention questionnaire responses regarding 

TLS; and 

• participants’ reflection about the effects of TLS instruction six months 

after the conclusion of research. 

 

In the next chapter these findings are discussed within the limitations of the 

study. Implications and recommendations are presented. 
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Chapter 5 Discussion 

 

 

 

 

This study was an investigation of the effects of top-level structure strategy 

(TLS) instruction on student teachers’ approach to academic work in a 

naturalistic setting. Four students participated as cases, each tracking her 

development and providing data in simultaneous reporting of behaviours used in 

simulated tasks involving the comprehension and memory of textual information 

and in response to reflections on work in academic tasks. Findings organized as 

responses to five questions that guided the research are discussed here. The 

questions are: 

 

1. What strategies did participants use to interpret text? 

2. How did participants use TLS instruction? 

3. What benefits accrued for understanding how awareness of 

text structure develops?  

4. In what ways did TLS instruction affect participants’ perceptions of 

Year 2 academic experience?  

5. What are the implications from the study for early childhood 

teacher education and pedagogy? 

 

 

Comparison of Participants’ Strategies Prior to the Intervention and After It 

 

In all four cases, participants were already strategists before instruction 

about top-level structuring, the term Bartlett (2003) used to describe the strategy 

targeted in the instructional intervention used in this study. There were 

differences across the four, but prior to the intervention all identified one or 

more strategies for comprehending and remembering text. After instruction, Kay 

and Priscilla added top-level structuring (TLS) to their repertoires, and all had 

opinions about its personal suitability and appeal.  

 

 98 



 
 

The intervention changed what participants said about their strategic 

behaviour, and how they said it. Most noticeably, each listed her strategies for 

interpreting text differently from before. The quantitative feature of these 

changes is shown in Tables 3, 5, 7, and 9 of the previous chapter. At post-

intervention, Kay, Nancy, and Priscilla had extended their lists of strategies to 

help with forming general and main idea understandings and with memorising 

text content. Laura’s list was compressed in relation to pre-intervention; for the 

others it had widened. Instruction had affected the number of strategies reported. 

 

But, the qualitative nature of the description changed, too. Nancy dropped 

“reading slowly” from her list but generalised relational strategies (“linking”) 

throughout the comprehension and memory probes where previously she had 

indicated them only for memory tasks. It was not determined whether she 

continued to slow her speed when encountering difficult text or while processing 

it, but conceivably her new awareness of strategic behaviour included insight 

about what was happening during her processing time. Her processing was 

occupied by the cognitive engagement of linking text language with her stored 

memories of life experiences, television advertisements, and the like. This 

interpretation is strengthened by Nancy’s statement about the processing 

underpinning her comprehension. Where previously she gave no descriptive 

response, she now reported that she noticed and remembered a TV advertisement 

relevant to the text content. Her post-intervention account of strategic behaviour 

for general comprehension had shifted from the physical and mechanical (“read 

slowly”) and difficulties with describing them (No response) to procedural and 

describable reckonings.  

 

Kay’s data show a qualitative shift also. She moved from nominal 

descriptors at pre-intervention such as “highlighting” to descriptions of how she 

acted on the process behind the name, i.e., she used highlighted points to write a 

conclusion when arriving at the main idea of a text. This is much the same shift 

as Nancy indicated for comprehension (also with “highlighting”) and that Laura 

advised in relation to remembering text content (shifting from “Identifying key 

words in summary” to “Recall of [a] particular word that triggers the rest of the 

idea”). Priscilla’s post-intervention change to “Putting it into order of events” is 
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a similar procedural and descriptive extension of her pre-intervention account of 

strategies.  

 

Priscilla’s “ordering” comment is suggestive of TLS where list format is 

involved. Instruction had included modelling, discussion, and practice with four 

types of text structure with listing and its iterative nature as the dominant form. 

Recognition of this format and high probability is inherent in Priscilla’s 

“ordering”. Both Kay and Priscilla reported that they now used TLS, indicating a 

metacognitive shift relating to greater knowledge of both strategies in their 

repertoires and their strategic behaviour.  

 

In each of the four case studies, participants acquired new knowledge about 

text structure: what it was, how it worked, and what it could do for them. None 

had prior formal study of top-level structure in text or of how knowledge of the 

construct could be used strategically when dealing with connected discourse. 

Their cognitive apprenticeships (Collins, Brown, & Newman, 1989; Sternberg & 

Williams, 2002) built as they gained competence in TLS. With direct instruction, 

authentic practice, scaffolding, and encouragement, Kay, Laura, Nancy, and 

Priscilla moved from being unconsciously unskilled learners who used a range of 

study strategies with little or no metacognitive awareness, to being deliberate 

and reflective about their choices and use of strategies.  

 

This does not mean they had not used text structure knowledge in their 

reading and writing in various academic contexts. Their reports provide evidence 

that they had previously developed TLS-type methods for their study. But either 

they had not been conscious of these methods – a preliminary step in achieving 

efficient and effective status in strategic action (Flavell, 1977), or they did not 

have the language to verbalise them, another step frequently taken on the road to 

strategic efficiency (Bartlett, 1978, 2003). What occurred in each of the four 

cases as a result of the intervention was that participants became more 

purposeful in their strategic actions and able to make decisions about those 

actions. One participant, Priscilla, deliberately changed strategy use to prioritise 

selection of the target strategy after the instructional intervention about TLS. 

Laura reflected on what she perceived to be the relative merits of the new 
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strategy and her pre-existing strategies, indicating she had included it amongst 

her strategy options, albeit without any clear preference at this time. Kay used 

the strategy to carry out two academic tasks and decided TLS was useful in 

limited applications. Nancy decided otherwise, not using the strategy beyond her 

initial explorations during instruction but learnt to be critical in reflecting on her 

strategic behaviour.  

 

Laura and Nancy both transferred (Bransford & Schwartz, 1999; Haskell, 

2001) this new knowledge to real life situations beyond academic work in an 

exploratory phase, Laura in studying Bible verses, and Nancy in classifying 

commercial advertisements and children’s storybooks. Thereafter, Nancy 

reported no further attempts to adopt TLS. All spoke of strategies they used in 

learning course work as undergraduates. Kay, Laura, and Priscilla spoke of and 

used their new knowledge about being strategic in applications to the academic 

work of their second-year studies. Kay and Priscilla reported on likely future 

uses of TLS. They demonstrated a capacity to align the strategy targeted by the 

intervention with contexts of their typical days where they felt its application 

was appropriate and potentially productive. What evolved from study of their 

accounts is a theory of intentional alignment of an adopted strategy in authentic 

contexts. 

 
The intervention can be associated in each case in levels of capacity and 

willingness to talk about their learning post-instruction. In addition, the research 

“came to an end”, and this may have affected participants’ perceptions about 

TLS relevance to themselves as learners. Variations within or across individuals, 

and how their conclusions about the ways TLS applied to them personally have 

led me to consider the idiosyncratic nature in which each participant may come 

to see something strategic in an instruction about a target strategy. The 

framework for this theory is that learners may do so positively in: 

 

• general and personal terms, i.e., seeing merit in the strategy and 

deciding to use it (Priscilla); 

• general but not personal terms, i.e., seeing merit in the strategy but 

deciding not to use it or using it in limited ways (Nancy and Kay); 
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• personal but not general terms, i.e., linking it to strategic behaviour 

already established but not seeing the strategy as having merit in its 

own right (Laura); 

 

or negatively in: 

• general and personal terms, i.e., not seeing merit in the strategy 

and deciding not to use it (a possibility that did not occur in the 

present study). 

 

In teaching participants to TLS by helping them to discover the concept of 

top-level structure and how to use it, I uncovered something about the process of 

adopting new study strategies as related to existing study strategies. My 

predictions were that TLS would help students with all aspects of their academic 

work, and notably to understand reading tasks and to write assignments more 

easily and professionally. I predicted that TLS would help them to generate 

greater metacognitive awareness. These predictions were partially supported. I 

also developed some insights into the role of a tertiary instructor. My previous 

view of the role was that as a teacher, I should support and facilitate students’ 

learning in a way that was meaningful for them. I predicted the intervention 

would help me know more about their notions and perceptions of their 

metacognition; that it would uncover whether what we (lecturers) think we are 

doing matches what learners think we are doing. These predictions were 

supported in ways that accentuate the complexities of teaching and learning. 

 

With new knowledge of top-level structures, participants approached text 

with cognitive intent. They wanted to determine at the start whether the material 

to be read was a description, sequence, problem-solution, comparison, 

causation, or a listing (Meyer, Middlemiss, Theodorou, Brezinski, McDougall, 

& Bartlett, 2002) or list, comparison/contrast, problem/solution, cause/effect 

(Bartlett & Fletcher, 2002). This required intentional interaction with the text 

(Ruddell & Unrau, 2004) as they read the title and sub-headings searching for 

signal words (Meyer & Rice, 1984, 1989). Journal entries for all four participants 

indicate this:  
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• “I have scanned through the introduction of the reading. The 
word of ‘contrasting’ gave me an idea that I might use 
compare/contrast strategy” (Kay Journal: 2).  

 

• “I used TLS without even thinking about [it]! I’m studying the 
book of John in the Bible and thought that this was pretty 
exciting stuff!” [The words “if” and “because” are circled in 
the attached verse] (Laura Journal: 2). 

 
• “I thought it was going to be problem/solution by the title” 

(Nancy Journal: 1). 
 

• “This reading contains list/description. The list are as follows: 
*Rights and Responsibilities 
*The Rhetoric and the Reality 
*The Contribution of Parents…” 
[The nine items in the list correspond to the nine 
subheadings in the article] (Priscilla Journal: 1) 
 

Participants’ adoption of a strategy was bounded by the academic reading 

and writing context of their work at the College/University as others (Alvermann 

& Phelps, 2005; Ramsden, 1988) might have predicted, and by situations or 

events, readings, and assignments that were not easily classified into TLS types 

(see Rhoder, 2002). Variables related to personal circumstances and contextual 

features of each (see Figure 1) affected ways in which they adopted the strategy.  

 

Between meetings with me, participants worked independently testing 

applications to their academic tasks of the text structure strategy they were 

learning. In some instances, their efforts mitigated against an unconditional 

adoption of the new strategy, particularly in preparing assignments, and they 

reverted to prior strategies. Laura, for example, found that she could not 

reconcile the required content for an assignment with a particular top-level 

structure: 

 

I tried using the TLS structure model, trying to structure one of 
my assignments, it wasn’t really an essay but a report, and I 
found that it got too complicated. It would go off to cause and 
effect and then it would go back to description, and it didn’t 
work very well. But it was the first time I’d used it.…Yes, I 
started trying to plan it out and then I just sort of realised that it 
had so much that it would sort of diverge ... and also this 
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doesn’t actually represent everything that I had there, so it had 
little parts of it, it sort of got too much to write it all down in 
that sort of plan.…I just sort of went, just went for it. (Laura 
Interview 1:27-39) 
 

Because of the intervention, participants became aware of their use of 

study strategies in authentic applications such as gathering information for 

assignments and writing them. They were then able to make critical decisions 

about what to apply. This presented as a choice situation, i.e., whether to use a 

tried and true strategy or the new, but not yet fully adopted, TLS. Participants 

made deliberate choices about their learning and about their use of new 

strategies, exemplifying the self-directed action expected (Knowles, 1975) from 

adult learners. Kay, Laura, and Nancy generally decided to use pre-existing 

strategies in such situations.  

 

The nature of this cognitive apprenticeship along with participants’ 

growing consciousness of its academic purposes combined to motivate them as 

students. In each of the four cases, there is evidence of development in the 

acquisition of knowledge and confidence in use of a new strategy. All four 

progressed in stages of declarative knowledge of TLS. Kay and Priscilla also 

progressed in terms of procedural knowledge of TLS and prized what they saw 

as learning opportunities. Kay stated, “It just helped me to learn more. 

Because…I come from a culture that receives everything from the teacher, so 

anything provided for me, I think that’s useful” (Kay Interview 4:810-812). 

Priscilla stated her thoughts about TLS instruction in saying, “How really good 

it’s been for me and I think really it has improved the way I learn and the way I 

structure things” (Priscilla Interview 5:520-522). Both Nancy and Priscilla 

made final journal entries regarding personal gains from the research. Nancy 

closed by saying, “Thanks for the knowledge we have shared, hope you benefit 

in some way from this as I sure have” (Nancy Journal: 20). Priscilla wrote: 

 

In general, TLS has helped me hugely in writing up all my 
assignments and I would like to say thank you very much, Ali, 
for helping us use new strategies to help us with our 
assignments. I will continue to use these structures for the rest 
of my study. (Priscilla Journal: 20) 
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Three participants saw benefits that were authenticated by trialling various 

applications of TLS. When they found that TLS was helpful or effective, they 

were encouraged to use it again. Additionally, all four evaluated the costs for 

arriving at such benefits. For example, Laura and Priscilla indicated that they 

had found TLS helpful and successful when organizing assignments. Priscilla 

also compared her academic efforts using TLS to what she had previously done 

and found it beneficial, “Just using those TLS is very helpful actually. I found 

that it is a lot less time- consuming than what I was doing last year” (Priscilla, 

Focus Group 4:115-116). Similarly, Laura noted: 

 

For me, it’s sort of planning. Just being, gives me, like a bit of 
clarity, I’ll look at something and think, “Oh, that’s 
description”, so maybe I might not consciously be thinking 
about it when I’m actually writing it out but when I am planning 
to do that assignment it gives me a bit of direction. (Laura, 
Focus Group 5:126-130) 
 

They both adopted TLS quickly and effectively and said they would use it again, 

although it was Priscilla who followed through on that prediction.  

 

In contrast, Kay took longer to learn TLS. Initially, she reported that it was 

more time-consuming than strategies she used for completing readings prior to 

learning TLS: 

 

If I use TLS I need to write …. I need some time … more work 
but makes me understand more.…I feel I am sure what this 
article is about after using TLS.…When I read through I made 
lots of mistakes, because I want to fill it in this [visual 
organiser] and I realise that I was misunderstanding. I 
changed it a lot, change and change and then finally I 
understood what this article was saying.… I read it nearly 
three times until I finally understood what it was about. (Kay 
Interview 3:265-318) 
 

However with continued practice, Kay reported that identifying the top-level 

structure of text saved her time when reading. She stated, “When I have an idea 

of what a reading is about, and that may be the [problem/solution], when I know 

that is the TLS, I can do the readings quite quickly. That’s what I have found” 

(Kay, Focus Group 4:107-110). 
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In all four cases, participants achieved equally in speaking of their 

knowledge and evaluation of TLS. They had intentionally experienced its 

operation, albeit in an authentic (academic) setting, as Nancy said, “It gives you 

an overview of how correct articles are written, that there are different types 

(Nancy, Focus Group 6:45-46).” Participants differed in their usage of TLS 

during the research and after. 

 

One task for me as instructor was to determine each participant’s stage of 

adoption of the target strategy. To do this, I assessed their reports and 

documentations of TLS. Unlike the other three participants, Kay’s espousals 

were not strongly supported by her actions. Her assertions indicated that she was 

using TLS in reading tasks but not when writing. She expressed concerns about 

the time she had to invest and the fact that she “had to write more”. 

Notwithstanding such verbal reports, her journal provided evidence of only two 

instances of TLS. Interestingly, Kay’s report following the conclusion of the 

research showed promise of further exploration of TLS usage. 

 

Laura’s assertions indicated usage and relative usefulness in all aspects of 

work and applications outside the academic context. She accurately self-assessed 

and identified that “lots of [the readings] are description” (Focus Group 6: 41-

44). Her journal entries documented initial attempts to use the new strategy to 

plan assignments and to understand text and her pre-established use of a listing 

strategy. 

 

Nancy’s reports were consistent and indicative of her decision not to use 

TLS. She made regular entries in her journal, and these were evidence of her 

metacognitive development, including her reflective basis for continuing with an 

established strategy rather than replacing it with TLS.  

 

Priscilla’s assertions were that she had intentionally adopted TLS in all 

aspects of her academic work. There was substantial confirmation in her journal 

that she had done so. After the conclusion of the research, Priscilla’s report 

served as further confirmation of Priscilla’s transformation as a strategist. 
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The fact that all participants had declarative and procedural knowledge of 

TLS following the instructional intervention was established. This might signal 

an end to the cognitive apprenticeship. However, my engagement continued in 

search of two elements from the intervention: (1) the alignment between 

espoused and action theories of TLS in participants’ academic reading and 

writing tasks; and (2) the transfer of TLS to other contexts. 

 

As they spoke of TLS usage, I listened for evidence of whether TLS had 

been adopted beyond the simulated tasks in which participants had provided 

simultaneous reports. This required that I identify in their talk any indication that 

the student had gone as far as she could on her own in her authentic application 

of the strategy. Any such indication would suggest a cognitive plateau or gap 

beyond which a learner is unlikely to progress without further help.  

 

Participants’ engagement in the instructional intervention “place(d) them 

on a trajectory toward expertise” (Bransford & Schwartz, 1999, p. 68). For the 

instructor, this case study suggests that there is need to check a student’s 

espousals against evidence of action in using a strategy or in projecting its use as 

the student transacts declarative, procedural and conditional features (Farnham-

Diggory, 1994; Woolfolk, 1987) of the strategy. It calls for caution when gaps 

occur. Rather than withdrawing engagement when the student presents a gap, the 

instructor should consider how best to foster learners’ persistence. The teacher 

who is already at a stage of “expert” in the cognitive strategy acquisition model 

may be aware of potential that a student does not yet see in the new knowledge. 

The theory of intentional strategy adoption in an authentic context suggests a 

prediction of continuing expert development. To support this development the 

teacher would remain engaged until a student can demonstrate that the target 

strategy is being purposefully and effectively used through authentic usage. 

Where this was not the case, the teacher would scaffold further development to 

allow the student to redefine the gap as a temporary condition. 

 

Students’ reports of adopting a strategy should be received not as endpoints 

but as indicators or benchmarks in the continuum from novice to expert. The 
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educational need is for a teacher to challenge, scaffold, and encourage students’ 

continuing involvement with TLS including experimenting with new ways and 

new tasks. The challenge for the teacher/expert is to recognise and assess the 

stage of generalisation and transfer of learners and devise a heuristic suitable to 

and appropriate for the particular learner.  

 

I met with participants periodically, allowing them to set the pace for 

meetings, as permitted by their academic and external commitments. I asked 

how their work was going, and what uses, if any, they had found for TLS. 

Depending on their responses, I probed to uncover their applications in the 

authentic tasks they had as second-year students and in life beyond the college. 

Initially, I accepted their reports and the status of the knowledge bases they 

suggested as static outcomes of the intervention. Instead, I should have perceived 

both as moments in the dynamic terrain of learners becoming strategic, with 

appropriate follow-up when gaps were indicated. 

 

The various changes and effects following intervention refer tentative 

responses to the five questions listed at the beginning of the chapter. These are 

presented and discussed in the following section. 

 

 

What strategies did participants use to interpret text? 

 

Before the instructional intervention, participants engaged in ad hoc use of 

strategies. They were strategic learners, and had adapted study strategies for 

what was required to succeed in their academic context. They attended lectures 

with intent and purpose and had processes in place for completing assessment 

tasks. They made deliberate decisions about whether or not and how to 

undertake academic reading tasks. Laura did so as needed to meet requirements. 

Kay, Nancy, and Priscilla did so with the intent of completing all course 

readings, sifting out what they would need for preparing assignments. As such, 

this activity was strategic, albeit not conscious. This is consistent with other 

studies of adult readers (Meyer, Young, & Bartlett, 1989). Furthermore, this 

strategic reading would be expected of successful tertiary students and is 
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consistent with findings from studies of adults in tertiary study contexts, in 

particular, Meyer (1975), Bartlett (2003), and Meyer, et al. (2002).  

 

 

Kay. 

 

Kay was a focussed and conscientious student, both because of her prior 

school experiences and because of her developing abilities in what was her third 

language. Her aim was to complete studies in New Zealand. She relied on and 

valued lecturer exhortations for course content and learning, and did not find 

much value in class discussion or role-play. She believed learning involved oral 

transmission. 

 

If [role-playing] is only one or two times that’s ok, but every 
time we not really have much information from the lecturer and 
we just have some questions and we discuss and then we have 
the skit. I think that’s not the way that I can learn.…I mean is 
the notes from the lecture and even from the notes that are 
given that are on OHPs [overhead transparencies] and any 
information that come from the lecture, that are not on the 
OHPs but when I listen, I write down all the notes and the 
OHPs. I learn a lot. (Kay Interview 4:146-157) 
 

Kay completed required readings and highlighted and underlined what she 

identified as key ideas. She kept a list of relevant topics to use as required 

citations on assignments. She kept up to date on session topics and readings. She 

attended lectures, even if unwell, and took careful notes of what lecturers said. 

She “read” the lecturer’s body language to determine whether or not to engage in 

discussion after class: 

 

I attend every class, I write down all the notes from the teacher, 
all the OHPs from the teacher, I write down in colour pen. 
Everything that I hear from the lecturers, I write it down on my 
own pencil…. During the class I will concentrate on the teacher 
but when I have questions I will not ask the teacher, maybe I 
will ask a friend. I think that sometimes too, depending on the 
teacher, if the teacher has more time to talk, just see if the 
teacher has more time to talk, I will talk to her, but if I see if the 
teacher is quite rushed, I will leave my questions to my friends. 
(Kay Interview 2:111-120) 
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Kay used a listing strategy to prepare assignments, although she did not 

recognize it as such. She read the assignment description, identified what the 

headings should be, and then worked systematically to compose each section, 

using the required word count as a guide. She also accessed the Learning Centre7 

to assist her with preparing assignments. Her performance on the pre-

intervention task indicated that pre-existing strategies such as these were 

generalised across understanding, identifying the main idea, and recalling 

information. 

 

 

Laura. 

 

Laura had been a high-achieving student in high school. She had learnt 

study strategies that proved effective and graduated at the top of her class. She 

used a range of study strategies such as making summary notes that did not 

include TLS explicitly, but that worked effectively in identifying main ideas and 

remembering content. Laura was strategic in her academic life, perceiving 

lectures as a priority, but making subjective decisions about completing 

readings, as she described: 

 

Well, the lectures are pretty important, you go to them … and 
often you hear things in lectures that you are not necessarily 
going to pick up when you read things, so it’s good to [go]. The 
lectures are always the highest priority. The readings are sort 
of seen as, if they are written down in the kaupapa [course 
outline], it shows that it’s going to relate to the lectures, so I 
will read that cause it will relate to the lecture. When the 
lecturer advises us to read a reading because of an assignment 
then I see it as more important. If it’s not in the kaupapa and 
it’s not told as something that will help us during an assignment 
then often it will get overlooked or it will get skimmed and not 
really much more will happen to it but I guess you see lectures 
as things you have to go to whereas readings are a bit more 
optional. (Laura Interview 2:13-24) 

 

                                                 
7 Department of the college that provides study support to students. 
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Laura, like Kay, used a listing strategy to write assignments and recognized 

it as such after the instructional intervention. She had attended study skills 

courses offered by the Learning Centre, and consulted with her mother, an 

English teacher, on all assignments. Her reports and performance on the pre-

intervention task indicated deliberate use of study strategies and some indication 

of differentiated uses for purposes such as gaining general understanding, 

identifying the main idea, and remembering information.  

 

 

Nancy. 

 

Prior to the intervention, Nancy had used strategies in her studies in an ad 

hoc fashion. She reported that she had not thought about what she did or how she 

did it, but nevertheless had achieved success in her studies. This may have been 

due to three factors that emerged in her reports. One was her concerted effort to 

construct meaning from lectures and readings. She stated that: 

 

The only thing I’ve noticed about my studies is that if I don’t 
understand something my brain just stops and I don’t want to 
do any more until I know what that is. Unless I can see a reason 
for learning that, I just go “No, I don’t want to know about it” 
and my brain just shuts down. (Nancy Interview 1:14-18) 
 

A second reason may have been her deliberate plan for completing the 

qualification. She enrolled part-time, and had made child care arrangements that 

allowed one day a week for study. Her time was limited, and she worked to 

schedule to complete requirements. This may be the motivating factor, too, for 

selecting particular reading strategies: 

 
When I’ve been reading – when I’ve got an assignment like this 
one, I know [the reading]s for that assignment – I have two 
highlighters. My yellow is for general interesting points and my 
purple one is for things for the assignment.…I’m sort of 
thinking, “I only want to read this once”, except for those 
purple bits which I’ll come back to. (Nancy Interview 2:296-
305) 
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The third reason might have been Nancy’s attempts to establish 

relationships between what she was learning and its relevance to her own life: 

 

…and actually relate to [the readings]. Or real life 
experiences or something like that. I just think if you are 
bringing your life into it then you’ve got that link and you 
are not going to forget, you're always gonna remember that 
class … that you talked about. Like for me that [topic] class, 
I mean, I’ll never forget that [laugh]. If you can link it to 
your own life, to something that’s happened or on your own 
teaching practice, just sort of sticks a bit better, I think. 
(Nancy Interview 5:414-420) 

 

 

Priscilla. 

 

Priscilla, like Laura, had pre-existing strategies, was aware of them, and 

had metalanguage to explain and describe them. This may have been because of 

academic difficulties she had experienced in school. Her strategies included 

mind maps and repetition. Like Kay, Priscilla was in Christchurch to study. She 

lived on campus and planned her weeks around academic work. She reported 

that she reviewed notes every evening and always prepared before class. She was 

motivated to pass courses and beyond that to gain professional knowledge. She 

described this in the next excerpt: 

 

Basically, I chose the degree because I’m really interested in 
children. The three years would be extending on knowledge; 
basically learning new things and also I’ve learnt a lot about 
assignments and the way they’re supposed to be set out and what’s 
expected of them. I learn each time I do an assignment and get it 
handed back, just like the [course] one. I see where I have to 
improve. [I have] gone through them and just to have that ready for 
the next assignment and just keep that in mind. (Priscilla Interview 
4:384-391)  

 
 

How did participants use TLS instruction? 

 

The ways in which participants tried the new strategy varied. Personal 

variables beyond control, both internal and external, and contextual factors, 
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acted as either conduits for or blockages of adoption of TLS and resulted in 

either high level or low level effects. The ways in which participants used TLS 

instruction are detailed below. 

 

 

Kay. 

 

There was a complexity about Kay’s response to the instructional 

programme that is highlighted by contrast in her evaluation of the strategic value 

of TLS and of its usefulness to her personally. First, there were clear shifts post-

intervention in what to do when reading text and in searching for deep 

understanding quickly. She said:  

 

Because we need to learn lots of things from the readings and 
when I have an idea of what a reading is about, that may be the 
solution and the problems, when I know that is the TLS, I can 
do the readings quite quickly. (Kay, Focus Group 4:125-128) 
 

This is a positive comment from Kay about TLS and its acquisition in relation to 

its apparent relevance to her academic reading-for-information tasks. However, 

her interview record indicated her view that she was not applying this general 

move in her own assignments. Rather, she reflected that visual organisers were 

“too complicated” and not efficient for assignments. She reported them as 

“useful for my reading, not really for assignments” (Kay Interview 4:366).  

 

The contrast in Kay’s lack of action and her mind theory about a strategy 

newly-learned and otherwise valued for its literacy-enhancing potential appeared 

to be, at the time, a genuine terminal point. Perhaps her success with 

assignments to this point (established procedures for assignment preparation and 

good grades for the semester prior to and during the intervention) as in another 

case (Nancy) had reinforced pre-existing strategies for thinking through and 

preparing them. Why would she change? Alternatively, it may have been that 

Kay had a concept of task about assignments that was overly-focussed on their 

writing. If so, her sense of the strategy as useful in extracting material to be used 

in their writing was marginalised in the interview comment. The comment 
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expressed as part of a focus group that TLS would help do the readings, do them 

quickly and understand them, may have indicated a nagging push in Kay’s 

appraisal that foreshadowed reconsideration a few months after the research, 

when she reported that she had found TLS helpful in writing assignments. Kay’s 

longitudinal development indicates that the process of strategy acquisition is not 

frozen in time. 

 

The scenario is a typical development in moves from novice to expert 

levels of skill and strategy acquisition (Bransford, Brown, & Cocking, 2000). 

Although Kay stated she was disinclined to use TLS in writing assignments, her 

reference to the use of visual organisers when composing them is important both 

for the sub-set of TLS that “visual organisers” represented for Kay and for the 

sub-set of the assignment task involved in putting words to paper. Even though 

she would not use graphic models to prepare assignments at the time of the 

research, Kay had learned and used a form of TLS dominated by listing, much 

like Laura and Priscilla. Her positive evaluation of TLS shown above suggests 

that her course in using the strategy may be to search out lists, comparisons, 

problems and solutions and causes and effects by looking-and-processing rather 

than by first drawing a graphic to guide her action. Further, she may be more 

inclined to apply the strategy to elements of the task such as deconstructing an 

assignment topic rather than constructing a written response to it, or to extracting 

highly-relevant and reportable content when reading literature pertinent to the 

topic. (Indeed, such further development does occur in Kay’s intentional 

adoption and use of TLS as reported after the conclusion of the research.) At the 

end of her involvement in the study, a profile of Kay’s performance is that she 

had: 

 

• demonstrated a qualitative difference in performance on the 

post-intervention task and questionnaire; 

• sought out the top-level structure of text; 

• used TLS to assist her with general understanding, identifying 

the main idea, and recalling details; 

• used visual organisers to assist her with text analysis; 
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• was confused by differences in forms of the term “TLS” 

probably as a result of second language problems; 

• reported her intent to identify the author’s organizational 

structure and message;  

• identified ways in which TLS supported her learning;  

• stated her intent to continue to use TLS in her academic work; 

and 

• performed like a “TLSer”. 

 

 

Laura. 

 

Laura started to top-level structure on the first day of instruction, in 

organising an assignment. She also transferred TLS to her Bible studies. Her 

interest and success in that effort was a catalyst for further usage. She was 

intentional in her adaptation of top-level structure strategy. She was competent 

in TLS and was confident enough to conceptualise usage, rather than having to 

rely on visual organisers to de-construct text. Drawing such organisers relies on 

a strategist first having a firm idea of which of four possible structures is the 

macro-organiser of a presenting content, and a conceptual basis for drawing it. 

Bartlett (2003, Note 1) theorised that the firm idea typically derives from a series 

of successive approximations as a reader knowledgeable about TLS guesses and 

then changes and/or confirms with evidence from the text’s deconstruction. The 

notion of using visual organisers as a teaching and learning aide was used by 

Alvermann (1981) as an elaboration of Bartlett’s (1978) training procedure. In 

this study, the instructional programme taught Kay, Laura, Nancy, and Priscilla 

that after forming a firm idea (making a decision on which rhetorical predicate 

was the TLS) they could draw a visual organiser to help reconstruct the read text. 

Laura did so for a while, but soon moved to using the mental prototype behind 

her firm idea to organise her memory and comprehension performances. This 

proved to be an effective short-cut - and one that Kay had not yet developed.  
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Laura responded positively to the instructional program. By its conclusion 

she had:  

 

• demonstrated an understanding of top-level structures; 

• continued to use prior-existing study strategies, such as using 

key words as triggers for recall; 

• defined TLS clearly and named its four structures; 

• stated that she could now identify TLS when reading; 

• identified her own use of TLS in preparing assignments; 

• expressed the importance of understanding the structure of a 

message; 

• reported that text organization was important information for a 

reader; and 

• not reported TLS identification as a study strategy in the post-

intervention task. 

 

 

Nancy. 

 

Nancy was not convinced by the instructional programme to adopt TLS as 

a strategy or to continue studying its nature and possibilities. She considered text 

structure as “only descriptive”, and dismissed TLS as a strategy she would use. 

She reported the basis of her adjudication as: 

 

I looked at the ones we talked about and wondered if I could 
use them for here and thought, “Well, it's really only descriptive 
that I’m doing” and looked at the words and thought, “Could I 
use any of those words?” and thought, “Well, I’ve probably 
used them anyway.” So I don’t really think I use anything. I just 
feel like I’ve got to empty my brain first and then make sense of 
it afterwards, after I’ve got it all down on paper. (Nancy 
Interview 2:148-154) 
 

There is some evidence that Nancy was predisposed to reject TLS. In spite 

of continued prompts, suggestions, and models throughout the instructional 

experience, Nancy maintained that for her an assignment was just getting all the 
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information “out”. She did not alter this view across the months of training, and 

did not see TLS as helping.  Yet, even with this narrow view of assignment task, 

TLS might have helped. The literature rates it as a valuable tool in ensuring 

faithful and comprehensive retrieval of text-based information (Bartlett, 2003; 

Meyer, 1978; Meyer, Young & Bartlett, 1989).  

 

The data are inconclusive in explaining why Nancy thought otherwise. One 

possibility is that like Kay and Laura, Nancy had a clear and valued opinion of 

her pre-existing strategies. She processed information, linked it to personal 

experiences, and retold it. She believed the key-wording method she typically 

employed was robust for the purpose of “getting it all out” - “…just putting 

down that word and hoping that word will jog memory when going back and 

flicking through it” (Nancy Interview 3:400-402). As with Kay, Laura, and 

Priscilla, Nancy used a stepwise procedure to prepare assignments. She did not 

attempt to top-level structure her writing to reflect this, as she might have done 

using a listing format, but worked through an assignment one section at a time. 

She described the process as “Normally I would do [the assignment] in order, 

yes, unless I get stuck on something, I’ll ignore it and go on to something else 

and then go back to it” (Nancy Interview 4:184-186). Like Kay and Laura, 

Nancy reported the more general impression  that instruction about TLS  had 

been beneficial, saying, “I’m learning a lot as well, though, yeah, cause I’d never 

thought about it, I just blurt it out, so yeah, but it’s making me think, which I 

never really thought before” (Nancy Interview 3:529-535). 

 

By the end of the TLS intervention, Nancy: 

 

• was able to identify text as having one of four text structures; 

• reported that she had not thought further about TLS or its uses 

after some early attempts at identifying text structures; 

• remained consistent in her belief that she had no strategy or 

plan in her writing; 

• did not report TLS identification as a study strategy on the post-

intervention task; 
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• demonstrated continuing use of pre-existing study strategies 

such as linking text content to her own experiences; 

• defined TLS in a broad general way regarding one’s thinking; 

and 

• reported that she had learned the term “metacognition”. 

 

 

Priscilla. 
 

Priscilla perceived usefulness and purpose in TLS soon after instruction for 

both reading and writing. She began to top-level structure her readings and 

reported that she gained a deeper understanding of text than she would have 

achieved without this strategy. She also reported that TLS served as an advanced 

organiser for setting out supporting content for use in writing assignments. She 

described herself as a “visual learner” and said that TLS afforded her a 

framework for organising material to suit her learning style.  

 

As a result of TLS instruction, Priscilla: 
 

• demonstrated a qualitative difference in performance on the post-

intervention task and questionnaire; 

• sought out the top-level structure of text; 

• demonstrated TLS use to assist her with general understanding, 

identifying the main idea, and recalling details; 

• used visual organisers to assist her with text analysis; 

• identified ways in which TLS supported her learning;  

• reported TLS use in preparing assignments; 

• sought out the top-level structure of text; 

• used that structure to assist her with general understanding, 

identifying the main idea, and recalling details on the post-

intervention task; 

• expressed that TLS was very useful for her in her academic work; 

• stated her intent to continue to use TLS in her academic work; and 

• performed like a TLSer. 
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What benefits accrued for understanding of the development of text structure 

awareness? 
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Figure 16. Model of intentional adaptation of an adopted strategy in authentic contexts. 
 

 

The research resulted in the invention of a model of intentional adaptation 

of an adopted strategy in authentic contexts. This is represented in Figure 16. I 

have constructed the model based on one developed to demonstrate levels of 

organisational maturity in industry (Software Engineering Institute, 2005). In 

this context, it illustrates development for each of four cases of early childhood 

teacher education students in relation to the text-based strategy of top-level 

structuring (TLS). Development is shown at four levels - no adoption of TLS 

from the intervention (Nancy), through highly-qualified adoption (Kay) and 

minor and major levels where TLS is both adopted and adapted by a strategist 
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for customised use.  Priscilla is seen to have been at the first of these adaptation 

levels with Laura approaching it. 

 

Pre-intervention task and questionnaire responses indicated participants 

had been generally ad hoc in knowing and using strategies, typically with 

unpredictable consequences. The model indicates this as a starting point linked 

through response to and following deliberate instruction about TLS to its 

adoption and personal adaptation. Participants reported that instruction during 

this study about the nature and purposes of strategies had brought them to a 

consciousness that strategies were useful and desirable in learning and teaching 

contexts. They also reported greater intentionality regarding the application and 

monitoring of their strategies and elements their use. They now conceptualised, 

named, mentally manipulated, and spoke about “what they knew” and “how they 

used it” in a metacognitively-driven agency that had not previously existed as 

conscious behaviour.  

 

Nancy did not move beyond her new awareness and knowledge of TLS to 

adopt it as a personal learning strategy. She may in time. However, her stated 

position was to maintain her pre-existing strategies, albeit with a greater 

appreciation of them. Three of the four did move to adopt TLS. The nature of 

their acceptance was inconsistent, Priscilla and Laura responding positively early 

in the programme and understanding themselves as TLS strategists to the point 

of experimenting with its application beyond the programme and the immediate 

context of their tertiary studies. Kay responded positively, too, although not as 

quickly as her two peers. However, like Nancy, Kay, and Laura resorted to pre-

existing strategies when they perceived TLS was difficult or ineffective.  Only 

Priscilla had total confidence in her command of TLS and its potential to get 

work done better than her previous actions. The term “structured” is used to 

indicate that incorporation of TLS within a suite of strategies has been framed 

externally rather than internally. 

 

The outcomes from a positive decision to adopt TLS were perceived to be 

positive or beneficial, particularly by Priscilla and to a lesser extent by Laura and 

Kay. This led to each trying the strategy in a range of possible applications, a 
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stage of development in confidence and competence of managed adaptation of 

TLS. This stage is based on authentic implementation experiences where users 

find likely applications, are deliberate in applying the strategy, and in adding 

variations to personalise its use. A more advanced stage of adaptation and review 

is provided in the model as the level of optimising adaptation. This provision 

anticipates that through ongoing use and reflection, strategists such as Priscilla, 

Laura, and Kay will develop an increasingly critical view of TLS and of 

themselves as strategists. Such enhancement should broaden opportunities for 

use and theory-building.  

 

Positioning of participants in the alignment above is not static, but serves 

the instructor in providing an assessment guide for deciding on further 

instruction, scaffolding, or procedural intervention for learners. The model 

shows what learners are doing at any point in time, rather than what they are 

capable of doing. Dark shading on the left side of arrows indicates consolidation 

of learners’ adoption of a strategy at that stage, with fluidity, represented in 

lighter shade, in any potential shift toward increased adoption or adaptation of 

the strategy. Shading is reversed in the stage of optimising adaptation as 

development becomes consolidated. 

 

Visual organisers (Alvermann & Phelps, 2005; Armbruster, Anderson, & 

Ostertag, 1989; Bakken & Whedon, 2002; Rhoder, 2002) have some history as 

concrete tools for facilitating identification of the structure of textual 

information. Their inclusion as part of the instructional programme in this study 

helped move students from undifferentiated, random, and ad hoc uses of 

strategies towards a structured model for making conceptual assessments about 

text.  

 

Periodic meetings with the researcher not only provided the venue for 

review of instruction and reinforcement of the use of text structure strategy, but 

also served as a motivator to engage participation and persistence in the learning 

process. It supported a disposition to persevere with new learning, as illustrated 

in the following exchange with Laura. 
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Ali: For any piece of text, there is the text structure, which is 
how it’s put together. But with longer texts, it cannot always 
stay the same all the way through. So that is when you look at 
the TLS, which is, overall, how a piece of writing is put 
together. This assignment overall should be a description 
about [topic]….So this was a really good practice for you, 
and then you said, “Where am I going with this?  
Laura: Yes, I sort of went back to description. 
Ali: And then you just went back to that TLS, which should be 
a description. So, it’s about thinking about “What do I need to 
do overall but then how do I best address each of those 
individual parts?” You are now doing [topic], and your TLS 
would be a description, but in each section you might do 
cause/effect, compare/contrast, looking at the structure within 
a part of that, but then looking at the structure overall. I think 
you are using some very effective strategies already so I will 
be interested to hear more about those and whether this 
material fits in with that. (Laura Interview 1:191-214) 
 

For Nancy, as well, research meetings stimulated thinking and working. She 

often reported that she carried out focused work after an interview, for example, 

“After I saw you the other day, I put some notes in [the journal] about what I do 

because it sort of came to me then and I thought, ‘I’ll write it down while I’m 

thinking about it’” (Nancy Interview 3:79-82). 

 

Focus group sessions also served as incentives for engagement. I 

reinforced participant efforts to top-level structure, but talking with and hearing 

from each other was a strong motivator for participants to carry on. The group 

culture revolved around taking part in the research and monitoring its effects. 

Participants even communicated with one another about the research outside of 

these sessions (Nancy, personal communication, September 15, 2005). 

 

Learning journals (Carr, 2002; Park, 2003) mediated the experiential 

component. Participants agreed to make journal entries specifically about TLS. 

Journal writing was done privately, but was intended for communication directly 

and specifically with the researcher. This is where participants documented their 

attempts, ideas, and responses to intervention. Participants’ entries were 

indicative of their metacognitive processes. These varied from two occasions for 

TLS use in analysing text and self-assessment (Kay); to setting out assignment 

plans using TLS, strategy transfer, and self-assessments (Laura); to consistent 
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TLS of readings by identifying and setting out listing, compare/contrast, 

problem/solution, clustering and fish bone formats (Priscilla); to a combination 

of personal anecdotes and assignment drafts (Nancy). 

 

Participants moved conceptually and in practice along the continuum 

presented in Figure 16. In the stage of structured adoption, learners require 

support from expert, practice and repetition, and periodic checks and feedback. 

Advanced organisers in the form of verbal prompts, examples, or suggestions 

encourage learners not yet able to generalise use of the target strategy to 

instances that differ in context, complexity, or other dimensions from the 

instructional event. This is the point in the depiction where learners are still 

limited in contemplating applications for the new strategy, and need additional 

support, practice, or scaffolding to expand their perceptiveness and confidence.  

 

In the next stage of managed adaptation, learners are more comfortable 

with the new knowledge, becomes more self-reliant, independent, and able to 

adapt the new strategy in new ways. The new strategy has become sufficiently 

engrained to be cognitively available for trialling and successes experienced and 

benefits perceived in the adoption stage are a reinforcement to try new uses. 

Learners have a new level of comfort in using the strategy. The last stage 

represents a transformation in the way s/he thinks about and perceives the new 

strategy. S/he is sufficiently comfortable and confident to apply new knowledge 

to complex and significantly different scenarios. In addition, learners no longer 

rely on expert support and scaffolding, but are now able to conceptualize and 

extend the use of the strategy beyond the confines of initial instruction. At this 

stage, learners have become life-long users of the strategy. S/he is a TLSer in the 

broadest sense. 

 

Progression along this continuum is neither assured nor smooth. It is 

possible for learners to get “stuck” at any point along the continuum. There are 

“Aha!” moments, or snippets of moments, where learners understand and apply 

the new strategy in an event similar to the learning situation, recognizes this as a 

successful implementation in a new scenario, and feels a sense of 

accomplishment and enlightenment. There are also external factors that may 
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cause learners to move “backward”. She may be under pressure due to 

assignment deadlines and feel compelled to revert to earlier strategies. So 

depending on circumstances, if the application is perceived to be successful, 

learners are predisposed to use the strategy again. If the application is not 

perceived to be successful (e.g., Kay with writing assignments), there may be an 

endpoint in strategy use.  

 

Kay, as an English language learner, needed to do a discourse analysis in 

every context. She found TLS to be more work but with a “pay-off” in terms of 

gaining deeper understanding. She top-level structured two readings, 

documented in her journal. She verbally reported  

 

I have an idea and I know what I should do but I have not 
written it on paper and I found the TLS helpful for my reading 
but I did the reading before I started your research so I have 
not written it in my journal but I went back again and read it 
again one more time all the readings that I am going to use 
and when I read it I have an idea of what the reading is 
talking about by using the TLS and not really used it for my 
assignments yet cause I have not written much yet on 
[VOs]….I’ve actually been doing [TLS]. When I take bits out, 
I just make sure that I’ve got exactly what the question asks 
for and I look back at the TLS and make sure that’s what the 
question means. (Kay, Focus Group 4:38-44, 91-93) 
 

Laura tried TLS for writing and found it too complicated, so she reverted to 

her listing strategy. She recognised it as such during an interview. The data is not 

definitive, but I believe she transferred top-level structure strategy to readings 

outside the academic context because, as she reported, she usually did not 

complete academic readings. Laura found TLS successful and interesting. She 

reported the intervention caused her to assess her study habits and decide to 

complete all academic readings. Like Priscilla, Laura developed study skills and 

made metacognitive decisions independently, but in a different way to Priscilla, 

who was diligent in completing academic reading requirements. 

 

Nancy initially did transfer TLS. As reported in her journal, she had trouble 

identifying text structure of the storybook she read. The data indicates she 

dismissed text structure strategy, as there was no further mention of it in journal 
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entries, and she verbally reported “not thinking about it again”. Nancy never 

attempted to top-level structure assignments. We met every week. This 

constituted more meeting occasions than any other participant. The majority of 

these were one-on-one. Nancy may have benefited from these regular and 

personalised sessions, where academic work was the central focus of discussion. 

These sessions gave her opportunity to think about her learning and to gain 

insights into the use of strategies. It is possible that these sessions made her feel 

engaged in academic pursuits in a way not easily available to part-time students. 

 

It appears that Priscilla recognised the usefulness of TLS right away and 

used it in academic work. She reported reaching a deeper understanding of 

readings as well as efficiency in preparing material for assignments. She used it 

consistently. She completed eighteen pages in her journal, more than any other 

participant, where her adoption of TLS as a new study strategy was indicated. 

She compared it to existing strategies and perceived it to be more effective. 

Priscilla not only began to top-level structure, but she used a variety of visual 

organisers, adapting them to the particular reading she was doing. Her journal 

entries indicate that she worked effectively and independently. Priscilla gave 

consistent reports of TLS, and brought her journal to meetings, so it was evident 

she was implementing it in new situations. She was quickly and easily 

entrenched in a structured adoption of TLS, as indicated by frequent journal 

entries. There is also evidence that she moved to managed adaptation and 

experimented with variations of text structure strategy in academic reading. The 

data do not include trials of TLS in anything other than academic work, so there 

is no evidence that she moved to optimised adaptation, so we might conclude 

that she was not yet an expert. However, as TLS seems to be established and on-

going in her practice, she may progress along the continuum toward becoming 

so.  

 

Two participants in this study, Kay and Priscilla, learned to identify text 

structure and to use it to understand text, identify the main idea, and remember 

details, and did so in the post-intervention task. They had moved from an 

automated stage to an automatic stage of adoption of a strategy in a familiar or 

previously identified condition. They now employ TLS as their lead strategy 
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when approaching text for learning purposes. They demonstrated this action in 

their performances on the post-intervention task as well as by espousal in their 

questionnaire responses. The challenge for me as teacher was to present these 

participants with practice and to challenge them to transfer TLS to authentic 

situations beyond the academic context. This would shift Kay and Priscilla along 

the continuum toward optimised adaptation. 

 

Another participant subsumed the new strategy into her pre-existing 

strategy repertoire, as evidenced by her comment, “I’m still really just doing the 

highlighting and the underlining that I did before, so I guess that was my own 

top-level structure that I followed before, that’s still working for me” (Laura 

Interview 2:442-444). This may indicate that Laura was at a gap, and had 

perceptually melded TLS into her techniques. She recognised metacognitively 

that TLS use was effective in identifying text structure, but her comment 

indicated she was “stuck” in thinking about text structure strategy and 

“highlighting and underlining”. The challenge for me as teacher would be to 

provide Laura with opportunities to differentiate TLS structure strategy and 

move to a broader application of the strategy. 

 

Nancy, too, was stuck at a gap. She learnt that it was possible to think 

about what one knew and ways to talk about it. She had an initial knowledge of 

metacognition, but still did not understand it. This is apparent in her journal 

entry, “Reading metacognitively—probably do without thinking about it” 

(Nancy Journal:  16). The challenge for me as Nancy’s teacher was to facilitate 

her self-assessment about study strategies for reading and writing. In attending to 

academic reading tasks, Nancy’s method had proven to be personally robust in 

terms of meeting short-term goals of completing assignments. She reported an 

interest in deriving deeper knowledge from studies. It would have been my task 

to show her how effective TLS would be to meet those lifelong goals, to identify 

her technique as listing, and to guide her toward a more effective approach for 

assignment writing. 

 

This study was by no means definitive as to whether TLS instruction 

should be provided for all early childhood student teachers. However, results 

 126 



 
 

indicate this intervention had a qualitative effect on metacognitive processes for 

these four students. Each showed that awareness of how textual information is 

organised had a powerful impact on their understandings of academic tasks and, 

perhaps more importantly, on ways in which metacognition became part of their 

conscious processing. These advantages are likely to be wider, as Vacca &Vacca 

(2002) observed: 

 

Skilled readers search for structure in a text and can readily 
differentiate the important ideas from less important ideas in 
the material. Research has shown that good readers know 
how to look for major thought relationships…they approach a 
reading assignment looking for a predominant text pattern or 
organisation that will tie together the ideas contained through 
the text passage. (p. 292)  
 

The challenge for the expert or teacher is to work collaboratively and 

consistently with learners to create a consciousness of task, of its purpose and 

how it relates to others, and, of how a target strategy such as TLS can be used to 

facilitate its successful and insightful completion. 

 

 

In what ways did TLS instruction affect participants’ perceptions of the nature of 

Year 2 academic experience? 

 

Kay, Laura, Nancy, and Priscilla participated in a research-driven event 

that may have had consequences for their reflection about what it meant to be a 

student in general terms, and how to perform when acting academically in 

particular. It is unclear whether students’ constructions of the academic 

experience match those of the tertiary institutions that host them. Figure 17 

illustrates tasks that the School of Early Childhood Teacher Education indicates 

to its students as landmarks for their planning. It is intended to be an indicative 

overview to help students see the sources of knowledge growth and its 

assessment intended by the institution. Ostensibly, it indicates where in a course 

of studies, early childhood teacher education students might exercise strategic 

action in the interests of a successful academic experience. 
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1. 
Assessments: 

Assignments 
and 

teaching practices 
 

3 / 4 
Readings: Vary in 
importance and are 
used to supplement 

assignment or as 
required 

3 / 4 
Peripherals: 

Course outlines 
Course notes 

Handouts 
Course material on 

college website 
Peer exhortations 

2. 
Lectures: 
Course 
content 

Figure 17. Academic events in order of importance. 
 
 

1. Assessments: These are a central focus of the academic context. 

Students work to due dates for assignments and teaching practice blocks. Those 

are a priority, and students plan their year by noting due dates in some way. Kay 

and Priscilla, for example, had diaries in which they recorded due dates for 

assignments, dates for class sessions, teaching practice sections, and other 

related notes. Participants reported efforts to work to due dates. Kay described 

what happened when assignments came due. 

 

For assignments, I think my time management is really poor 
because when it’s nearly the time to hand in my assignments I 
don’t sleep for one or two days which I think is bad for my 
health … but I do this when I have lots of assignments to do. 
(Kay Interview 3:206-213) 
 

Laura also felt pressure. She described it this way, “I was kind of like 

stressed over the last couple of weeks before placement because I had a couple 

of assignments due and lots of things outside of College happening as well” 

(Laura Interview 1:690-692). Without checking her diary, she could recite the 

topic and due dates for current assignments: 
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I have a curriculum [assessment], that’s got two assignments 
within it, science and art. Those are due on the 13th or 16th. We 
also have another one due for Professional Studies on the 13th 
which is our Teaching Stories plus on the 16th I have my Early 
Childhood in Context [assignment] about our philosophy and 
[must] do a visual display plus written work. Then I have one 
on the 22nd for administration tasks and one on the 27th which is 
the child study, which is Child Development. Busy month 
[laugh]. (Laura, Focus Group 5:9-15) 
 

Teaching practice blocks occur twice each academic year. During this time, 

students were away from the academic context, immersed in practical experience 

with young children and putting theoretical content into practical contexts, 

carrying out several assignments relating to teaching experiences, and being 

assessed on teaching performance. Course outlines provide briefings for 

assignments. The following is one example of these: 

 
The purpose of this assignment is to reflect on your 
development as a teacher. This reflection will be based on 
your experiences on teaching practice, the Year 2 
competencies, and the personal/professional qualities 
expected of an early childhood teacher….You are required to 
write two teaching stories about your participation and 
involvement in the early childhood centre. (Professional 
Studies 2, 2005 Course Outline, Assignment 1) 
 

Participants talked about teaching practice sections with enthusiasm and 

anticipation. Kay reported on her focus and preparation in anticipation of her 

teaching practice: 

 

I think that for me as a student I don’t only do what the 
[lecturer] requires a student to do.…I have to have lots of 
preparation before I go on teaching practice so the week 
before I go on teaching practice is very, very busy. (Kay 
Interview 2:217-223) 
 

Laura and Priscilla, too, reported on their activities to meet assessment 

requirements of teaching sections as well as the relationship between academic 

courses and teaching practice: 
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Assignment 2 is administration, keeping a record of 
administration tasks that you do in a centre – um, and they 
just gave us … examples of different administration tasks that 
we could take part in and so I just listed them all down so that 
I could remember what are the things I could use. (Laura 
Interview 1:479-483) 
 

Definitely on TP – when you’ve done the theory and you go 
on teaching practice then you see things happening and think 
“Oh yes, that was in Curriculum” or Prof Studies or 
something or university maybe something came up like that 
and it’s always relating, I’ve found. (Priscilla Interview 
4:400-404) 
 

Top-level structure strategy has potential to assist students with planning 

assignments by providing an organising framework. Students who read 

assignment briefs as strategists are likely to uncover the top-level structure of the 

task and the gist content it contains. This would provide a basis for discussion of 

an interpretation of the intent of the topic with lecturing staff and peers and for 

organisation of preparatory research as well as for framing a response when 

drafting (Bartlett & Fletcher, 2002).  Kay, for example, reported later that she 

now top-level structured her ideas to start assignments (see Appendix N 2). 

Moreover, Priscilla reported (Appendix N 5) that she now taught others to use 

top-level structuring to deconstruct and plan assignments. 

 

2. Lectures: A second priority is attendance in classes and lectures, most 

notably, when assessments are briefed. Students rely on lecturers’ exhortations 

to “learn” course content. They write down whatever is projected on slides, 

collect handouts, and make additional notes of what is said. Kay and Laura both 

made reference to this: 

 

I attend every class. I write down all the notes from the 
[lecturer], all the [overhead transparencies] from the 
[lecturer]. I write it down in colour pen. Everything that I 
hear from lecturers I write it down in my own 
pencil….During the class I will concentrate on the 
[lecturer]. (Kay Interview 2:111-116) 
 
Well, the lectures are pretty important, you go to them, you 
don’t what to be marked absent and often you hear things in 
lectures that you are not necessarily going to pick up when 
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you read things, so it’s good to [go], the lectures are always 
the highest priority. (Laura Interview 2:13-16) 
 

Class participation, in the form of open discussion or group work, when it 

occurs, varies in its perceived usefulness or purpose to students. Kay did not find 

student interaction during class helpful. She said, “We don’t really learn 

much….We just have a discussion every time, four or five times. We have group 

discussion and then we have skits, and I think we don’t really learn from that” 

(Kay Interview 4:135-138). Conversely, Laura, Nancy, and Priscilla were 

positive in their reports of what they perceived to be useful class discussions. 

 

This one … is really interesting and there’s a lot of discussion 
and we talk about it. We come out of class and we’d actually 
talk about things and we might actually talk about something 
later on in the week.…We often will do, have different group 
tasks, and we’ll talk about it, and we might do a role-play or 
something, and we talk, the lecturer might say a couple of 
things, like say some facts, and we’ll be like, “Oh, wow” … 
and we’ll talk back and say what our opinion is or our take on 
that, our response on that particular thing that we are talking 
about that day. (Laura Interview 1:336-355) 
 

Top-level structure strategy could assist students to conceptualise and 

organise listening and note-taking by increasing the precision with which 

lecturers’ exhortations are deconstructed and course content is organised for 

prioritisation, for linking with readings and out-of-class reflection and 

discussion, and for sorting in relation to its applicability in practice teaching. 

Students would top-level structure such oral texts by actively listening for a 

speaker’s signalling of the major structural feature or imposing their own when a 

presentation is unclear (Bartlett, 2003)  and then write out notes to reflect that 

structure.  

 

3. Peripherals: Participant reports indicated that students relied on course 

outlines (kaupapa), course notes and overhead transparencies, handouts, course 

materials posted on the college website, and peer exhortations. For example, Kay 

sought out other international students for support and to resolve issues, stating, 

“When I have questions, I will not ask the [lecturer], maybe I will ask a friend” 

(Kay Interview 2:116-117). Likewise, Laura reported consulting other students 
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as an important source of information.   

 

I was in a group of other students today and we were talking 
about [assignment requirements] and one of the girls told me 
what she had written and actually other people in the group 
were like “I don’t know what we are going to write” so I sort 
of took from what that girl said who had actually read out 
what she was actually going to write and it gave me some 
clues as to what we are meant to be doing. (Laura, Focus 
Group 5:72-77) 
 

Top-level structure strategy could assist students to locate and understand the 

main idea and remember information from handouts and other course materials. 

They would consider the top-level structure of courses and sub-topics, and would 

better understand how details relate together.  After the research, Laura reported 

what appears to be metacognitive analysis of information when she states that 

she is now remembering: “to focus on what people are saying to find out what is 

required” (Appendix N 3). 

 

4. Readings: Reading course material is an essential source of knowledge 

acquisition. The material typically is specific in relation to topic area and 

particular documents. Some course environments include deliberate time and 

type scaffolding for students where specific readings to be completed prior to 

class sessions are identified. This may increase the likelihood that students read. 

However, student perceptions about the importance of course readings vary. In 

some instances, they are critical as advance preparation for understanding the 

lecture. For example, Kay stated that she understood some lectures better after 

completing related readings: “I just wanted to make my lectures easier for me, so 

that’s the motivation. Is to make me, the reason why I choose to do the reading... 

I want to prepare myself” (Kay Interview 4:76-81). However, Kay reported that 

she did not complete course readings for another course because they were not 

specifically required. She stated, “I think I only did one [reading in this course] 

because when we come to the class we [were] not really [briefed about] which 

[readings] we have to do” (Kay Interview 2:233-234). Likewise, Laura generally 

did not do readings before class; she commented that readings were used when 

preparing assignments only, “Quite often I only do the readings just cause I’ve 
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got an assignment. I don’t do it just to keep up with the course” (Laura Interview 

1:665-667). 

 

Kay, Laura, and Nancy reported that students check course outlines to 

determine how many readings there are for a particular topic, peruse the readings 

to see how long they are, how clear and legible the print is, how they are 

organised in terms of sections and headings and then subjectively decide whether 

or not to read them. Her advice to lecturers about readings was: 

 

[Don’t] give students [readings that are] too hard to 
understand and, for example, for a particular section if there's 
five or six readings that’s enough. It compares with the 
university. That’s too hard, for one hour’s lecture that we 
need to read twenty or thirty pages of readings. I think that’s 
too much, yeah, for one reading maybe one or two or three 
pages, that’s the maximum I think, yeah, if the print is so 
small. I think three pages is maximum….If that’s too much 
readings, I think most of us will not have the motivation to go 
and read even one reading. I will go to see how many 
readings I am going to read [laugh] if that’s too much and 
too hard to read I have not the motivation to read maybe. 
(Kay Interview 4: 625-640) 
 

Laura’s suggestions, given independently of Kay’s, were very 

similar:  

 

Look at the length of readings. Are they really long so they 
are not going to be read? Look at how many you put on for 
one particular thing. If you just put multiple ones on the 
same subject which say the same thing, then people aren’t 
going to really want to read them because they’re just 
repetitive. Look at the language. Sometimes some readings 
are quite ambiguous and don’t necessarily just come out 
and say what they are trying to say….You can read a 
sentence and you can have absolutely no idea what they are 
trying to say. They are either a lot of big words, or it’s just a 
lot of tongue-twisting, just going around in a circle, but 
doesn’t completely make sense. (Laura Interview 2:316-
326). 
 

For all participants, readings were critical in preparing assignments 

because, students’ ideas are required to be supported by published sources. For 
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example, a Year 1 Professional Studies assignment included the following 

requirement: 

 

• Te Whāriki, Quality in Action, the Early Childhood Strategic 

Plan and at least three other published sources are used. 

 

Similarly, a Year 2 Professional Studies assignment description included a 

requirement that: 

 

• Relevant references [be] used to support analysis of practice. 

 

         In order to meet such criteria, Laura and Priscilla reported similar 

approaches. For example, Laura stated, “I’ve looked through some of the 

readings. I haven’t read them right through, just sort of skimmed through some 

of them and I can see how some of them are going to be helpful” (Laura 

Interview 1:311-313). Similarly, Priscilla said, “I’ve gone through readings, 

sifted through things to make sure I can back [my assignment] up with the right 

sections” (Priscilla, Focus Group 4:20-21). Kay also worked efficiently to 

prepare for assignment writing. She described the process this way: 

 

Because we know the format of the assignment at the 
beginning of the year, when I read the chapters, I will record 
anything that is about the assignment. Like we are required to 
write something about [subtopics for an assignment] so when 
I read the reading, I will classify these to [different] pages in 
[a] notebook and anything that’s related to [subtopic] I will 
put under that title of [subtopic] … [taking] notes and page 
numbers, so that I can refer back to the readings when I write 
the assignment. (Kay Interview 3:35-52) 

 

When students undertake readings, they will mark text in personally-

significant ways (Swarts, 2004) or keep a separate list of topics with the thought 

of how the material will be used in assignments. All participants reported doing 

this as a strategy. Laura said, “I marked in my actual book which ones I found 

useful and for which particular area.…I marked in my book what I thought was 

going to be useful” (Laura Interview 1:389-397). This is a focused and strategic 
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form of reading (Ruddell & Unrau, 2004) and meets short-term goals in 

knowledge acquisition or reflection. The mental framework involved is “How 

does this reading fit into this component of this assignment?” rather than “How 

does this reading add to my growing pedagogical or content knowledge?” Given 

that the set readings bear little relation to what is needed (or perceived to be 

needed) beyond assignment completion, students who will be successful might 

now use TLS to make sense of what to do. 

 

Relationships among these components, assessments, lectures, peripherals, 

and readings, can become a guiding structure for students. It shapes the 

perceived and enacted realities of academic life. If it is to be useful to students, 

TLS must assist students to recognise and optimize their roles within this 

structure. As shown in other contexts, (Alvermann 1981; Bartlett, 1978, 2003; 

Bartlett & Fletcher, 2002; Meyer & Rice, 1984) top-level structure strategy 

could facilitate reading tasks in a procedural sense, allowing students to identify 

the overarching framework of text, understanding the content, identifying the 

main idea, and recalling information. It would permit students to put each 

reading into context within a course, its purpose, and its relation to the topic and 

sub-topics. It would also enable students to be critical in their reading of various 

arguments and viewpoints.  

 

The individual tutoring nature of the intervention used in this study 

provided opportunities for participants to consult with me regarding academic 

matters. One such consultation related specifically to assignment construction. 

Early in the research, Priscilla consulted with me about an assessment completed 

prior to the intervention. We reviewed the essay assignment, talked about it in 

relation to TLS, and tried to understand how it had been marked. Priscilla 

followed my suggestion that she meet with the lecturer. That meeting led 

Priscilla to deeper understanding of her own writing. One-on-one meetings also 

affected Kay, in a markedly different way. She talked with me about her lack of 

cultural knowledge, and the discomfort and alienation she felt as a foreign 

student during some class discussions, when she did not understand contextual 

humour and personal experiences shared by peers and lecturer. Kay also talked 

about her anxiety relating to the upcoming teaching practice section. I suggested 
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a course of action for Kay that she followed with a positive outcome. I believe 

these are examples of unforeseen benefits for participants stemming from the 

intervention.  

 

 

What implications does the study propose for early childhood teacher education 

and pedagogy? 

 

Five implications are evident from study results. First, there is sufficient 

basis from these four cases to suggest changes be trialled in the way the School 

of Early Childhood Teacher Education shares with students its overview of 

academic requirements for student learning and scholarly action. 

 

Second, findings suggest that teaching TLS to student teachers and 

incorporating this or other text structure strategies into curriculum courses in 

early childhood education would help students develop metacognitively and 

assist their active engagement in learning. It would serve also as a way of 

bridging any gap between students’ perceptions of academic reality and 

enactments of that reality.  

 

Third, the study indicates that in these four cases, text structure strategy 

instruction brought self-awareness to students about learning and strategic study. 

It seems warranted to test whether such outcomes might result from a wider 

study involving larger numbers, and if so to incorporate such instruction in the 

institution’s programme for all students.  

 

Fourth, study findings have implications for the preparation and delivery of 

courses in early childhood teacher education. Insofar as course delivery, TLS 

technique might be used to construct text materials such as course outlines, 

lecture notes , assignment descriptions, to signal key content explicitly and to 

make them more comprehensible and memorable for students. Instruction in 

TLS would benefit students where its adoption and structured adaptation as a 

tool helps them to better understand content, to reflect critically, and to interact 

with others using a shared language about their metacognitive processing as well 
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as the recounting of content. Such changes in course preparation and delivery 

would benefit students in the short-term in undertaking academic work and 

would be a transformative force in students’ lifespan literacy. 

 

Fifth, text structure awareness has applications for lecturers of early 

childhood education by ensuring that theoretical content delivered to students is 

clearly organised and students understand that organisation at the start of the 

course. Lecturers should periodically “check in” with students about their 

understanding of the top-level structure of the session, lecture, or reading, and 

about how they are taking notes and structurally planning as assignment. Text 

structure strategy can assist academic staff in preparing appropriate assessment 

instruments to gauge student achievement. A considered structuring of 

assignment descriptions for example, will include clear and deliberate signals to 

its key information. Checking with students that they have captured this 

information is easier if framed in terms of the TLS both parties have used in 

constructing and deconstructing the text. Tutorial participation might be 

encouraged by modelling how topics may be discussed from a range of 

perspectives by varying the TLS. In broader terms, providing for students’ 

individual selection of an appropriate TLS for organising a discussion or written 

work may assist some lecturers to break narrowly prescriptive exercises in 

content repetition where such activity is neither necessary nor productive. 

 

A summary implication of this study is that further research is warranted 

by way of a comprehensive study involving top-level structure instruction for all 

early childhood student teachers at the host institution with longitudinal 

monitoring across the three years of the program. Student outcomes in attitude, 

skill and knowledge, and administrative issues such as promotion of excellence 

in student achievement, rates of completion, and retention could then be tracked 

as dependent variables in relation to students’ response to TLS instruction. An 

instructional course in TLS, with opportunities for authentic practice, discussion 

with peers and teachers, and scaffolding would be programmed into the three 

year course in accord with the model designed in this study for intentional 

adaptation of TLS as an adopted strategy. 
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Limitations of the study 

 

There were several limitations in the conduct of this study. First, case 

studies are descriptive and provide richness and depth of detail. However, they 

restrict any generalising of findings by the researcher, allowing instead readers 

of the study to do so on the basis of comparisons of its nature, setting, time, and 

scope with those of other contexts (Yin, 1994).  

 

Second, as both instructor and researcher, I engaged participants in the 

discourse of adopting a strategy. I experienced a tension between these two 

roles. My aim as instructor was to teach a strategy and support students in its 

adoption and adaptation. This required appropriate instruction, modelling, and 

scaffolding until learners’ own uses of the strategy reached a level as close as 

possible to their assisted use of the strategy. It was a mentoring role, and I would 

expect but not accept varying stages of adoption of a strategy, and would 

implement further intervention. By contrast, my aim as researcher was to 

document the effects of intervention, which I envisioned to be a singular event, 

largely due to time constraints. This was a monitoring role, and I would expect 

and accept varying stages of adoption of a strategy. However, the nature of this 

study required a more hermeneutical approach. I needed to elicit and refine the 

construction of this new knowledge through interactions with each respondent.  

 

Third, none of the six focus group sessions in this study included all four 

participants, or involved practice or discussion sessions between or among 

participants. Allowing or encouraging participants to talk with each other or 

practice TLS together might have prompted different adoption or adaptation of 

the target strategy. 

 

Fourth, because of ethical issues discussed in Chapter 3, I recruited 

participants from among Year 2 students. By this time in their course, they had 

constructed perceived realities about the context provided by the host institution 

and had adopted study strategies to manage their academic work. The 

instructional intervention may have been different and perhaps more effective 
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with a Year 1 group. As reported by two participants, Year 2 students’ 

motivation for engaging with text was to complete an externally-imposed 

requirement, rather than to understand text of personal or professional 

significance. The former requires only a short-term and superficial interaction 

with text, the latter will more likely involve whatever time is necessary to make 

text content one’s own. 

 

Fifth, there was a perceived tension between students’ college workload 

and the workload of this study, i.e., instructional sessions, interviews and focus 

groups, making journal entries, and undertaking written tasks. Participants had to 

work around class times, teaching practices, and term breaks. Furthermore, 

participants may have thought of this intervention as external to curriculum 

content, rather than as a support to academic work as intended. Either or both 

may have affected participants’ attitude and response to the program. 

 

 

Recommendations 

 

I have found answers within the limitations of the study to the five research 

questions that guided this project. These indicate that instruction about top-level 

strategy had significant impact on the academic work of participants and on their 

metacognitive awareness. This suggests, therefore, that there is a need to 

broaden this research beyond a case study that provided qualitative descriptions 

of individual participants’ experiences. The research is a basis for a quantitative 

study across significantly large numbers of students in this programme, across 

this college of education, and other faculties offering teacher education to 

determine if its findings could be generalised to student academic work beyond 

this context. A quantitative study designed to take the lead from this case study 

could investigate whether large numbers of students would respond to top-level 

structure instruction in a way that associates with their progress academically. 

Such a study would provide further research and theorizing about the model 

designed to describe and predict intentional adaptation of an adopted strategy in 

authentic contexts. This model relies on cognitive development by way of 

adoption and adaptation of a target strategy that is effective and beneficial when 
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applied to appropriate situations. It demands learners’ metacognitive awareness 

and assessment of what works in a particular application and context and the 

ability to project use to broader and dissimilar applications. 

 

Second, findings from this research suggest course design and delivery 

should include specific information for students about instruction, purpose, and 

process and they may benefit from specific instruction in TLS in accordance 

with recommendations made by Weinstein (1988) and Rhoder (2002). This 

would involve making TLS instruction available to all students in Year 1 with 

follow-up sessions at Years 2 and 3. 

 

 

Conclusion 

 

The intervention described in this study occurred on three levels. The first 

was the explicit goal of direct instruction of top-level strategy instruction and its 

application and function in a naturalistic academic setting. This afforded a unique 

opportunity to investigate one type of instructional condition that linked isolated 

instruction with application to academic work, as suggested by Gettinger & 

Seibert (2002). Second, the intervention impacted on a tacit level into 

metacognition and self-regulation (Zimmerman, 2002) of strategy use. 

Participants reflected on their study skills and learning styles and made critical 

decisions about using strategies in academic work. Third, the intervention 

occurred on an interpersonal level between each learner and me and provided 

information on the impact of one-on-one tutoring on the academic work of 

tertiary students. 

 

At the first level, the intervention was successful for Priscilla and Kay who 

integrated top-level structure strategy into their repertoires of functional 

strategies. At the second, the intervention helped all participants to become 

aware of their study strategies and of variations in their use in applications with 

learning tasks of the Year 2 course in teacher preparation. Laura applied it 

elsewhere, finding it helpful in seeing “the big picture” in her Bible verse. Nancy 

also tried it elsewhere, experienced mixed success, and subsequently chose not to 
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use it again. However, she reflected on her thinking and studying. She now had a 

framework to critically monitor and verbalise what she was doing. Kay 

integrated the strategy to assist her with English comprehension. 

 

On the interpersonal level, my role was to provide individual tutoring that 

was informed about the academic context. I conducted initial direct instruction or 

cognitive modeling (Pogrow, 1992, in Gettinger & Seibert, 2002) in the use of 

strategy, then moved to level two at the imitative level and became the cognitive 

coach. This was invaluable experience in the process and power of the role. I had 

to listen attentively to each participant. I had to remember where they “had been” 

cognitively at our last meeting, understand where they “were now”, and present a 

guide for where they might “go next” in their strategic work. This research gave 

me opportunity to reflect and focus on the teaching and learning dyad as opposed 

to the characteristics and components of group or class instruction. 

 

Students who are motivated to succeed academically will see a need for 

tailoring study strategies to fit particular learning tasks. They should feel 

empowered to acquire new ones and to guide and adjust their use of strategies as 

required, particularly when such behaviours are deliberately encouraged by 

educators and their institution. Those studying early childhood teacher education 

at the host institution undertake a range of courses that have both collective and 

individual potential for learning. Collectively, they are a holistic teacher 

education programme. Separately, they offer different opportunities to learn in 

and for the profession and to develop insights about learning and oneself as a 

learner. Assessment tasks and expectations of them as students often differ. 

Assignments and the study necessary to succeed in second language learning, for 

example, may be different from those required to plan an effective programme to 

enhance young children’s health and physical development. Notwithstanding 

those differences, optimized adaptation of top-level structure strategy would 

enable learners to transfer strategy knowledge effectively to both learning and 

assignment tasks.  

 

At the conclusion of this research, I reckoned participants had traveled as 

far as they could with top-level structures and me. Recent electronic mail from 

 141



 
 

research participants seem to show that effects of TLS instruction may still be 

unraveling. Priscilla’s comments are descriptive of a transformation from astute 

and committed student to confident strategist, now sharing her knowledge with 

others. Kay reports that her experimentation with top-level structuring is far from 

over. Laura writes about metacognitive awareness and her academic resolve; and 

Nancy mentions positive changes in terms of self-esteem. 
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Appendix A: Semester 1, 2005, Year 2 Readings and Assignments8

 
Yr two courses  

full year (FY) 
or semester (S1) 

Part’s  
 

Readings  
(does not include 

textbooks) 

Assignments 
(required word count or  

N/A if not specified) 

Total word 
count 

Professional Studies 2 
FY 

 

Kay, Laura, 
Priscilla 

106 pages 
(53 per semester)

1. Reflective Practice 1 (N/A) 
2. Report of Administration 

Systems in a Centre (N/A) 
3. Reflective Practice 2 (N/A) 
4. Group Presentation (N/A) 
5. Essay  (3000) 

 
 
 
 

 
3000+ 

Curriculum 2 
FY 

Kay, Laura, 
Priscilla 

200 pages 
(100 per 
semester) 

1. Poster & Presentation (N/A) 
2. Planning Assignment 1 (2400) 
3. Planning Assignment 2 (2400) 

 
 

4800+ 
Te reo Maaori 2 

FY 
Kay, Laura,  

Priscilla 
 1. Oral Assessment 

2. Notebook Resource 
3. Test 

 
 

-- 
Early Childhood 

in Context 
S1 

 
all 

 
191 pages 

1. Family Report (1800) 
2. E C Timeline   (1000) 
3. Visual Display (1000) 
4. In-Class Task (N/A) 

 
 
 

3800+ 
Child Development 

S1 
 

all 
 

239 pages 
1. Child Study (2500)  

2500 
Intro to Assessment 

S1 
 

all 
 

280 pages 
1. Workbook 
2. Exam 

 
-- 

T     O     T    A     L     S 
S1 full-time  Kay, Laura, 

Priscilla 
 

863 pages 
 

16 assignments  
 

(14100+) 
S1 part-time  Nancy 710 pages 7 assignments (6300+) 
 
 

                                                 
8 Information compiled from 2005 course outlines. 



 
 

Appendix B: Overview of Research Questions 

 
Research 
questions 

Research 
objectives 

What sort of data? Who/where 
from? 

How to achieve 
this? 

Analysis Validity 

1. What strategies 
do participants 
say they use to 
interpret text? 

To discover 
participants’ theories 
of their metacognition 
as it applies when 
reading 

Participants’ written 
responses to a task and 
questionnaire in a 
repeated measure  pre- 
and post-intervention 

Participants from 
among 2nd Year  
Bachelor of 
Teaching and 
Learning 
(BTchLn) students 

Written responses 
and task-oriented 
performance 
involving reading 
and responding to 
text before and after 
TLS instruction 
intervention is 
offered 

Categorisation and interpretation 
of task and questionnaire 
responses 
 

Participants’ 
written 
responses 
verified by them 
as authentic 
 
 

2.  How will 
participants 
use TLS 
instruction? 

To uncover 
participants’ uses for 
TLS 
• awareness of their 

text 
comprehension 
strategies 

• usage of TLS in 
reading tasks 

• usage of TLS in 
writing tasks 

• Participants’ 
accounts of uses as 
reported in learning 
journals, interviews, 
and focus groups 
related to their 
metacognition and 
use of structure 
strategy 

• My (researcher’s) 
notes 

 

 
 
 
 
↓ 

• Offering 
instruction to 
participants  into 
nature and 
application of 
top-level 
structures  

• Having 
participants rate 
the extent to 
which instruction 
achieves its goal 
(i.e., making them 
TLSers) 

Collation of participants’ 
disclosures 

• Analysis of 
learning 
journal entries 

• Transcripts of 
participants’ 
interviews and 
focus groups 

• Participant 
checks of 
recorded data 
and 
interpretations 

3. What benefits 
would accrue 
for 
understanding 
how 
awareness of 
text structure 
develops?   

To uncover any 
benefits resulting 
from TLS instruction 
on participants’ 
approaches to 
academic study in a 
naturalistic context 

Participant journals, 
focus groups, and 
interviews 
 related to their  
metacognition and use  
of structure strategy, 
my (researcher’s) notes 

 
 

 
↓ 

• Conduct periodic 
interviews and 
focus groups 
with participants 

• Initiate and 
monitor 

      entries in 
learning 

      journals 

• Check for evidence of use of 
TLS and metacognitive 
awareness in journals, 
interviews, and focus groups 

• Secure instances of 
confirmation/disconfirmation 

 
 

 
↓ 
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4. In what ways did 
TLS instruction 
affect participants’ 
perceptions of the 
Year 2 academic 
experience? 
 

To discover any 
tangential effects 
resulting from TLS 
instruction on 
participants’ academic 
experiences  

Participants’ accounts of 
tangential effects as 
reported in learning 
journals, interviews, and 
focus groups 

 

 
 

↓ 

 
 
↓ 

Check for evidence of academic 
self-assessment, focus on study, 
learning, and professional 
development 

 
 

↓ 

5. What 
implications does 
the study propose 
for early childhood 
teacher education 
and pedagogy? 

To investigate potential 
benefits of TLS 
instruction for early 
childhood student 
teachers 

 
 

↓ 

 
 

↓ 

 
 

↓ 

 
 

↓ 

 
 

↓ 

 
 
 

 



 
 

Appendix C: Journal Prompts 
 
Kia ora!  This notebook is for your use. Please use it to keep a personal record of 
your ideas, thoughts, feelings, plans, questions, concerns, concept maps, etc., 
related to using text structure strategy.  

 
I hope that you will allow me to access your journal to help me learn about the 
ways you have thought about and used the TLS training we have done. 
 
Some prompts that may assist you in recording thoughts: 
 
Something I’ve reflected on … 
 
My learning strategies… 
 
A question I have is…. 
 
I have used TLS in…. 
 
This strategy is….. 
 
When I read course material, I now think about…. 
 
I now see that…. 
 
I will use TLS to…. 
 
I don’t understand…. 
 
I have a question about…. 
 
I have found that…. 
 
You can jot notes, draw pictures, make mind maps, write down questions you 
want to ask me. 
 
You can contact me anytime on ali.wegner@cce.ac.nz or by phone 345-8227. I 
can also make a time to meet with you. 
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Appendix D: Hand-out for Instructional Session  
 
 

 
 

 
 

 
 
Note: From “Effects of structure strategy instruction delivered to fifth grade 
children using the internet with and without the aid of older adult tutors” by 
B.J.F. Meyer, W. Middlemiss, E. Theodorou, K. Brezinski, J. McDougall, & B.J. 
Bartlett, 2002, Education Psychology, 94, p. 497. Copyright 2002 by APA. 
Reprinted with permission of the author. 
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Appendix E 1: Bartlett & Fletcher (2002) excerpt 

 

Module 1 Topic 2

Understanding the subject matter 
Objective 
 
You will research your assignment topic strategically, locating and 
recording information relevant to the topic in a way that makes 
sense to you.  

Overview 
To be an effective reader you must: 

• establish a reading goal  
• identify what you already know about the topic  
• predict how the article might extend this knowledge  
• engage with the reading to maximise your comprehension  
• record relevant information for future reference  
• evaluate the usefulness of the text in achieving your goal  

This topic has the following four sections: 

1. Reading metacognitively - know what you know!  
2. Some things you might do before reading  
3. Reading metacognitively - know what you need to know!  
4. Reading metacognitively - know what you learnt  

 
 

  

 

 

Note: From “Writing assignments: Improve your writing; improve your grades” 

[CD ROM] by B.J. Bartlett, and M. Fletcher, 2002. Copyright 2002. Reprinted 

with permission of the author. 
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Appendix E 2: Bartlett & Fletcher (2002) excerpt 

 

Module 1 Topic 2

1. Reading metacognitively - know what you know!  

Why are you reading this text? Put your purpose for reading into your own words. This is your reading 
goal. Check  

Are you reading-: 

• to prepare for the lecture this week  
• to clarify specific information you have already encountered in the lecture/tutorial  
• to research ideas for the assignment task  
• as exam preparation  
• or for some other reason?  

This reading goal will determine how you will read and how you will choose certain strategies to make 
sense of the text.  

Remember - a significant predictor of students' success at university is their level of metacognitive 
behaviour (Murray-Harvey, 1993; Romainville, 1994). Be a strategic reader!  
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Appendix E 3: Bartlett & Fletcher (2002) excerpt 
 
I met-a-cognition when I thought about what my thinking was, how 
successful it had been, how I could transfer it -- and how I felt about it all.  
This is what the term "metacognition" means. 

It is a word constructed from the Greek prefix "meta" (together with) and 
the Latin "cognosco" (I know), that is I know about knowing itself together 
with knowing about the content issues. However, as it has evolved in the 
literature, the term now signifies being in touch with one's own knowing and 
feeling. It also signifies the strategic rather than the non-strategic ways that 
we do these things. For example, using mnemonics to remember, or using 
top-level structure as a deliberate organiser when speaking or writing, using 
"imagining-it-was-me" to feel sympathetically, and knowing why we do these 
things.  
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Appendix E 4: Bartlett & Fletcher (2002) excerpt 

 

 

Module 1 Topic 2

2. Some things you might do before reading  

Consider the title of the article and predict the possible content of the reading. Think of your own 
experiences and existing knowledge of the topic - as a language learner; as a student (primary, 
secondary, university); as a member of a social group (church, family, sport). These prior understandings 
will help you make sense of what is to come. 

Skim read the article and focus on any headings and diagrams. This acts as a framework for you to make 
sense of the way the content is presented. When particular words or headings catch your attention, attend 
to your own responses and monitor the way you are interpreting the text. Build a sense of flow in the 
reading by finding its top level structure. Do this by answering the question: 

Is the major organisation of content presented as a list or description, a comparison, problems 
with solutions or, causes with effects?  

Now check if this article will help you in achieving your stated goal or whether you need to go elsewhere 
(eg, check the references cited in the article - will they better serve your purpose; is there another chapter 
in this book, or an article in this journal that you could try or do you need to go the library?)  

Remember - a significant predictor of students' success at university is their level of metacognitive 
behaviour (Murray-Harvey, 1993; Romainville, 1994). Be a strategic reader!  
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Appendix E 5: Bartlett & Fletcher (2002) excerpt 

Text 
organisation 

Linking words to signal top level structure of 
your essay and to give cohesion to your writing  

list 
and, in addition, also, include, moreover, besides, 
first, second, third, subsequently, another, at the 
same time, for instance, specifically  

comparison / 
contrast 

not everyone, but, in contrast, all but, instead, on the 
other hand, whereas, unlike, in opposition, the same 
as, different, difference, alternatively, compare to, 
while, although, conversley, yet, however  

problem/solution 
problem: question, puzzle, trouble, wrong, concern,  

solution: answer, response, reply,  

cause/effect 
as a result, because, since, caused, consequently, 
thus, so, therefore, on account of, so that, if...then, as  
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Appendix E 6: Bartlett & Fletcher (2002) excerpt 

 

 

Module 1 Topic 2

3. Reading metacognitively - know what you need to know! 

Some things you might do during reading: Be an active reader. This means read with intention. Always 
remember your purpose for reading and read to achieve this purpose. What level of understanding do you 
need to achieve your purposes? Is it enough to get the general 'gist' of the article or do you need to read 
for a more detailed, critical understanding? 

Establish a reading goal:  

• identify what you already know about the topic  
• predict how the article might extend this knowledge  
• engage with the reading to maximise your comprehension  
• record relevant information for future reference  
• evaluate the usefulness of the text in achieving your goal  

As you read: 

• identify the author's purpose in writing this article (to persuade, to inform),  
• what is the genre? (this will help identify the purpose)  
• how is the text organised; is the information organised as a description, a comparison, a 

problem solution, or a cause/effect structure (see top-level structure).  
• remember, that sometimes authors may not be clear about their purposes, or might 

switch genre, or organise their texts poorly  
• check at intervals to see if you are gathering information to answer your question  
• turn each heading into a question and read to answer that question.  

Recording information:

• make notes in the margins using your own words to highlight important information for 
you to understand or recall  

• head any notes with the full reference of the article, and record the page numbers beside 
your notes  

• colour-code your highlighting to locate ideas that answer one part of the question  
• use post-its notes to locate information you want to come back to  
• colour code your post-its according to ideas, assignment paragraphs or topics  

Remember - a significant predictor of students' success at university is their level of metacognitive 
behaviour (Murray-Harvey, 1993; Romainville, 1994). Be a strategic reader!  
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Appendix E 7: Bartlett & Fletcher (2002) excerpt 

 

Module 1 Topic 2

4. Reading metacognitively - know what you learnt  

Some things to do after reading:

Check to see if your reading of the article has achieved your goal. How to record your summary:  

• Draw a concept web with your question or the topic in the centre.  
• Develop a flow chart or table to sequence your ideas  

Record (some of these) 

• what you understood  
• what were the main points  
• what you want to remember  
• what you did not agree with  
• what you might use for your assignment, revision for exams  
• what you need to do further reading about  
• what answered your question.  

Remember - a significant predictor of students' success at university is their level of metacognitive 
behaviour (Murray-Harvey, 1993; Romainville, 1994). Be a strategic reader!  

References 
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Appendix F 1: Visual Organiser, Chain of Events 
 

Chain of Events 
Chain of Events is used to describe the stages of an event, the actions of 
character or the steps in a procedure.  

Key questions: What is the first step in the procedure or initiating 
event? What are the next stages or steps? How does one event lead to 
one another? What is the final outcome?  

 

 

 

 

 

 

Return to main organizers page.  

Retrieved 19 March, 2005, from the World Wide Web 
http://www.sdcoe.k12.ca.us/score/actbank/tchain.htm   
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Appendix F 2: Visual Organiser, Compare/Contrast 

 

Compare/Contrast 
This is a compare/contrast organizer. You may use it as an example to 
make your own or print it out and use it just as it is.  

 

 

 

 

 

Return to main organizers page.  

 

 

 

Retrieved 19 March, 2005, from the World Wide Web 
http://www.sdcoe.k12.ca.us/score/actbank/scomp.htm      
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Appendix F 3: Visual Organiser, Venn Diagram 

 

Venn Diagram 
This is a venn diagram organizer. You may use it as an example to 
make your own or print it out and use it just as it is.  

 

 

 

 

 

Return to main organizers page.  

 
 
 
 
Retrieved 19 March, 2005, from the World Wide Web 
http://www.sdcoe.k12.ca.us/score/actbank/svenn.htm           
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Appendix F 4: Visual Organiser, Fishbone Mapping 

 

Fishbone Mapping 
This is a fishbone mapping organizer. You may use it as an example to 
make your own or print it out and use it just as it is.  

 

 

 

 

 

Return to main organizers page or return to main strategies page.  

 
 
 
 
 
 
 
Retrieved 19 March, 2005, from the World Wide Web 
http://www.sdcoe.k12.ca.us/score/actbank/sfish.htm           
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Appendix F 5: Visual Organiser, Problem/Solution 

 

Problem/Solution 
Problem/Solution requires you to identify a problem and consider more than one 
solution and possible results.  

 

 

 

 

Return to main organizers page.  

 
 
 
 
 
 
Retrieved 19 March, 2005, from the World Wide Web 
http://www.sdcoe.k12.ca.us/score/actbank/sprobsol.htm         
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Appendix F 6: Visual Organiser, Clustering 

 

Clustering 
This is a clustering organizer. You may use it as an example to make 
your own or print it out and use it just as it is.  

 

 

 

 

Return to main organizers page.  

 
 
 
 
 
 
Retrieved 19 March, 2005, from the World Wide Web 
http://www.sdcoe.k12.ca.us/score/actbank/scluster.htm
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Appendix G 1: Research Information Letter (page 1/2) 
 

                          
 
 

                             

School of Cognition, Language and 
Special Education 
 
Telephone +61 (0) 7 3875 5667 
Facsimile +61 (0) 7 3875 5965 
www.griffith.edu.au
Mt Gravatt Campus, Griffith University 
Brisbane, Queensland 4111, Australia 

 Dovedale Avenue, PO Box 31-
065 

        Christchurch, New Zealand 
                                                                                                      Telephone  +64 (3) 348-2059 
                                                                                                      Facsimile   +64 (3) 348-4311 
                                                                                     www.cce.ac.nz
1 March, 2005 
To: SECTE year two degree students 
From: Ali Wegner, SECTE lecturer 
 
Kia ora!  This letter tells about a research project I will undertake this year and 
asks you to take part in it. Please note that this project is for research purposes only 
and not part of the BTchLn or of the normal academic activity of the School of Early 
Childhood Teacher Education. Please read below to find out about my plan and to help 
you decide whether or not you will take part in my study.  
 
Why am I asking SECTE year two degree students to participate? 
I have selected your year group for participation in this project for two reasons. First of 
all, most of you will already know me as your year one dean and lecturer last year. 
Secondly, I will not be lecturing in or assessing assignments for any year two courses. 
This is intended to minimize any potential conflict between my role as researcher and 
my role as SECTE staff member.  
 
What do I want to find out? 
I am interested in finding out about how students learn and how they think about their 
learning.  
 
What am I asking you to do? 
I would like to work with you, as year two students, and ask you to share your ideas. If 
you agree to take part, I will run sessions to give you some training that I think will help 
you with your learning. Your participation would involve the following components: 

1. completing questionnaires at the beginning and again at the end of the project 
about your learning style. Each one should take you approximately one hour to 
complete. The first one will be scheduled in February, and the second will take 
place mid-year; 

2. participating in a series of training sessions that I will conduct to teach you 
about top-level structures. I will schedule these at times that are convenient for 
you; 

3. keeping a personal journal that you will share with me about your learning and 
your studies; 

4. giving me your permission to monitor your academic progress this year. 
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Appendix G 1: Research Information Letter (p. 2/2) 
 
What if you don’t want to take part or do at first and later change your mind? 
Your participation is voluntary. Agreement to participate will give you no special 
advantage as a SECTE student, and refusal to participate will involve no penalty. 
Information about individual students who have not agreed to take part in this project 
will not be included in the research data. Additionally, participants can withdraw from 
the project at any time without having to provide any explanation. 
 
What about confidentiality? 
Your participation in this study is voluntary, so you do not have to take part. If you do, 
your identity will be kept confidential because I will not use your real name when I 
report on the results. Therefore, the identity of any individual participant will not be 
made evident in the findings. All data will be stored in a locked cabinet. 
 
What will I do with the results? 
The first thing will be that feedback about the study will be provided to the participants; 
that is, I will share with the participants whatever information I collect to make sure that 
it is accurate and that you are informed about what I find out. The research findings I 
will write my EdD thesis based on this data. An appropriate summary of the results of 
the overall research will be provided to you. I also intend to use this research to prepare 
one or more articles for publication and conference presentations. The findings of the 
project may also be used to suggest changes to the delivery of SECTE courses to benefit 
early childhood student teachers in the future.  
 
Who is supervising my research? 
As you may know, I have been working to complete an educational doctorate. For this 
project, I am supervised by Brendan Bartlett, PhD, Head of School of Cognition, 
Languages and Special Education at Griffith University, in Brisbane, Australia.  
 
What if you have any concerns or questions? 
The Christchurch College of Education Ethics Committee has reviewed and approved 
this study. You may contact them directly if you have any questions.  
 
The College requires that all participants be informed that if they have any complaint concerning the manner in which a 
research project is conducted it may be given to the researcher, or, if an independent person is preferred, to: 
                                The Chair, Ethical Clearance Committee 
                                Christchurch College of Education  
                                PO Box 31-065 
                                Christchurch 8030 
                                03 348 2059 
The Christchurch College of Education will promptly advise Gary Allen, Manager, Griffith University Research Ethics 
Committee, if it receives any concerns or complaints about the ethical conduct of this research.  
 
Alternatively, you can contact me directly by phone or email if you have any queries 
about my project.  
 
What am I required to do? 
I have to get ethical approval to do this study, inform potential participants of the project 
and get their written consent before I can begin. If you agree to participate in this study, 
please sign the attached consent form and return it to me. 
Thank you, 
Ali Wegner                                   03 345 8227                           ali.wegner@cce.ac.nz
 
cc: Christchurch College of Education Ethics Committee 
       Griffith University Human Research Ethics Committee 
       Lynda Boyd, director, SECTE 
       Sue Wartmann, SECTE year two dean 
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Appendix G 2: Participant Consent Form 
 

  
 
 
School of Cognition, Language and 
Special Education 
 
Telephone +61 (0) 7 3875 5667 
Facsimile +61 (0) 7 3875 5965 
 
www.griffith.edu.au
 
Mt Gravatt Campus, Griffith University 
Brisbane, Queensland 4111, Australia 

 
                  

 
 
 
 
 
 

                             Dovedale Avenue 
        PO Box 31-065 
        Christchurch,  

New Zealand 
Telephone  +64 (3) 348-

2059 
Facsimile   +64 (3) 348-

4311 
www.cce.ac.nz

 
 

Participant Consent Form 
 
I have read and understood the information received about Ali Wegner’s student 
learning project. I agree to be a participant in completing questionnaires, 
attending training sessions, keeping a journal of learning and allowing Ali to 
monitor my academic progress in semester 1. 
 
I understand that my participation in the project is voluntary and that I can 
withdraw at any time and without penalty. 
 
I understand that I will not be identified in the study and that my confidentiality 
will be protected. 
 
 
______________________  _________________________  
__________________ 
Signature                                Name (printed)                           Date 
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Appendix H: Pre-intervention Text and Questionnaire (page 1/4)  
 

 
 
Note. From “Young children’s understanding and experience with death,” by 
E.L. Essa, & C.I. Murray, 1994, Young Children, 49(4), p. 78-79. Copyright 
1994 by Young Children. Reprinted with permission. 
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Appendix H: Pre-intervention Text and Questionnaire (p. 2/4)  
 

Name (you can either write your own name or make one up that you will 
remember and write it in this space): 
_____________________________________________________ 
Directions: Please follow the instructions for each section of this task. This 
exercise will take you about one hour to complete.  

1. 
While reading the 
attached page, write 
down in the space 
provided any strategies 
you use 

• to understand the 
text generally 

• to understand its 
main idea 

• to remember 
what it says 

 

General understanding 
 
 
 
 
 
 
 
 
 
 
 
 
Understanding its main idea 
 
 
 
 
 
 
 
 
 
 
 
 
 
remembering 
 
 
 
 
 
 
 
 
 
 
 

When you have finished this section, please return the attached article to your 
lecturer. 
 
Then go on to the other questions on the next page. 
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Appendix H: Pre-intervention Text and Questionnaire (page 3/4)  
 

 
2. 
Write down as much as you can remember. 
Continue on the back if you need more 
space. 

How did your strategy/strategies help? 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

3. 
From what you can remember, what do you 
understand of the article?  Continue on the 
back if you need more space.  

How did your strategies help?  
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Appendix H: Pre-intervention Text and Questionnaire (page 4/4) 
 

4. 
What is the main idea of what you read?  
Continue on the back if you need more 
space. 

How did your strategies help?  
 
 
 

  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
 
 
 

 
 
5. 
What do you know about “top-level structures” and “top-level structuring”?  
Continue on the back if you need more space. 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
Thank you for completing this task!   
 
As you may know, I am undertaking a research project this year for my doctoral thesis. I 
am interested in finding out about how students learn and how they think about their 
learning. The task you have just completed will assist me in getting some initial data. If 
you are willing to submit this completed task for my study, please hand it in to your 
lecturer. Alternatively, just take this task with you. Please contact me if you want to know 
more about my project. 
Regards, 
Ali Wegner 
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Appendix I: Post-intervention Text and Questionnaire (page 1/5)  
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Appendix I: Post-intervention Text and Questionnaire (p. 2/5) 

 
Note. From “Too Much Stuff Can Hinder Children,” by J.C. Arnold, 2002, Child 
Care Information Exchange, 3, p. 7-8. Copyright 2002 by Child Care Information 
Exchange. Reprinted with permission.
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Appendix I: Post-intervention Text and Questionnaire (p. 3/5) 
 

Name _____________________________________________________ 
 
Read the attached article, which is one of the readings for Transition to 
School. You should write on or mark the article as you would if you were 
reading it for class. When you are finished, come back to this page. 

 

 
↓               ↓               ↓               ↓               ↓ 

 
Look at the article you just read and think about what you were doing 
while you were reading it.  
 
What are all of the things that you did (your strategies) to understand the 
article overall?  List those strategies here. 
 
 
 
 
 
What are all of the things that you did (your strategies) to understand the 
main idea of the article? List those strategies here. 
 
 
 
 
 
What are all of the things that you did (your strategies) to remember 
details from the article?  List those strategies here. 
 
 
 
 
 

Please set aside the article or turn the page over and go on to the next 
questions. 

 
Write down everything that you can remember of the article.  
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Appendix I: Post-intervention Text and Questionnaire (p. 4/5) 
 

 
How did your strategies help? 
 
 
 
 
From what you can remember, write down what do you understand of the 
article?  
 
 
 
 
 
 
 
 
 
How did your strategies help? 
 
 
 
 
 
 
What is the main idea of what you read?   
 
 
 
 
 
 
How did your strategies help?  
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Appendix I: Post-intervention Text and Questionnaire (p. 5/5) 
 

 
What do you know about “top-level structures” and “top-level structuring” 
(TLS)? 
 
 
 
 
 
In what way(s) and when have you come to learn about TLS? 
 
 
 
 
 
In what ways (if any) is TLS useful for undertaking readings? 
 
 
 
 
 
In what ways (if any) is TLS useful for undertaking assignments? 
 
 
 
 
 
In what ways (if any) are visual organisers useful for undertaking readings? 
 
 
 
 
 
In what ways (if any) are visual organisers useful for undertaking assignments? 
 
 
 
 
 
Thank you for completing this task. It is one of the final components for my 
research project about how students learn and how they think about their 
learning. I am very grateful for your participation in this study, for the time you 
spent talking to me and for the thoughts and ideas you have shared. 
 
Regards, 
Ali Wegner 
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Appendix J: First Semi-structured Interview Questions 
 
 

 
Semi-structured interview questions 
 
• What can you tell me about your academic work?  What courses are you 

doing?  What readings do you have for each?  What assignments do you 
have for each? 

 
• What do you find easy? 
 
• What do you find a challenge? 
 
• How do you manage your academic work? 
 
• Have you had a chance to use TLS with your reading?  How? 
 
• Have you had a chance to use TLS with your writing? How? 
 
• Has TLS had any effect on your academic work? 
 
• Do you read more? 
 
• Do you process more? 
 
• How motivated are you to read / engage with / write information? 
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Appendix K: Final Semi-structured Interview Questions (page 1/2) 

 
 
Semi-structured interview topics for:  
 
• How did you do in Semester 1 courses? 
 
• Think back to Semester 1. What do the readings mean in terms of your 

college work?  What is the purpose of reading? 
 
• How did you know which readings for which session in ECC/Ch Dev/PS? 
• [Kay], do you have the wee notebook of lists of readings for assignments that 

you mentioned? 
 
• What do the lectures mean in terms of your college work? How did lectures 

contribute to your learning?  To your assignments? 
 
• Do you take notes in class? Why? What do you record? So tell me about your 

lecture notes, then, where do they fit into this scheme?  
 
• How do notes relate to course work? 
 
• How do the assignments fit with the course and the readings? What readings 

to do for assignments, how did you know which ones to do? 
 
• Missing class, when? What happens to missed content? 
 
• How do you prioritise tasks/work/importance?  What did you see as most 

important? 
 
• Please think about your journal and the different types of text structures. Can 

you add any comments or remember any ideas you had about your work in 
there? 

 
• Can you have a look through it yourself and see if there are any other ideas or 

comments or thoughts that you have about your work with top-level 
structures that you could share with me? 

 
• How did you do on those assignments? 
 
• Do you belong to any study groups? Things to ask about/consult, who do you 

go to for answers? 
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Appendix K: Final Semi-structured Interview Questions (p. 2/2) 
 
 

 
• What marks do you make on readings, note taking, recordings in margins, 

separate tables, codes, keywords, etc.? 
 
• Preparation for teaching practice, why does you [Kay] do more than is 

required?  
 
• If you ruled the world and you could tell all the lecturers how to run courses 

and how to do this better, in ways that you think are better, what would you 
say to them, or to us? 

 
• So, what might you say about the use of readings, the types of readings? 
 
• Has study been continuous for you?  High school to college? 
 
• When did you come to NZ? With whom, what about parents/support/trips 

home? 
 
• Siblings involved in studies?  Ages of siblings?  Parental involvement in 

studies? 
 
• Did you attend high school in NZ? Any follow up on being trilingual [Kay]? 
 
• Any follow up on TLS instruction? 
 
• Do you have any general thoughts on any of the work we did? 
 
• When you are doing readings are you doing anything differently as you go 

through stuff? 
 
• After this research, do you think you will use TLS? How?   



 
 

Appendix L 1: Dates of Data Gathering with Kay 
 

Data set Date, Time, 
Location 

Participant(s) Method of data 
collection 

and tape number 
(if applicable) 

Participant 
verification 

Topic of session Materials used or provided  
to participants 

Pre-intervention task 
and questionnaire 

24/3 Year 2 degree 
students 

Written task and 
questionnaire 

-- Students’ study strategies and 
prior knowledge of TLS 

Task and questionnaire (see Appendix H) 

Instructional session 1 11/4,  
lunch hour, 
my office 

Kay, Priscilla, 
Laura 

Research anecdote -- Clarification of research, 
consent forms signed, 
definition of TLS,  
practice with children’s books  

Examples of advertisements 
Range of children’s picture books 

Instructional session 2 12/4,  
lunch hour, 
classroom 

Kay, Priscilla, 
Laura 

Field notes -- Practice with children’s stories Table of TLS types  
(Bartlett & Fletcher, 2002, p. 22);  
Table 1:  Five Basic Organizational 
Structures and Their Signals  
(Meyer et al., 2002, p. 11); 
Visual organisers, children’s stories 
Learning journals with prompts 

Focus group 1 2/5,  
lunch hour, 
classroom 

Kay and 
Priscilla 

Research anecdote -- Participant reports on TLS use  Priscilla’s journal with 2 pages of TLS 
notes 

Focus group 2 4/5,  
6:30 PM, 

library study 
room 

Kay and 
Priscilla 

Research anecdote -- Overview of semester 1 
courses 
 

Visual organisers 
Course materials 

Kay interview 1 

 

4/5,  
6:45 PM, 

library study 
room 

Kay 
 
 

Hand-recorded 
notes 

 

23/5 
 

Participant’s think-aloud of 
assignment preparation  

  

Participants’ course outlines 

Kay interview 2 6/5,  
9 AM,  

my office 

Kay Recording: 
Mini-cassette 2 

23/5 Semi-structured interview Course materials 

Kay interview 3 9/5,  
6:30 PM, 

library study 
room 

Kay Recording: 
Mini-cassette 3A 

 
 

23/5 Finish semi-structured 
interview from previous 
session 

Course materials 
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Focus group 3 23/5, 

4 PM, 
college 
lounge 

Kay and 
Priscilla 

Research anecdote -- Transcript verification Update  
 hand out for writing 
assignments  

 
Bartlett & Fletcher 2002 CD-ROM excerpt 

Focus group 4 8/6,  
lunch hour, 
my office 

Priscilla, Kay Mini cassette 8  
(first part) 

19/8 Course work update and ideas 
about text structure strategy, 
review of TLS intervention and 
research goals 

 

Focus group 6 23/6 
lunch hour 

meeting 
room 

Kay, Laura, 
Nancy,  

Mini cassette 9  
(did not work)  

field notes 

15/9 Focus group:  TLS use for 
students 

 

 8/7 Kay TLS journal    
Kay interview 4 18/8,  

11 AM, 
lecture 
theatre 

Kay Cassette 11  Semi-structured interview  

Post-intervention task 
and questionnaire 

19/8,  
lunch hour, 
library room 

Kay, Laura, 
Priscilla 

  Participants’ study strategies 
after TLS instruction 

Task and questionnaire (see Appendix I) 

 24/11 All participants    Draft of findings about each participant 
 27/2 All participants Electronic mail  Responses received 

Kay 4/3,  
Laura 9/3,  
Nancy 27/2,  
Priscilla 5/3 

 

Total meetings Pre-intervention task & questionnaire Instructional sessions Semi-structured interviews Focus group sessions Post-intervention task & questionnaire 
Kay 1 3 5 2 1 
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Appendix L 2: Dates of Data Gathering with Laura 
 

Data set Date, 
Time, 

Location 

Participant(s) Method of data 
collection 

and tape number 
(if applicable) 

Participant 
verification 

Topic of session Materials used or provided  
to participants 

Pre-intervention task 
and questionnaire 

24/3 Year 2 degree 
students 

Written task and 
questionnaire 

-- Students’ study strategies and 
prior knowledge of TLS 

Task and questionnaire (see Appendix H) 

Instructional session 1 11/4,  
lunch hour, 
my office 

Kay, Priscilla, 
Laura 

Research anecdote -- Clarification of research, 
consent forms signed, 
definition of TLS,  
practice with children’s books  

Examples of advertisements 
Range of children’s picture books 

Instructional session 2 12/4,  
lunch hour, 
classroom 

Kay, Priscilla, 
Laura 

Field notes -- Practice with children’s stories Table of TLS types  
(Bartlett & Fletcher, 2002, p. 22);  
Table 1:  Five Basic Organizational 
Structures and Their Signals  
(Meyer et al., 2002, p. 11); 
Visual organisers, children’s stories 
Learning journals with prompts 

Laura interview 1 17/5, 
4 PM, 

shopping 
mall 

Laura Recording: 
cassette 4A and B 

9/6 
 

Participant’s think-aloud of 
assignment preparation  
Semi-structured interview 

Course materials 

Focus group 5 9/6,  
lunch hour, 
my office 

Laura, Nancy Mini cassette 8  
(second part) 

Laura 19/8 
Nancy 15/9 

Course work update  
Uses of TLS 

 

Focus group 6 23/6 
lunch hour 

meeting 
room 

Kay, Laura, Nancy, Mini cassette 9  
(did not work)  

field notes 

15/9 Focus group:  TLS use for 
students 

 

 4/7 Laura TLS journal    
Laura interview 2 16/8,  

lunch hour, 
library room 

Laura Mini cassette 10  Semi-structured interview  
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Post-intervention task 
and questionnaire 

19/8,  Kay, Laura, 
Priscilla 

 
lunch hour, 
library room 

 Participants’ study strategies 
after TLS instruction 

Task and questionnaire (see Appendix I) 

 24/11 All participants    Draft of findings about each participant 
 27/2 All participants Electronic mail  Responses received 

Kay 4/3,  
Laura 9/3,  
Nancy 27/2,  
Priscilla 5/3 

 

 
 
 

Total meetings Pre-intervention task & questionnaire Instructional sessions Semi-structured interviews Focus group sessions Post-intervention task & questionnaire 
Laura 1 2 2 2 1 

 
 

 194



 
 

Appendix L 3: Dates of Data Gathering with Nancy 
 

Data set Date, 
Time, 

Location 

Participant(s) Method of data 
collection 

and tape number 
(if applicable) 

Participant 
verification 

Topic of session Materials used or provided  
to participants 

Pre-intervention task 
and questionnaire 

24/3 Year 2 degree 
students 

Written task and 
questionnaire 

-- Students’ study strategies and 
prior knowledge of TLS 

Task and questionnaire (see Appendix H) 

Instructional session 3 5/5,  
lunch hour, 
my office 

Nancy Research anecdote -- Clarification of research, 
consent form signed, 
definition of TLS,  
practice with children’s books 

Bartlett & Fletcher (2002, p. 22) table of 
TLS types; 
Meyer et al (2002, p. 11) Table 1:  Five 
Basic Organizational Structures and Their 
Signals; 
Visual organizers, children’s picture 
books 
Learning journal with prompts 

Nancy interview 1 12/5,  
lunch hour, 
my office 

Nancy Recording: 
Mini-cassette 3B 

2/6 
amended 4/6 

Semi-structured interview Course materials 

Nancy interview 2 19/5,  
lunch hour, 
my office 

Nancy Recording: 
Mini-cassette 5 

9/6 
amended 

19/6 

Unstructured interview   

Nancy interview 3 26/5,  
lunch hour, 
my office 

Nancy Recording: 
Cassette tape 6A 

15/9 Update  
handout for assignment 
writing 

Bartlett & Fletcher 2002, CD-ROM 
excerpt 

Nancy interview 4 2/6,  
lunch hour,  
my office 

Nancy Mini cassette 7 15/9 Participant’s think-aloud of 
assignment preparation  

 

 
Focus group 5 9/6,  

lunch hour, 
my office 

Laura, Nancy Mini cassette 8  
(second part) 

Laura 19/8 
Nancy 15/9 

Course work update  
Uses of TLS 

 

Focus group 6 23/6 
lunch hour 

meeting 
room 

Kay, Laura, 
Nancy,  

Mini cassette 9  
(did not work)  

field notes 

15/9 Focus group:  TLS use for 
students 
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 30/6 Nancy TLS journal    
Post-intervention task 
and questionnaire 

My home Nancy   Participant’s study strategies 
after TLS instruction 

Task and questionnaire (see Appendix I) 

Nancy interview 5 My home Nancy Cassette 13  Semi-structured interview  
 24/11 All participants    Draft of findings about each participant 
 27/2 All participants Electronic mail  

 

 
 

Responses received 
Kay 4/3,  
Laura 9/3,  
Nancy 27/2,  
Priscilla 5/3 

 

Total meetings Pre-intervention task & questionnaire Instructional sessions Semi-structured interviews Focus group sessions Post-intervention task & questionnaire 
Nancy 1 1 4 2 1 
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Appendix L 4: Dates of Data Gathering with Priscilla 
 

 
Data set Date, 

Time, 
Location 

Participant(s) Method of data 
collection 

and tape number 
(if applicable) 

Participant 
verification 

Topic of session Materials used or provided  
to participants 

Pre-intervention task 
and questionnaire 

24/3 Year 2 degree 
students 

Written task and 
questionnaire 

-- Students’ study strategies and 
prior knowledge of TLS 

Task and questionnaire (see Appendix H) 

Instructional session 1 11/4,  
lunch hour, 
my office 

Kay, Priscilla, 
Laura 

Research anecdote -- Clarification of research, 
consent forms signed, 
definition of TLS,  
practice with children’s books  

Examples of advertisements 
Range of children’s picture books 

Instructional session 2 12/4,  
lunch hour, 
classroom 

Kay, Priscilla, 
Laura 

Field notes -- Practice with children’s stories Table of TLS types  
(Bartlett & Fletcher, 2002, p. 22);  
Table 1:  Five Basic Organizational 
Structures and Their Signals  
(Meyer et al., 2002, p. 11); 
Visual organisers, children’s stories 
Learning journals with prompts 

Focus group 1 2/5,  
lunch hour, 
classroom 

Kay and Priscilla Research anecdote -- Participant reports on TLS use Priscilla’s journal with 2 pages of TLS 
notes 

Focus group 2 4/5,  
6:30 PM, 

library 
study room 

Kay and Priscilla Research anecdote -- Overview of semester 1 
courses 
 

Visual organisers 
Course materials 

Priscilla interview 1 
 
 

4/5,  
7:00 PM, 

library 
study room 

Priscilla  
 
 

Hand-recorded 
notes 

 

23/5 
 

Participant’s think-aloud of 
assignment preparation  

 

Priscilla interview 2 4/5,  
7:30 PM, 

library 
study room 

Priscilla Recording:   
Mini-cassette 1 

23/5, 
amended 5/6 

Semi-structured interview  
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Focus group 3 23/5, 

4 PM, 
college 
lounge 

Kay and Priscilla Research anecdote -- Transcript verification Update  
 hand out for writing 
assignments  

 
Bartlett & Fletcher 2002 CD-ROM 
excerpt 

Priscilla interview 3 
 

26/5,  
7 PM, 
library study 
room 

Priscilla Research anecdote -- reviewed EC in Context 
assignment that had been 
marked 

ECC assignment 1 
Degree course book 
 

Priscilla interview 4 26/5,  Priscilla Recording: 
Cassette tape 6B 

19/8 Update and questions Calendar of due dates 
 7:30 PM, 

library study 
room 

Focus group 4 8/6,  
lunch hour, 
my office 

Priscilla, Kay Mini cassette 8  
(first part) 

19/8 Course work update and ideas 
about text structure strategy, 
review of TLS intervention 
and research goals 

 

 4/8 Priscilla TLS journal    
Priscilla interview 5 19/8,  

2:15  PM, 
library room 

Priscilla Mini cassette 12  Semi-structured interview  

Post-intervention task 
and questionnaire 

19/8,  Kay, Laura, 
Priscilla 

 
lunch hour, 
library room 

 Participants’ study strategies 
after TLS instruction 

Task and questionnaire (see Appendix I) 

 24/11 All participants    Draft of findings about each participant 
 27/2 All participants Electronic mail  Responses received 

Kay 4/3,  
Laura 9/3,  
Nancy 27/2,  
Priscilla 5/3 

 

 
 
 

Total meetings Pre-intervention task & questionnaire Instructional sessions Semi-structured interviews Focus group sessions Post-intervention task & questionnaire 
Priscilla 1 3 5 1 1 
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Appendix M: Table of Coding (Excerpt from Nancy’s Category Grid with Numbered Headings) 

4          What’s easy? 
(personal interests) 

6       Managing 
work? 

7   TLS for 
reading? 

8             
TLS for writing? 

11  
Ali’s TLS prompts 

12 Assignment 
preparation 

14 Unclassified (use 
of coding system) 

used TLS when 
watching a video 
(Nancy Interview 
1:285-287) 

[I’ve read the written 
briefing] at least 8-
10 times. (Nancy 
Interview 2:90-91) 

It’s interesting as well, 
you only have to read it 
once and you remember 
it. (Nancy Interview 
1:193-194) 

Wed night panic. Do 
some reading. Plan is to 
do reading every night, 
but doesn’t work out. 
So it’s the day at 
college. (Nancy 
Interview 1:88-90) 

might encourage you 
to see if TS might be 
something you could 
use to construct your 
assignments… 
(Nancy Interview 
1:297-305) 
see if TS might be a 
useful strategy… 
(Nancy Interview 
1:275-279) 

written down my 
ideas, done a list at 
this stage and then 
cross out what I don’t 
need, find ref. for 
what I need ref. for… 
It’s only 1000 
words… Waffle it out 
to about 2000, then 
cross out bits that 
don’t apply… (Nancy 
Interview 1:318-329) 

Once I did it, I 
recalled what it was, 
but didn’t really apply 
it. I just went oh, yes, 
that was description or 
that was contrast and 
didn’t really, no. 
(Nancy Interview 
2:276-278) 

No, not really [using 
TLS strategy]. (Nancy 
Interview 4:21) 
 

…and I’ve marked 
off in my book 
which readings for 
which assignments… 
When I read a 
reading, if it is one 
thing in particular, I 
write it down here, 
beside the reading – 
what it’s about. 
(Nancy Interview 
2:127-128)  

I’m actually interested 
now… it makes some 
assignments easier… 
I’m loving [a course].  
All of the assignments 
in that are just brilliant.  
It just makes you think 
about… where you’ve 
been, where you’re 
going….  That I’ve 
really, really enjoyed. 
(Nancy Interview 
3:482,486,488-491)  

I looked at the ones 
we talked about and 
wondered if I could 
use them for here 
and thought well, it’s 
really only 
descriptive that I’m 
doing and looked at 
the words and 
thought, “could I use 
any of those words?” 
and thought, “well, 
I’ve probably used 
them anyway.” So, I 
don’t’ really think I 
use anything. 
(Nancy Interview 
12:148-152) 

Once I start writing, I 
just seem to keep 
going and going and 
get it all out of my 
head, and then I can 
go back and cut out. 
(Nancy Interview 
1:336-346,402-404) 

TS might help you 
clarify and strengthen 
the strategies you 
already have… be 
more focussed… 
thing about big 
picture… looks like 
and upside-down tree, 
different levels of 
structure. (Nancy 
Interview 1:392-398) 

Nothing… everything 
else is on hold… That’s 
the only way I work. I 
can’t do lots of things at 
once. I have to do them 
one at a time and then 
move on. Even with 
readings I feel I have to 
concentrate on the 
one… I just feel better 
when I’m only doing 
one thing – I feel like 
my brain can’t juggle 
everything at once 
because its juggling too 
many other things… I 
can only do one thing at 
a time. (Nancy 
Interview 2:195-
208,240-243) 

talk to me about any 
TS that you are using, 
the ones we talked 
about or another that 
you are using. (Nancy 
Interview 2:145-147) 

When I left here I sat 
in the car and went, 
“dut, dut, dut” and 
wrote it all down – 
did it all in the book 
so you could see how 
I did it, because I 
don’t really know 
myself – and then 
haven’t really touched 
it again until this 
morning. (2:7-10) 
I have a look at what 
they’re going to mark 
on… what I need to 
make sure is there. 
(Nancy Interview 
2:36-38) 

How you’re going to 
structure your text… 
You’ve decided it’s 
going to be a 
description, you’ve 
got that in mind… 
You’re circling 
words… You’re 
highlighting things… 
You’re considering 
where they fit. (Nancy 
Interview 2:175-181) 

I don’t think 
consciously I’m 
thinking about it at 
all, to be honest. 
Whether it’s 
happening on the 
subconscious level, I 
don’t know, but 
consciously I’m 
carrying on and 
doing what I 
normally do… I 
looked at [the B&F 
excerpt] and 
thought, 
“metacognitively,” 
and I thought, “I 
know about that.” 
(Nancy Interview 
19:132-134,143-
144) 

[I have] not used TLS 
consciously… [if 
my]thoughts are 
jumbled, it gives you 
an overview of how 
correct articles are 
written, that there are 
different types [of 
TS]. If starting out 
[reading], know why 
you are reading, 
[instead of] looking 
for lots of articles that 
are not relevant if told 
about [TLS] when 
started. P 26 of B & F 
of how text is 
organised, [use of] 
linking words and 
some easy examples 
like chn’s books. 
(Nancy, Focus group 
6:40,44-49) 

I’m running out of time 
now… it’s due in 22 
days and I haven’t got 
my [child dev] obs 
[done] yet, of which I 
need to do 8… I was 
supposed to do one this 
morning, but it didn’t 
happen. It’s pretty much 
an ongoing “when I’m 
free and when they’re 
[the family] free.” 
(Nancy Interview 
4:111-120) 

Well, it fascinates me.  
A lot of parents tell chn 
they are wrong, and I 
haven’t observed this 
child yet [for Ch study].  
It’s a friend’s child, and 
I’m thinking that she 
might do that, and that 
interests me as well, 
how you respond to the 
chn.  So, I’ve written 
down the chapter that 
it’s on so I can come 
back to it if it does 
happen during the obs.  
I know exactly where it 
is, I don’t have to look 
for it. (Nancy Interview 
4:78-83) 

When I first type it, 
the only shaping I do 
is circle words I 
don’t like. When I’m 
writing… all I can 
think of is the 
layman’s terms…, 
it’s not what I want, 
but I can’t think of 
the word right now, 
so I just put a circle 
round it… When I’m 
typing, sometimes it 
comes to me. And if 
it doesn’t, I might 
use a thesaurus on it, 
and if it doesn’t, I 
highlight it… When 
I go back to it 
another day… a 
different word… just 
comes. (Nancy 
Interview 2:159-166) 



 
 

Appendix N 1: Electronic Mail to Participants, 27 February 2006 
 
 
 

"Wegner, Ali" <Ali.Wegner@cce.ac.nz> wrote: 
 
Kia ora, koutou, 
   
I hope the year has started out well for all of you. I am putting final touches on 
my thesis, and working on a presentation to be done in Nashville in July! 
   
I need to ask each of you three questions. Please respond via "reply" to this 
email, that will be fine. 
   
 1. Have you had a chance to read the 'results' material I sent at the end of 
last year?  If so, have you had any further thoughts on my account of your 'case'?  
Did I 'get it right'? Would you like to receive a copy of some further reflection 
that I have done? 
   
 2. Tell me whether you've made changes/what changes have happened 
since last year in your thinking, workings, and applications of top-level 
structuring and metacognition. Have you had further applications, thoughts, 
ideas, uses of top-level structures? Can you briefly tell me about these? 
   
 3. Please make a prediction about your ongoing exploration over time of 
the nature, workings, and applications of top-level structuring and metacognition 
for yourself as an individual and for yourself as an early childhood teacher. In 
what ways will you use top-level structures? How has the research impacted on 
you as a person, as a teacher? 
   
Please ring or email if questions are not clear. With many thanks for your time 
and involvement, 
  
Ali Wegner 
Lecturer, Year 1 Dean (BTchLn on-campus) 
Te Kura Mätauranga Kaiako Köhungahunga / School of Early Childhood Teacher Education 
Te Whare Whai Mätauraka ki Ötautahi / Christchurch College of Education 
Tel: +64 3 345 8227 
Fax +64 3 343 7795  
 
"WARNING: The contents of this email may contain information that is legally privileged and/or confidential to the 
named recipient. This information is not to be used by any other person and/or organisation. The views expressed in this 
document do not necessarily reflect those of the Christchurch College of Education." 
 
No virus found in this incoming message. 
Checked by AVG Free Edition. 
Version: 7.1.375 / Virus Database: 268.1.2/274 - Release Date: 3/03/06 
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Appendix N 2: Kay’s E-mail Response 
 
From: [Kay] 
Sent: Sat 4/03/2006 12:11 p.m. 
To: Wegner, Ali 
Subject:  
 
Hello dear Ali, 
 
Good day�c.I�fm so sorry for this late reply. Congratulations for your 
presentation to be done in Nashville in July! Good luck for that!! Thank you very 
much for the chance to take part in your research. I enjoyed it and beneficial 
from this experience. By the way, thanks a lot for the small gifts. I haven�ft got a 
chance to watch a movie, perhaps after the four weeks stressed TP. 
 
I read the �eresult�f material that you sent. I found that it was so interesting. I do 
not have any further thoughts on my account of my �ecase�f.  You got what I 
mean exactly. Thank you very much to figure out on what I said. Can I please 
have a copy of some further reflection that you have done? I really look forward 
to read it.  
 
As I recalled, I find that the top-level structuring and metacognition are so 
helpful. Undoubtedly, It helped me to understand my readings. That�fs what I 
believed as I commenced to use TLS for my readings. Besides, I also found that 
TLS and metacognition are advantageous for my assignments too (That�fs not 
what I thought at the beginning to use TLS). I discovered the usefulness as I 
struggle my assignments at the end of last year. The reason is because it helps me 
to start my assignments in an organize way. Basically, what I have done was 
used the clustering organizer to record information relevant to the topic of my 
assignments. As an English as second language student, I think TLS is helpful 
for me to organize my points strategically. For example, I scrambled my points 
before I recognize TLS. As a result, readers always confused on the job that I 
have done. However,  I got a picture in my mind that how I can start my 
assignments. Also, wouldn�ft have too much trouble if follow the structure that I 
have planned. Therefore, I think TLS and metacognition are helpful.  I gained 
more confidence in using TLS and metacognition now. I will also continue to use 
TLS and metacognition for my readings and assignments.   
 
For my ongoing exploration of the TLS and metacognition, as an early childhood 
teacher, I think I will use it to write learning stories. Perhaps, at the beginning, I 
will find out what I want to write about the child. Then, I will find out an 
organizer that can fit my thought. I believe it will make the learning story more 
interesting. Besides that, I think it will also help me to think critically if I want to 
propose a programme for children. That is to say, I will use a suitable organizer 
to do my planning. TLS and metacognition will help me to see the whole picture 
so that I can see the good and less points. For example, if I want to propose a 
new programme in the centre, I will use the TLS and metacognition to aim for 
my goals and objectives.  
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The impacts that reflect on me are I think TLS and metacognition help me to 
�etidy up�f my scramble thinking systematically. I will use it not only for my 
study but also as I want to make decisions in my daily life. I believe that it plays 
an important guideline. It will cultivate me as a mature teacher and being a deep-
thinker!! 
 
Ali, I do apologize if you can�ft read my explanation easily. Please do let me 
know if that is the case. I will make it clear again.   
 
All of the best and wish you have a great year. 
 
Regards, 
  
[Kay] 
________________________________ 
 
Looking for love? Check out XtraMSN Personals <http://g.msn.com/8HMBENNZ/2749??PS=47575>   
 
--  
Internal Virus Database is out-of-date. 
Checked by AVG Free Edition. 
Version: 7.1.375 / Virus Database: 268.1.0/269 - Release Date: 24/02/06 
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Appendix N 3: Laura’s E-mail Response 
 
From: [Laura] 
Sent: Thursday, 9 March 2006 4:35 p.m. 
To: Wegner, Ali 
Subject: RE: May I ask three follow-up questions of you, please? 

HI Ali, 
  
Hope this is helpful 
[Laura] 
  
  
1. Have you had a chance to read the 'results' material I sent at the end of last 
year?  Yes - I didn't read it all but skim read. If so, have you had any further 
thoughts on my account of your 'case'? It was interesting what you had 
written. Did I 'get it right'? Yeah I think that you did a good job of analysing 
what was said. Would you like to receive a copy of some further reflection that I 
have done? Yes, that would be interesting.  
  
2. Tell me whether you've made changes/what changes have happened since last 
year in your thinking, workings, and applications of top-level structuring and 
metacognition. Have you had further applications, thoughts, ideas, uses of top-
level structures? Can you briefly tell me about these? I have just got back into 
College after a long break (3 months) and there has been quite a busy stage with 
family events taking place (brother getting married, sister moving away, parents 
leaving to go back to Fiji, etc) and so I haven't really thought that much about it. 
However I think that the metacognition - knowing what I know - it having an 
effect on my studies so far this year. I'm aware that that this is a full on year and 
mentally prepared for things to be this way. It should be interesting and I know I 
must keep focussed. 
  
3. Please make a prediction about your ongoing exploration over time of the 
nature, workings, and applications of top-level structuring and metacognition for 
yourself as an individual and for yourself as an early childhood teacher. In what 
ways will you use top-level structures? How has the research impacted on you as 
a person, as a teacher? Again the metacognition has made me more aware of 
what I do and do not know. I read assignment questions more in depth and 
actually consciously remind myself sometimes to focus on what people are 
saying to find out what is required. 
 

-- 
No virus found in this incoming message. 
Checked by AVG Free Edition. 
Version: 7.1.375 / Virus Database: 268.2.0/276 - Release Date: 7/03/06 
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Appendix N 4: Nancy’s E-mail Response 
 
From: [Nancy] 
Sent: Mon 27/02/2006 2:23 p.m. 
To: Wegner, Ali 
Subject: RE: May I ask three follow-up questions of you, please? 
 
Kia Ora, 
  
Cheers for the e-mail.  I'm FLO this year and haven't actually 
done anything other than note due dates for assignments.   
  
1.  Yes, I read the results and agreed with your comments.  I 
think I told myself I'm too pushed for time and didn't open 
myself to invite changes in my study style. 
  
2.  Haven't honestly thought any more about it since I read your 
results.   
I feel I've had a change in my opinion of myself and my ability 
since last year through conversations with family, old school 
friends and yourself.   
  
3. The research has introduced me to top level structuring but I 
don't see myself using it in the near future.  My personal 
situation has not eased up as far as time to study goes so I 
cannot see myself taking the time to change and use this 
structuring.  Unfortunately I am 'passing' on the way I'm 
studying so don't see a need to change what I'm doing when I 
don't feel I have the time available to start again on my study 
habits. 
  
The impact of the research on me personally has been benefical as 
I mentioned in (2) as I now believe a little more in my ability. 
  
Nashville sounds exciting and well worth all the effort you've 
put in. 
  
Good Luck 
 

[Nancy]
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Appendix N 5: Priscilla’s E-mail Response 
 
 
From: [Priscilla]  
Sent: Sun 5/03/2006 11:59 a.m. 
To: Wegner, Ali 
Subject: Re: May I ask three follow-up questions of you, please? 
 
 
Kia ora Ali 
  
The year has started really well for us.  We are all really 
looking forward to going out on teaching practice tommorrow.  I 
hope all of your study is going well.  Thank you very much for 
posting the results material.  I found it throughly interesting. 
  
1.  The 'results' material looks very accurate to me.  It was 
very interesting to see how each of the students in your study 
carried out different ways of preparing for readings, tests, 
exams and assignments etc.   
Yes Please I would like to receive a copy of further reflection 
of the study. 
  
2.  No I have not made any changes in the way I approach my work.  
This year I have started and will continue to apply and use top-
level structuring and metacognition strategies for all course 
work as I found it very helpful to pull out main key ideas and 
group into logical order making readings etc much clearer to 
understand.  Further applications of top-level structures as a 
thought could be used in early childhood centres to help 
structure main key ideas for programme planning meetings, 
structuring ideas and data in order to write and carry out 
learning stories etc.   
  
3.  In all of my work this year I will continue to use top-level 
structuring and metacognition I will use it in all readings, 
planning of assigments, and as an early childhood student teacher 
out on teaching practice such as collaborating information for 
learning stories and assignments etc.  Top-level structuring will 
especially be helpful for our research assignments that we will 
be carrying out this year. 
  
This research has impacted hugely on both me as a teacher and a 
person.  I have found when I am reading anything now, for e.g.  
the evening paper, formal articles, formal writing, application 
forms etc I automatically think back to what I have learnt with 
top-level structuring and if I dont understand something I break 
it down into main key ideas using lists, order and other types of 
top-level structuring diagrams etc to help me complete forms and 
understand and read for meaning.   
Towards the end of my holidays when my younger brother started 
back at college I taught him and gave him information and ideas 
about how to set out and prepare his work, assignments tests etc 
for colllege using top-level structuring.  He had a particular 
english assignment where he had to read a novel and write an 
essay about it on his own personal reflection.  I helped him 
group important key information in order using flow diagrams and 
lists from top-level structuring.  He was then able to write his 
essay from start to finish and he found it so much easier using 
the top-level structuring method to write his personal reflection 
as it was clearer and structured in order so as he wrote he just 
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refered back to his notes and assembled his essay into logical 
order.  Subsequently he handed it in to his teacher and recieved 
a very high mark for it and the teacher was very impressed how he 
set it out.   
  
Thank you so much for sharing your study with us.  It has been 
most interesting and extremely helpful not only in course work 
but also in every day life.   
  
I wish you all the best for your thesis and presentation in 
Nashville in July.  
Many Thanks  
[Priscilla.] 
 
 
Send instant messages to your online friends http://au.messenger.yahoo.com  
 
--  
No virus found in this incoming message. 
Checked by AVG Free Edition. 
Version: 7.1.375 / Virus Database: 268.1.2/274 - Release Date: 3/03/06 
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