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Two component skills are thought to be necessary for successful word problem solving: (1) the produc-
tion of visual-schematic representations and (2) the derivation of the correct relations between the solu-
tion-relevant elements from the text base. The first component skill is grounded in the visual–spatial
domain, and presumed to be influenced by spatial ability, whereas the latter is seated in the linguis-
tic–semantic domain, and presumed to be influenced by reading comprehension. These component skills
as well as their underlying basic abilities are examined in 128 sixth grade students through path analysis.
The results of the path analysis showed that both component skills and their underlying basic abilities
explained 49% of students’ word problem solving performance. Furthermore, spatial ability and reading
comprehension both had a direct and an indirect relation (via the component skills) with word problem
solving performance. These results contribute to the development of instruction methods that help stu-
dents using these components while solving word problems.
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1. Mathematical word problem solving

Mathematical word problem solving plays a prominent role in
contemporary mathematics education (Rasmussen & King, 2000;
Timmermans, Van Lieshout, & Verhoeven, 2007). The term word
problem is used to refer to any math exercise where significant
background information on the problem is presented as text rather
than in mathematical notation. As word problems often involve a
narrative of some sort, they are occasionally also referred to as
story problems (Verschaffel, Greer, & De Corte, 2000). An example
of a word problem is given below (taken from Hegarty & Kozhevni-
kov, 1999):

Example 1. At each of the two ends of a straight path, a man
planted a tree and then, every 5 m along the path, he planted
another tree. The length of the path is 15 m. How many trees were
planted?

Students often experience difficulties in the understanding of
the text of a word problem, rather than its solution (Carpenter,
Corbitt, Kepner, Lindquist, & Reys, 1981; Lewis & Mayer, 1987).
Two component skills are thought to be necessary for successful
word problem solving: (1) producing visual-schematic representa-
tions (e.g., Hegarty & Kozhevnikov, 1999; Krawec, 2010; Montague
& Applegate, 2000; Van Garderen & Montague, 2003) and (2) rela-
tional processing, that is deriving the correct relations between the
solution-relevant elements from the text base (e.g., Hegarty, Mayer,
& Monk, 1995; Kintsch, 1998; Van der Schoot, Bakker Arkema,
Horsley, & Van Lieshout, 2009; Verschaffel, 1994; Verschaffel,
De Corte, & Pauwels, 1992). These two component skills are pre-
sumed to explain unique variance in students’ word problem solv-
ing performance and cover different processing domains (Hegarty
& Kozhevnikov, 1999; Krawec, 2010; Van der Schoot et al., 2009).
The production of visual-schematic representations is grounded
in the visual–spatial domain (e.g., Hegarty & Kozhevnikov, 1999;
Krawec, 2010; Mayer, 1985; Van Garderen, 2006), whereas rela-
tional processing is seated in the linguistic–semantic domain
(e.g., Pape, 2003; Thevenot, 2010; Van der Schoot et al., 2009).
These component skills, as well as the basic abilities which under-
lie each of these skills, are described below.
1.1. Component skill in the visuo-spatial domain: The production of
visual-schematic representations

Rather than the superficial selection of numbers and relational
keywords from the word problem text (often resulting in the exe-
cution of the wrong arithmetic operations), good word problem
solvers generally construct a visual representation of the problem
to facilitate understanding (e.g., Hegarty & Kozhevnikov, 1999;
Krawec, 2010; Montague & Applegate, 2000; Van der Schoot
et al., 2009). With this, the nature of these visual representations
determines their effectiveness. According to Hegarty and
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Kozhevnikov (1999), two types of visual representations exist: pic-
torial and visual-schematic representations. Children who create
pictorial representations tend to focus on the visual appearance
of the given elements in the word problem. These representations
consist of vivid and detailed visual images (Hegarty & Kozhevni-
kov, 1999; Presmeg, 1997). However, several studies have reported
that the production of pictorial representations is negatively re-
lated to word problem solving performance (Ahmad, Tarmizi, &
Nawawi, 2010; Hegarty & Kozhevnikov, 1999; Kozhevnikov, He-
garty, & Mayer, 2002; Krawec, 2010; Van Garderen, 2006; Van
Garderen & Montague, 2003). An explanation for this finding is that
children who make pictorial representations fail to form a coherent
visualization of the described problem situation and base their rep-
resentations solely on a specific element or sentence in the word
problem text (Hegarty & Kozhevnikov, 1999; Krawec, 2010; Van
Garderen, 2006; Van Garderen & Montague, 2003). Children who
make visual-schematic representations do integrate the solution-
relevant text elements into a coherent visualization of the word
problem (e.g., Ahmad et al., 2010; Krawec, 2010; Van Garderen,
2006). This explains why, in contrast to the production of pictorial
representations, the production of visual-schematic representa-
tions is found to be positively related to word problem solving
performance (Hegarty & Kozhevnikov, 1999; Van Garderen, 2006;
Van Garderen & Montague, 2003).

1.1.1. Basic ability in the visuo-spatial domain: Spatial abilities
The production of visual-schematic representations is influ-

enced by spatial ability. Children with good spatial skills have been
found to be better able to make visual-schematic representations
than children with poor spatial skills (e.g., Hegarty & Kozhevnikov,
1999; Krawec, 2010; Van Garderen, 2006; Van Garderen & Monta-
gue, 2003). Although there are many definitions of what spatial
ability is, it is generally accepted to be related to skills involving
the retrieval, retention and transformation of visual information
in a spatial context (Velez, Silver, & Tremaine, 2005). Especially
the involvement of a specific spatial factor – that is, spatial visual-
ization – in making coherent visual-schematic representations has
been made clear by several authors (Hegarty & Kozhevnikov, 1999;
Krawec, 2010; Van Garderen, 2006; Van Garderen & Montague,
2003). Spatial visualization refers to the ability to mentally manip-
ulate objects (i.e. mental rotation; Kaufmann, 2007; Voyer, Voyer,
& Bryden, 1995). In the present study, spatial ability refers to
spatial visualization as described above.

Besides the role of spatial ability in word problem solving
via the production of visual-schematic representations, several
authors also report a direct relation between spatial ability and
word problem solving (Battista, 1990; Blatto-Vallee, Kelly,
Gaustad, Porter, & Fonzi, 2007; Booth & Thomas, 1999; Edens &
Potter, 2008; Geary, Saults, Liu, & Hoard, 2000; Hegarty &
Kozhevnikov, 1999; Orde, 1997). Blatto-Vallee et al. (2007), for
example, showed that spatial abilities explained almost 20% of un-
ique variance in word problem solving performance. Casey and col-
leagues revealed that the direct role of spatial abilities in word
problem solving lies in performing the actual mathematical opera-
tions and numerical reasoning (e.g., Casey, Nuttall, & Pezaris, 1997,
2001; Casey et al., 2008).

1.2. Component skill in the linguistic–semantic domain: Relational
processing

Although the production of visual-schematic representations is
a necessary condition for successful word problem solving, it is not
always a sufficient condition (Kintsch, 1998; Pape, 2003; Van der
Schoot et al., 2009), since children may be very well capable of
forming a visual-schematic representation without being able to in-
fer the correct relations between the solution-relevant elements
from the word problem text (Coquin-Viennot & Moreau, 2003; Kra-
wec, 2010; Thevenot, 2010). Relational processing in word prob-
lem solving can be effectively revealed in word problems in
which the relational term maps onto non-obvious mathematical
operations (De Corte, Verschaffel, & De Win, 1985; Kintsch, 1998;
Thevenot, 2010; Thevenot & Oakhill, 2005, 2006; Van der Schoot
et al., 2009). In word problems with an obvious mapping, it is suf-
ficient to first select the numbers and relational terms from the
text and then to directly translate these into a set of computations
(Hegarty et al., 1995; Pape, 2003; Van der Schoot et al., 2009).
However, in non-obvious word problems, other text elements are
necessary for the construction of an effective mental model of
the word problem including the appropriate relations between
the key variables (De Corte et al., 1985; Thevenot, 2010; Thevenot
& Oakhill, 2005, 2006; Van der Schoot et al., 2009). Consider, for
example, the following word problem in which the relation term
‘more than’ primes an inappropriate mathematical operation:

Example 2. At the grocery store, a bottle of olive oil costs 7 euro.

That is 2 euro ‘more than’ at the supermarket.

If you need to buy 7 bottles of olive oil, how much will it cost at
the supermarket?

In this so-called inconsistent word problem (Hegarty, Mayer, &
Green, 1992; Hegarty et al., 1995; Kintsch, 1998; Van der Schoot
et al., 2009), the crucial arithmetic operation (i.e. 7-2) cannot be
simply derived from the relational keyword (‘more than’). Rather
than making use of a superficial, direct-retrieval strategy (Giroux
& Ste-Marie, 2001; Hegarty et al., 1995; Thevenot, 2010; Verschaf-
fel, 1994; Verschaffel et al., 1992), problem solvers have to appeal
to a problem-model strategy in which they translate the problem
statement into a qualitative mental model of the base type of situ-
ation (in this case: a subtraction situation) that is hidden in the
problem. Here, this translation requires the identification of the
pronominal reference ‘that is’ as the indicator of the relation be-
tween the value of the first variable (‘the price of a bottle of olive
oil at the grocery store’) and the second (‘the price of a bottle of ol-
ive oil at the supermarket’). On the basis of the constructed mental
model, problem solvers are then able to plan and execute the re-
quired arithmetic operations. Hence, inconsistent word problems
are suitable to measure relational processing.

1.2.1. Basic ability in the linguistic–semantic domain: Reading
comprehension

Previous studies have shown that the role of relational process-
ing in word problem solving is influenced by a child’s reading com-
prehension abilities (e.g., Lee, Ng, Ng, & Lim, 2004; Van der Schoot
et al., 2009). For example, Lewis and Mayer (1987), Pape (2003),
Van der Schoot et al. (2009) and Verschaffel et al. (1992) showed
that children find it easier to convert the relation term ‘more than’
to a subtraction operation (as in the example above) than the rela-
tional term ‘less than’ to an addition operation. This effect has been
explained by assuming that the semantic memory representation
of ‘less than’ is more complex than that of ‘more than’, an effect
which is known as the lexical marking principle (Clark, 1969).
The reason behind this effect is that the marked relational term
(‘less than’) and unmarked relational term (‘more than’) differ in
their frequency of occurrence (**French, 1979; Goodwin & John-
son-Laird, 2005; Schriefers, 1990). Whereas the marked term is
used only in its contrastive, ‘negative’ sense (‘Peter has less mar-
bles than David’), the unmarked term is used in two senses: the
contrastive, ‘positive’ sense (‘Peter has more marbles than David’)
but also a neutral, nominal sense (‘Does she have more than one
child?’). For word problem solving, the implication is that the
memory representation of ‘less than’ is more ‘fixed’ than the mem-
ory representation of ‘more than’ (Van der Schoot et al., 2009).
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Fig. 1. Path model with all hypothesized pathways.
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Presumably, the fixedness of its memory representation hinders
the problem solvers’ ability to reverse ‘less than’ in the inconsistent
condition (in which it primes the inappropriate arithmetic opera-
tion). What is of relevance here is that processing a marked rela-
tional term such as ‘less than’ (or ‘times less than’) is found to be
closely associated with reading comprehension abilities (Van der
Schoot et al., 2009). In particular, overcoming its semantic com-
plexity and performing the statement reversal are thought to be
comprehension-related skills (Kintsch, 1998; Thevenot, 2010).
Thus, in this study, reading comprehension is hypothesized to have
an indirect effect on word problem solving performance via its
influence on relational processing, that is, the mapping of mathe-
matical terms onto mathematical operations (Lee et al., 2004).

However, previous studies have also demonstrated a direct ef-
fect between reading comprehension and word problem solving
(Pape, 2004; Vilenius-Tuohimaa, Aunola, & Nurmi, 2008). Presum-
ably, general reading comprehension abilities are important in
dealing with the linguistic–semantic word problem characteristics
such as the semantic structure of a word problem, the sequence of
the known elements in the problem text, and the degree in which
the semantic relations between the given and the unknown quan-
tities of the problem are stated explicitly (De Corte et al., 1985). All
these word problem characteristics have been shown to have an ef-
fect on children’s solution processes (e.g., De Corte & Verschaffel,
1987; De Corte et al., 1985; Søvik, Frostrad, & Heggberget, 1999).

Given that they are grounded in different processing domains
(visual–spatial and linguistic–semantic), the two major component
skills in word problem solving (production of visual-schematic
representation and relational processing) are hypothesized to be
unrelated in this study. Yet, the basic abilities which are presumed
to underlie these component skills, respectively spatial ability and
reading comprehension, are expected to be connected. This
hypothesis is based on studies which indicate that both abilities
share some cognitive elements like working memory (Ackerman,
Beier, & Boyle, 2005; Hannon & Daneman, 2001; Shah & Miyake,
1996) and general intelligence (Ackerman et al., 2005; Keith, Rey-
nolds, Patel, & Ridley, 2008), as well as on the large body of studies
which accentuate the importance of spatial ability in the produc-
tion of non-linguistic situation models during reading comprehen-
sion (Haenggi, Kintsch, & Gernsbacher, 1995; Kendeou,
Papadopoulos, & Spanoudis, 2012; Kintsch, 1998; Phillips, Jarrold,
Baddeley, Grant, & Karmiloff-Smith, 2004; Plass, Chun, Mayer, &
Leutner, 2003). Nonetheless, we do not expect the relation be-
tween spatial ability and reading comprehension to bring about a
direct relation between the two component skills. This expectation
is based on the assumption that the direct relationship between
these component skills is weak and will therefore vanish in the
presence of (the relationship between) the basic abilities.

1.3. The present study

A path model for successful word problem solving is established
on the basis of the two component skills and their underlying basic
abilities as discussed above. The complete path model is repre-
sented in Fig. 1. The upper part of the model involves constructs
in the visuo-spatial domain – that is, visual-schematic representa-
tions and spatial ability – while the lower part involves constructs
in the linguistic–semantic domain, that is, relational processing
and reading comprehension. Of note is that within both domains
direct and indirect paths are hypothesized. Furthermore, a correla-
tion between both basic abilities is captured in the path model.

While all separate relations in our proposed model have been
previously investigated in earlier studies, the present study is un-
ique as it combines the component skills and basic underlying abil-
ities from both processing domains in one model. The results
obtained from this study can broaden our knowledge of the factors
that are important for word problem solving and can provide an
interesting starting point for an effective word problem solving
instruction.

The aim of the present study is twofold:

(1) Investigate whether the component skills and basic abilities
in the two processing domains explain unique variance in
students’ word problem solving skills.

(2) Examine the direct and indirect (via the component skills)
effects of the basic abilities on word problem solving.

2. Method

2.1. Sample

The study contained data from 128 Dutch sixth grade students
(64 boys, Mage = 11.73 years, SDage = 0.43 years and 64 girls,
Mage = 11.72 years, SDage = 0.39 years) from eight elementary
schools in The Netherlands. These eight schools were randomly
drawn from a total of 20 elementary schools. Approximately 15
students of each of the eight elementary schools were selected
on the basis of their proficiency score on the CITO Mathematics test
(2008). The CITO Mathematics test is a nationwide standardized
test (developed by the Institute for Educational Measurement) to
follow students’ general math ability during their elementary
school career. On the basis of this test the students are equally di-
vided in low, average and high math performers to obtain a repre-
sentative sample. Parents provided written informed consent
based on printed information about the purpose of the study.

2.2. Instruments and measurement procedure

The measurement instruments that were used in this study
were administrated to the students by three trained independent
research-assistants in two sessions of approximately 45 and
30 min.

2.2.1. Word problem solving performance
Word problem solving performance were examined with the

Mathematical Processing Instrument (MPI), translated to Dutch.
The MPI consisted of 14 word problems based on previous studies
(Hegarty & Kozhevnikov, 1999; Van Garderen & Montague, 2003,
see Appendix A). The internal consistency coefficient (Cronbach’s
alpha) of this instrument, measured in American participants, is
.78 (Hegarty & Kozhevnikov, 1999). The Cronbach’s alpha of the



Fig. 3. A pictorial representation of word problem 1.
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MPI in this study was .72. The word problems were printed on
cards and presented in four different orders. All problems were
read out loud to the students to control for differences in decoding
skill. To prevent that the execution of the required arithmetic oper-
ations would be a determining factor in students’ word problem
solving, these operations were easy and could be solved by every
student. Furthermore, students were allowed to solve each word
problem within 3 min and during this time the experimenter did
not speak to the student. To be sure that students had enough time
to solve the word problems, a pilot study was conducted with five
sixth grade students. The results of the pilot study showed that
every student was able to solve each of the 14 items of the MPI
within the required 3 min. The number of problems solved cor-
rectly was used as the dependent variable in the analysis.

2.2.2. Component skill in the visuo-spatial domain: Production of
visual-(schematic) representations

After the 3 min of problem solving time, a short interview was
held about the nature of the (mental) representation evoked by the
word problem. The exact procedure of this interview is adapted
from the study of Hegarty and Kozhevnikov (1999). We adjusted
some questions of this interview procedure to make sure that chil-
dren were not forced to make a visual representation, but used the
strategy they preferred to solve the word problem (see Appendix B
for the interview-format).

For each visual representation a score was obtained expressing
whether the students had made a visual-schematic or a pictorial
representation. These two representation categories are exempli-
fied by the following word problem:

‘‘Problem 1: A balloon first rose 200 meters from the ground,
then moved 100 meters to the east, and then dropped
100 meters. It then traveled 50 meters to the east, and finally
dropped straight on the ground. How far was the balloon from
its original starting point?’’

A representation was coded as visual-schematic if students
drew a diagram, used gestures showing spatial relations between
elements in a problem in explaining their solution strategy, or re-
ported a spatial image. Fig. 2 shows an example of a visual-sche-
matic representation.

A representation was coded as pictorial if the student drew an
image of the objects and/or persons referred to in the problem,
rather than the relations between them.

Fig. 3 shows an example of a pictorial representation.
In total 612 representations were made by the students. All rep-

resentations were coded by three independent coders. In the first
coding session 32 representations were randomly selected and
coded according to the two categories by all coders. The inter-rater
reliability of these 32 coded representations was high (Cohen’s
Kappa (j) = .88, Tabachnick & Fidell, 2006). Because the results of
this coding session were good, the remaining representations were
coded by all coders in the same way. Because we were only inter-
ested in the production of visual-schematic representations, the to-
tal number of visual-schematic representations made by each
student was included in the analysis.
Fig. 2. A visual-schematic representation of word problem 1.
2.2.3. Component skill in the linguistic–semantic domain: Relational
processing

To determine relational processing, i.e. the derivation of the cor-
rect relations between the solution-relevant elements from the
text base of the word problem, we used the inconsistency task.
The inconsistency task contained eight two-step compare prob-
lems consisting of three sentences, which were selected from the
study of Hegarty et al. (1992) and translated into Dutch. The first
sentence of each word problem was an assignment statement
expressing the value of the first variable, that is, the price of a prod-
uct at a well-known Dutch store or supermarket (e.g., At Albert
Heijn a bottle of olive oil costs 4 euro). The second sentence con-
tained a relational statement expressing the value of the second
variable (i.e. the price of this product at another store or supermar-
ket) in relation to the first (e.g., At Spar, a bottle of olive oil costs
3 euro more than at Albert Heijn). In the third sentence, the prob-
lem solver was asked to find a multiple of the value of the second
variable (e.g., If you need to buy three bottles of olive oil, how
much will you pay at Spar?). The answer to these word problems
always involved first computing the value of the second variable
(e.g., 4 + 3 = 7) and then multiplying this solution by the quantity
given in the third sentence (e.g., 7 times 3 = 21). In this task, the
consistency of the word problems was manipulated. Consistency
refers to whether the relational term in the second sentence was
consistent or inconsistent with the required arithmetic operation.
A consistent sentence explicitly expressed the value of the second
variable (V2) in relation to the first variable (V1) introduced in the
prior sentence (At V2, product A costs N euro [more/less] than at
V1). An inconsistent sentence related the value of the second var-
iable to the first by using a pronominal reference (This is N euro
[more/less] than at V2). Consequently, the relational term in a con-
sistent word problem primed the appropriate arithmetic operation
(‘more than’ when the required operation is addition, and ‘less
than’ when the required operation is subtraction), and the rela-
tional term in an inconsistent word problem primed the inappro-
priate arithmetic operation (‘more than’ when the required
operation is subtraction, and ‘less than’ when the required opera-
tion is addition). We controlled for difficulty in reading compre-
hension throughout the consistent and inconsistent word
problems by balancing the number of unmarked (‘more than’)
and marked (‘less than’) relational terms. As such, the relatively
higher complexity that would have been introduced by an incon-
sistent item cannot be explained by any effect of markedness.

The numerical values used in the word problems were selected
on basis of the following rules in order to control for the difficulty
of the required calculations: (1) The answers of the first step of the
operation were below 10, (2) The final answers were between the



Fig. 4. The Paper Folding task (Ekstrom, French, Harman, & Derman, 1976).
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14 and 40, (3) None of the first step or final answers contained a
fraction of a number or negative number, (4) No numerical value
occurred twice in the same problem, and (5) None of the (possible)
answers resulted in 1. The numerical values used in consistent and
inconsistent word problems were matched for magnitude.

For the analysis, we looked at the students’ accuracy (i.e. the
amount of correct answers) on the inconsistent word problems.
The internal consistency coefficient of this measure in the present
study was high (Cronbach’s alpha = .90).
2.2.4. Basic ability in the visuo-spatial domain: Spatial ability
The Paper Folding task (retrieved from The Kit of Factor-Refer-

enced Cognitive Tests; Ekstrom, French, Harman, & Derman,
1976) and the Picture Rotation task (Quaiser-Pohl, 2003) were
standardized tasks used to measure spatial visualization. In the Pa-
per Folding task, children were asked to imagine the folding and
unfolding of pieces of paper. In each problem in the test, some fig-
ures were drawn at the left of a vertical line and there were others
drawn at the right. The figures at the left of the vertical line repre-
sented a square piece of paper being folded. On the last of these fig-
ures one or two small circles were drawn to show where the paper
had been punched. Each hole was punched throughout the thick-
nesses of paper at that point. One of the five figures at the right
of the vertical line showed where the holes would be located when
the paper was completely unfolded. Children had to decide which
one of these figures was correct. This task took 6 min and had a suf-
ficient internal consistency coefficient in the present study (Cron-
bach’s alpha = .70). Fig. 4 shows one of the 20 test items of the
Paper Folding task.

In the Picture Rotation task children were asked to rotate a non-
manipulated picture of an animal at the left of a vertical line. The
three pictures at the right of the vertical line showed the rotated
and/or mirrored image of that same animal. One of these three pic-
tures was only rotated; two of these pictures were both rotated
and mirrored. Children had to decide which of the three pictures
was only rotated. This task took 1.5 min and its internal consis-
tency coefficient in this study was high (Cronbach’s alpha = .93).
Fig. 5 shows one of the 30 test items of the Picture Rotation task.

To obtain a general measure of spatial ability, the raw scores of
each of the spatial ability tasks were rescaled into a z-score. Subse-
quently, these z-scores were aggregated into an average z-score
(M = .00, SD = .84).
1 B (path a): the unstandardized coefficient from spatial ability/reading compre-
hension to the production of visual-schematic representations/relational processing.
B (path b): the unstandardized coefficient from the production of visual-schematic
representations/relational processing to word problem solving performance. B (total):
direct relation between spatial ability/reading comprehension and word problem
solving performance.
2.2.5. Basic ability in the linguistic–semantic domain: Reading
comprehension

The standardized CITO (Institute for Educational Measurement)
Reading comprehension test (2010) was used to measure chil-
dren’s reading comprehension skills. Each test contains two mod-
ules, each consisting of a text and 25 multiple choice questions.
The questions pertained to the word, sentence or text level and
tapped both the text base and situational representation that the
reader constructed from the text (e.g., Kintsch, 1988). Students’
raw test scores on the 50 items were rescaled to a normed profi-
ciency score. The proficiency scores (M = 42.06, SD = 14.06) made
it possible to compare the results of the reading comprehension
test with other versions of this test from other years. The internal
consistency coefficient of this test in sixth grade students was high
with a Cronbach’s alpha of .89 (Weekers, Groenen, Kleintjes, &
Feenstra, 2011).
2.3. Data analysis

Path analyses using MPlus Version 4 (Muthén & Muthén, 2006)
were performed to examine if the hypothesized model fitted the
data. The standard Maximum Likelihood (ML) method of estimat-
ing free parameters in structural equation models was used to
asses model fit. In this procedure, a non-significant chi-square
(X2), a root-mean-square error of approximation (RMSEA) under
.05, and a Comparative Fit Index (CFI) value above .95 together
indicate a strong fit of the data with the model, while a RMSEA va-
lue under .08 and a CFI above .90 indicate an adequate fit (Hu &
Bentler, 1999; Kline, 2005). Two path analyses were performed
to examine the path model which fitted the data best.

First, the complete hypothesized model (see Fig. 1) was tested,
including the two component skills, their underlying basic abilities
and their connection with word problem solving performance. This
model was considered as the baseline model in the analyses. To
examine the presence of mediation by the two component skills,
the baseline model, including both direct and indirect effects,
was tested against a second model containing only the direct ef-
fects (see Fig. 6). If the second model had worse fit indices com-
pared to the baseline model – based on a significant increase of
the chi-square statistic (CMIN) –, mediation effects were present
(Kline, 2005). The degree in which the effect is reduced is an indi-
cator of the potency of the mediator (Preacher & Hayes, 2008). The
value of this indirect effect was calculated with the following
formula1:

Bindirect ¼ Bðpath aÞ � Bðpath bÞ

followed by

Bindirect=BðtotalÞ
3. Results

3.1. Descriptive statistics

Table 1 presents the means and standard deviations of, and the
correlations between, the five measures of this study. This table
shows that the correlations between the measures are moderate,
except for two correlations. The correlation between the produc-
tion of visual-schematic representations and students’ relational
processing skills is negligible (r = .08). On the other hand, the cor-
relation between spatial ability and word problem solving is strong
(r = .59).
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Fig. 6. Model 2, including only the direct effects.
Fig. 7. Hypothesized model, including the standardized estimates of the variables
influencing word problem solving performance, the significant pathways are
indicated with an asterisk, �p < .05, ��p < .001.
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3.1.1. Examining the complete hypothesized path model, including
direct and indirect effects

The hypothesized path model is assessed with Maximum Like-
lihood estimation. The fit indices for this baseline model are good:
X2 (3) = 3.50, p = .32, CFI = .99 and RMSEA = .04.

Fig. 7 shows the graphical representation of the hypothesized
model, including the standardized parameter estimates. Table 2
shows the complete parameter estimates of the model. The path
analysis shows that 49.1% (R2 = .491) of the variance in word prob-
lem solving performance is explained by the production of visual-
schematic representations (b = .27, p < .001), spatial ability (b = .39,
p < .001), students’ relational processing skills (b = .21, p < .001)
and reading comprehension (b = .18, p < .05). This is a large effect
size (Tabachnick & Fidell, 2006). Spatial ability (b = .31, p < .001)
explains 9.6% (R2 = .096) of the variance in the production of vi-
sual-schematic representations and reading comprehension
(b = .34, p < .001) explains 11.2% (R2 = .112) of the variance in rela-
tional processing. These two effect sizes can be categorized as
medium (Tabachnick & Fidell, 2006). Finally, in line with our
expectations, the correlation between spatial ability and reading
comprehension is significant (r = .44, p < .001).
3.1.2. Testing mediation
In order to test the existence of mediation by the two compo-

nent skills, the baseline model is tested against a second model,
including only the direct effects (see Fig. 6). If the baseline model
fits the data better, mediation exists and both direct and indirect
effects are present.
Table 1
Intercorrelations, means, standard deviations for all measures.

Measure 1. 2.

1. Word problem solving performance –
2. Relational processing .37** –
3. Production of visual-schematic representations .44** .08
4. Reading comprehension .48** .33**

5. Spatial ability (z-score) .59** .24*

* p < .01.
** p < .001.
Also the second path model is assessed with Maximum Likeli-
hood estimation. This model has a bad model fit: X2(6) = 54.22,
p < .001, CFI = .62, RMSEA = .25. Compared to the baseline model,
the second model fits the data less adequately: CMIN (3) = 50.72,
p < .001. This finding indicates that the model with both direct
and indirect effects fits the data better than the model with only
the direct effects. This means that – at least partial – mediation oc-
curs. Thus, in line with our expectations, spatial ability and reading
comprehension have both a direct and indirect relation with word
problem solving. The value of the indirect effect of spatial ability
can be calculated as follows:

Bindirect ¼ BðaÞ � BðbÞ ¼ 0:90� 0:31 ¼ 0:279; and
Bindirect=Btotal ¼ 0:279=1:30 ¼ 0:21:

The value of the indirect effect of reading comprehension can be
calculated in the same way:

Bindirect ¼ BðaÞ � BðbÞ ¼ 0:03� 0:45 ¼ 0:014; and
Bindirect=Btotal ¼ 0:014=0:04 ¼ 0:34:

Thus, the production of visual-schematic representations
explains 21% of the relation between spatial ability and word
problem solving performance. On the other hand, relational
processing explains 34% of the relation between reading compre-
hension and word problem solving performance.
3. 4. 5. M SD

6.68 2.87
2.94 1.27

– 2.13 2.45
.26* – 42.06 14.06
.31** .43** – .00 .84



Table 2
Results from the path analysis, including unstandardized and standardized parameter estimates of the direct pathways.

Pathway B SE b

Visual-schematic representations Word problem solving performance 0.31** .08 .27
Spatial ability Visual-schematic representations 0.90** .24 .31
Spatial ability Word problem solving performance 1.30** .25 .39
Relational processing Word problem solving performance 0.45* .15 .21
Reading comprehension Relational processing 0.03** .01 .34
Reading comprehension Word problem solving performance 0.04* .02 .18

* p < .05.
** p < .001.
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4. Discussion

This study examined the importance of two component skills –
that is, the production of visual-schematic representations and
relational processing – as well as their basic underlying abilities
– that is, spatial ability and reading comprehension – for successful
word problem solving (e.g., Hegarty & Kozhevnikov, 1999; Van der
Schoot et al., 2009; Van Garderen, 2006). The uniqueness of this
study lies in the fact that it is the first study that examined these
constructs, tapping different processing domains (i.e. visuo-spatial
and linguistic–semantic), in one hypothesized path model. More-
over, both direct and indirect effects of spatial ability and reading
comprehension were investigated.

In line with previous research, the results of the path analyses
showed that the two component skills (i.e. the production of vi-
sual-schematic representations and relational processing) ex-
plained unique variance in students’ word problem solving
performance (Hegarty & Kozhevnikov, 1999; Van der Schoot
et al., 2009; Van Garderen, 2006). With respect to the direct and
indirect effects of the component skills’ underlying basic abilities,
this study showed that 21% of the relation between spatial ability
and word problem solving was explained by the production of vi-
sual-schematic representations. Furthermore, 34% of the relation
between reading comprehension and word problem solving was
explained by relational processing. Overall, the path model ex-
plained 49% of the variance in word problem solving.
4.1. Limitations

Two limitations of this study should be mentioned. The first
limitation covers the instrument to determine the nature of the vi-
sual representations that were made. After each item of the MPI a
short interview was held to establish (1) whether a visual repre-
sentation was made and (2) whether this representation was picto-
rial or visual-schematic in nature. Although the most visual
representations were made on paper during the task (M = 3.58),
some representations were made mentally (M = 1.20). This means
that, when the students were asked to describe and draw the pic-
tures they had in their mind while solving the problem (see the
interview procedure described in Appendix B), careful observations
from the test assistants were essential to disclose these mental
representations. Yet, they could not be completely sure if the rep-
resentation drawn on a piece of paper (asked retrospectively) was
an exact copy of the representation that was made in the head of
the child during task performance. Videotapes of each test admin-
istration were used to facilitate the process of signaling the mental
visual representations.

The second limitation pertains to the correlational nature of the
data, which makes it impossible to draw conclusions about any
causal relationships between basic abilities, component skills and
word problem solving performance. The results of this study only
show that these variables are associated with each other. Future
experimental studies in which the component skills and basic
abilities are manipulated, should make it possible to draw stronger
conclusions concerning causal relationships between the processes
which are involved in word problem solving.

4.2. Directions for future research

In future research the production of visual-schematic represen-
tations and relational processing should be examined in more de-
tail to draw stronger conclusions. For example, we suggest to
examine the production and characteristics of visual representa-
tions in the light of individual differences, i.e. differences between
low, average and high achievers and/or boys and girls. Several
authors have found differences between low, average and high
achievers in their production of visual representations and word
problem skills (e.g., Van Garderen, 2006; Van Garderen & Monta-
gue, 2003). In addition, the scientific literature gives indications
that boys have better spatial skills than girls (e.g., Casey, Nuttall,
Benbow, & Pezaris, 1995; Casey et al., 1997). Therefore, the produc-
tion of visual-schematic representations might be a more naturally
representation strategy for boys compared to girls.

The findings of this study are also interesting for educational
practice. Follow-up studies should examine the effects of interven-
tions in which elementary and secondary school students are
taught to systematically build visual-schematic (mental) represen-
tations during math problem solving. Several studies have shown
that it is more effective to teach children to make their own repre-
sentations, instead of providing representations in advance (e.g., in
the form of illustrations, Van Dijk, Van Oers, & Terwel, 2003; Van
Dijk, Van Oers, Van den Eeden, & Terwel, 2003). The use of sche-
ma-based instruction in word problem solving (e.g., Jitendra, DiPi-
pi, & Perron-Jones, 2002; Jitendra & Hoff, 1996), where students
have to map the information onto a relevant schematic diagram
after identifying the problem type, might therefore be a less
effective manner to increase word problem solving performance.
Besides teaching students to produce visual-schematic representa-
tions, one should teach students to derive the correct relations
between solution-relevant elements from the text base of the word
problem. As reading comprehension is found to be essential for this
component skill, word problem instruction should not only focus
on the strategic aspects of word problem solving, but also on the
more linguistic–semantic aspects.

Appendix A

The word problems on the Mathematical Processing Instrument
(Hegarty and Kozhevnikov, 1999):

1. At each of the two ends of a straight path, a man planted a tree
and then every 5 m along the path he planted another tree. The
length of the path is 15 m. How many trees were planted?

2. On one side of a scale there is a l kg weight and half a brick.
On the other side there is one full brick. The scale is bal-
anced. What is the weight of the brick?
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3. A balloon first rose 200 m from the ground, then moved
100 m to the east, then dropped 100 m. It then traveled
50 m to the east, and finally dropped straight to the ground.
How far was the balloon from its original starting point?

4. In an athletics race, Jim is four meters ahead of Tom and
Peter is three meters behind Jim. How far is Peter ahead of
Tom?

5. A square (A) has an area of 1 square meter. Another square
(B) has sides twice as long. What is the area of B?

6. From a long stick of wood, a man cut 6 short sticks, each
2 feet long. He then found he had a piece of 1 foot long left
over. Find the length of the original stick.

7. The area of a rectangular field is 60 square meters. If its
length is 10 m, how far would you have traveled if you
walked the whole way around the field?

8. Jack, Paul and Brian all have birthdays on the 1st of January,
but Jack is 1 year older than Paul and Jack is 3 years younger
than Brian. If Brian is 10 years old, how old is Paul?

9. The diameter of a tin of peaches is 10 cm. How many tins
will fit in a box 30 cm by 40 cm (one layer only)?

10. Four young trees were set out in a row 10 m apart. A well
was situated beside the last tree. A bucket of water is needed
to water two trees. How far would a gardener have to walk
altogether if he had to water the four trees using only one
bucket?

11. A hitchhiker set out on a journey of 60 miles. He walked the
first 5 miles and then got a lift from a lorry driver. When the
driver dropped him he still had half of his journey to travel.
How far had he traveled in the lorry?

12. How many picture frames 6 cm long and 4 cm wide can be
made from a piece of framing 200 cm long?

13. On one side of a scale there are three pots of jam and a 100 g
weight. On the other side there are a 200 g and a 500 g
weight. The scale is balanced. What is the weight of a pot
of jam?

14. A ship was North-West. It made a turn of 90� to the right. An
hour later it made a turn through 45� to the left. In what
direction was it then traveling?

Appendix B

These interview questions were used by the examiner:
If a picture was made on paper

1. How did your picture of the problem help you get the answer?

[The child answers the question and moves onto the next word
problem]

If no picture was made on paper

1. How did you solve the problem?

If the child describes a mental picture or uses gestures.

1. Describe the picture you had in your mind while you were solv-
ing the problem, and make the picture on the paper.

2. How did your picture of the problem help you get the answer?

[The child answers the questions and moves onto the next word
problem]

References

Ackerman, P. L., Beier, M. E., & Boyle, M. O. (2005). Working memory and
intelligence: The same of different constructs? Psychological Bulletin, 131,
30–60. http://dx.doi.org/10.1037/0033-2909.131.1.30.
Ahmad, A., Tarmizi, R. A., & Nawawi, M. (2010). Visual representations in
mathematical word problem solving among form four students in Malacca.
Procedia Social and Behavioral Sciences, 8, 356–361. http://dx.doi.org/10.1016/
j.sbspro.2010.12.050.

Battista, M. T. (1990). Spatial visualization and gender differences in high school
geometry. Journal for Research in Mathematics Education, 21, 47–60. <http://
www.jstor.org/stable/749456>.

Blatto-Vallee, G., Kelly, R. R., Gaustad, M. G., Porter, J., & Fonzi, J. (2007). Visual–
spatial representation in mathematical problem solving by deaf and hearing
students. Journal of Deaf Studies and Deaf Education, 12, 432–448. http://
dx.doi.org/10.1093/deafed/enm022.

Booth, R. D. L., & Thomas, M. O. J. (1999). Visualization in mathematics learning:
Arithmetic problem solving and student difficulties. Journal of Mathematical
Behavior, 18, 169–190. http://dx.doi.org/10.1016/S0732-3123(99)00027-9.

Carpenter, T. P., Corbitt, M. K., Kepner, H. S., Lindquist, M. M., & Reys, R. E. (1981).
National assessment. In E. Fennema (Ed.), Mathematics education research;
Implications for the 80’s (pp. 22–38). Reston, VA: National Council of Teachers of
Mathematics.

Casey, B. M., Andrews, N., Schindler, H., Kersh, J. E., Samper, A., & Copley, J. (2008).
The development of spatial skills through interventions involving block
building activities. Cognition and Instruction, 26, 269–309. http://dx.doi.org/
10.1080/07370000802177177.

Casey, M. B., Nuttall, R. L., Benbow, C. P., & Pezaris, E. (1995). The influence of spatial
ability on gender differences in mathematics college entrance test scores across
diverse samples. Developmental Psychology, 31, 697–705. http://dx.doi.org/
10.1037/0012-1649.31.4.697.

Casey, M. B., Nuttall, R. L., & Pezaris, E. (1997). Mediators of gender differences in
mathematics college entrance scores: A comparison of spatial skills with
internalized beliefs and anxieties. Developmental Psychology, 33, 669–680.
http://dx.doi.org/10.1037/0012-1649.33.4.669.

Casey, M. B., Nuttall, R. L., & Pezaris, E. (2001). Spatial–mechanical reasoning skills
versus mathematics self-confidence as mediators of gender differences on
mathematics subtest using cross-national gender-based items. Journal of
Research in Mathematics Education, 32, 28–57. <http://www.jstor.org/stable/
749620>.

CITO (2008). Leerling- en onderwijsvolgsysteem, Rekenen-Wiskunde groep 7
[Mathematics test grade 5]. Arnhem: Cito.

CITO (2010). Leerling- en onderwijsvolgsysteem, Begrijpend Lezen groep 7 [Reading
comprehension test grade 5]. Arnhem: Cito.

Clark, H. H. (1969). Linguistic processes in deductive reasoning. Psychological
Review, 76, 387–404. http://dx.doi.org/10.1037/h0027578.

Cocquin-Viennot, D., & Moreau, S (2003). Highlighting the role of the episodic
situation model in the solving of arithmetical problems.. European Journal of
Psychology of Education, 18, 267–279. http://dx.doi.org/10.1007/BF03173248.

De Corte, E., & Verschaffel, L. (1987). The effect of semantic structure on 1st-graders
strategies for solving addition and subtraction word problems. Journal of
Research in Mathematics Education, 18, 363–381. <http://www.jstor.org/stable/
749085>.

De Corte, E., Verschaffel, L., & De Win, L. (1985). Influence of rewording verbal
problems on children’s problem representations and solutions. Journal of
Educational Psychology, 77, 460–470. http://dx.doi.org/10.1037/0022-0663.
77.4.460.

Edens, K., & Potter, E. (2008). How students unpack the structure of a word
problem: Graphic representations and problem solving. School Sciences and
Mathematics, 108, 184–196. http://dx.doi.org/10.1111/j.1949-8594.2008.
tb17827.x.

Ekstrom, R. B., French, J. W., Harman, H., & Derman, D. (1976). Kit of factor-referenced
cognitive tests. Princeton, NJ: Educational Testing Service.

French, P. L. (1979). Linguistic marking, strategy, and affect in syllogistic reasoning.
Journal of Psycholinguistic Research, 8, 425–449. http://dx.doi.org/10.1007/
BF01067329.

Geary, D. C., Saults, S. J., Liu, F., & Hoard, M. K. (2000). Sex differences in spatial
cognition, computational fluency, and arithmetic reasoning. Journal of
Experimental Child Psychology, 337–353. http://dx.doi.org/10.1006/jecp.2000.
2594.

Goodwin, G. P., & Johnson-Laird, P. N. (2005). Reasoning about relations.
Psychological Review. European Journal of Psychology and Education, 112,
468–493. http://dx.doi.org/10.1037/0033-295X.112.2.468.

Giroux, J., & Ste-Marie, A. (2001). The solution of compare problems among first
grade students. European Journal of Psychology and Education, 16, 141–161.
http://dx.doi.org/10.1007/BF03173022.

Haenggi, D., Kintsch, W., & Gernsbacher, M. A. (1995). Spatial situation models and
text comprehension. Discourse Processes, 19, 173–199. http://dx.doi.org/
10.1080/01638539509544913.

Hannon, B., & Daneman, M. (2001). A new tool for measuring and understanding
individual differences in the component processes of reading comprehension.
Journal of Educational Psychology, 93, 103–128. http://dx.doi.org/10.1037/0022-
0663.93.1.103.

Hegarty, M., & Kozhevnikov, M. (1999). Types of visual–spatial representations and
mathematical problem solving. Journal of Educational Psychology, 91, 684–689.
http://dx.doi.org/10.1037/0022-0663.91.4.684.

Hegarty, M., Mayer, R. E., & Green, C. E. (1992). Comprehension of arithmetic word
problems: Evidence from students’ eye fixations. Journal of Educational
Psychology, 84, 76–84. http://dx.doi.org/10.1037/0022-0663.84.1.76.

Hegarty, M., Mayer, R. E., & Monk, C. A. (1995). Comprehension of arithmetic word
problems: A comparison of successful and unsuccessful problem solvers. Journal

http://dx.doi.org/10.1037/0033-2909.131.1.30
http://dx.doi.org/10.1016/j.sbspro.2010.12.050
http://dx.doi.org/10.1016/j.sbspro.2010.12.050
http://www.jstor.org/stable/749456
http://www.jstor.org/stable/749456
http://dx.doi.org/10.1093/deafed/enm022
http://dx.doi.org/10.1016/S0732-3123(99)00027-9
http://refhub.elsevier.com/S0361-476X(13)00019-2/h0030
http://refhub.elsevier.com/S0361-476X(13)00019-2/h0030
http://refhub.elsevier.com/S0361-476X(13)00019-2/h0030
http://refhub.elsevier.com/S0361-476X(13)00019-2/h0030
http://dx.doi.org/10.1080/07370000802177177
http://dx.doi.org/10.1037/0012-1649.31.4.697
http://dx.doi.org/10.1037/0012-1649.33.4.669
http://www.jstor.org/stable/749620
http://www.jstor.org/stable/749620
http://dx.doi.org/10.1037/h0027578
http://dx.doi.org/10.1007/BF03173248
http://www.jstor.org/stable/749085
http://www.jstor.org/stable/749085
http://dx.doi.org/10.1037/0022-0663.77.4.460
http://dx.doi.org/10.1037/0022-0663.77.4.460
http://dx.doi.org/10.1111/j.1949-8594.2008.tb17827.x
http://dx.doi.org/10.1111/j.1949-8594.2008.tb17827.x
http://refhub.elsevier.com/S0361-476X(13)00019-2/h0075
http://refhub.elsevier.com/S0361-476X(13)00019-2/h0075
http://dx.doi.org/10.1007/BF01067329
http://dx.doi.org/10.1007/BF01067329
http://dx.doi.org/10.1006/jecp.2000.2594
http://dx.doi.org/10.1006/jecp.2000.2594
http://dx.doi.org/10.1037/0033-295X.112.2.468
http://dx.doi.org/10.1007/BF03173022
http://dx.doi.org/10.1080/01638539509544913
http://dx.doi.org/10.1037/0022-0663.93.1.103
http://dx.doi.org/10.1037/0022-0663.93.1.103
http://dx.doi.org/10.1037/0022-0663.91.4.684
http://dx.doi.org/10.1037/0022-0663.84.1.76


A.J.H. Boonen et al. / Contemporary Educational Psychology 38 (2013) 271–279 279
of Educational Psychology, 87, 18–32. http://dx.doi.org/10.1037/0022-
0663.87.1.18.

Hu, L., & Bentler, P. M. (1999). Cutoff criteria for fit indexes in covariance structure
analysis: Conventional criteria versus new alternatives. Structural Equation
Modeling, 6, 1–55. http://dx.doi.org/10.1080/10705519909540118.

Jitendra, A., DiPipi, C. M., & Perron-Jones, N. (2002). An exploratory study of schema-
based-word-problem-solving instruction for middle school students with
learning disabilities: An emphasis on conceptual and procedural
understanding. The Journal of Special Education, 36, 23–38. http://dx.doi.org/
10.1177/00224669020360010301.

Jitendra, A., & Hoff, K. (1996). The effects of schema-based instruction on
mathematical word-problem-solving performance of students with learning
disabilities. Journal of Learning Disabilities, 29, 422–431. http://dx.doi.org/
10.1177/002221949602900410.

Kaufmann, S. B. (2007). Sex differences in mental rotation and spatial visualization
ability: Can they be accounted for by differences in working memory capacity?
Intelligence, 35, 211–223. http://dx.doi.org/10.1016/j.intell.2006.07.009.

Keith, T. Z., Reynolds, M. R., Patel, P. G., & Ridley, K. R. (2008). Sex differences in
latent cognitive abilities ages 6 to 59: Evidence from the Woodcock Johnson III
Tests of Cognitive Abilities. Intelligence, 36, 502–525. http://dx.doi.org/10.1016/
j.intell.2007.11.001.

Kendeou, P., Papadopoulos, T. C., & Spanoudis, G. (2012). Processing demands of
reading comprehension tests in young readers. Learning and Instruction, 22,
354–367. http://dx.doi.org/10.1016/j.learninstruc.2012.02.001.

Kintsch, W. (1988). The role of knowledge in discourse comprehension: A
construction–integration model. Psychological Review, 95, 163–183. http://
dx.doi.org/10.1037/0033-295X.95.2.163.

Kintsch, W. (1998). Comprehension: A paradigm for cognition. Cambridge: Cambridge
University Press.

Kline, R. B. (2005). Principles and practice of structural equation modeling (2nd ed.).
New York: The Guilford Press.

Kozhevnikov, M., Hegarty, M., & Mayer, R. E. (2002). Revising the visualizer–
verbalizer dimension: Evidence for two types of visualizers. Cognition and
Instruction, 20, 47–77. http://dx.doi.org/10.1207/S1532690XCI2001_3.

Krawec, J. L. (2010). Problem representation and mathematical problem solving of
students with varying abilities (doctoral dissertation, University of Miami).
Miami.

Lee, K., Ng, S.-W., Ng, E.-L., & Lim, Z.-Y. (2004). Working memory and literacy as
predictors of performance on algebraic word problems. Journal of Experimental
Child Psychology, 89, 140–158. http://dx.doi.org/10.1016/j.jecp.2004.07.001.

Lewis, A. B., & Mayer, R. E. (1987). Students’ miscomprehension of relational
statements in arithmetic word problems. Journal of Educational Psychology, 79,
363–371. http://dx.doi.org/10.1037/0022-0663.79.4.363.

Mayer, R. E. (1985). Mathematical ability. In R. J. Sternberg (Ed.), Human abilities: An
information processing approach (pp. 127–150). San Francisco: Freeman.

Montague, M., & Applegate, B. (2000). Middle school students’ perceptions,
persistence, and performance in mathematical problem solving. Learning
Disability Quarterly, 23, 215–227. <http://www.jstor.org/stable/1511165>.

Muthén, L. K., & Muthén, B. (2006). Mplus user’s guide (Version 4). Los Angeles, CA:
Muthén & Muthén.

Orde, B. J. (1997). Drawing as visual–perceptual and spatial ability training. In
Proceedings of selected research and development presentations at the 1997
National Convention of the Association for Educational Communications and
Technology.

Pape, S. J. (2003). Compare word problems: Consistency hypothesis revisited.
Contemporary Educational Psychology, 28, 396–421. http://dx.doi.org/10.1016/
S0361-476X(02)00046-2.

Pape, S. J. (2004). Middle school children’s problem-solving behavior: A cognitive
analysis from a reading comprehension perspective. Journal for Research in
Mathematics Education, 35, 187–219. <http://www.jstor.org/stable/30034912>.

Phillips, C. E., Jarrold, C., Baddeley, A. D., Grant, J., & Karmiloff-Smith, A. (2004).
Comprehension of spatial language terms in Williams Syndrome: Evidence for
an interaction between strength and weakness. Cortex, 40, 85–101.

Plass, J. L., Chun, D. M., Mayer, R. E., & Leutner, D. (2003). Cognitive load in reading a
foreign language text with multimedia aids and the influence on verbal and
spatial abilities. Computers in Human Behavior, 19, 221–243. http://dx.doi.org/
10.1037/0022-0663.90.1.25.

Preacher, K. J., & Hayes, A. F. (2008). Asymptotic and resampling strategies for
assessing and comparing indirect effects in multiple mediator models. Behavior
Research Methods, 40, 879–891. http://dx.doi.org/10.3758/BRM.40.3.879.

Presmeg, N. C. (1997). Generalization using imagery in mathematics. In L. D. English
(Ed.), Mathematical reasoning: Analogies, metaphors, and images (pp. 299–312).
Mahwah, NJ: Erlbaum.
Quaiser-Pohl, C. (2003). The mental cutting test ‘schnitte’ and the picture rotation
test: Two new measures to assess spatial ability. International Journal of Testing,
3, 219–231. http://dx.doi.org/10.1207/S15327574IJT0303_2.

Rasmussen, C. L., & King, K. D. (2000). Locating starting points in differential
equations: A realistic mathematics education approach. International Journal of
Mathematical Education in Science and Technology, 31, 161–172. http://
dx.doi.org/10.1080/002073900287219.

Schriefers, H. (990). Lexical and conceptual factors in the naming of relations.
Cognitive Psychology, 22, 111–142.. http://dx.doi.org/10.1016/0010-
0285(90)90005-O.

Shah, P., & Miyake, A. (1996). The separability of working memory resources for
spatial thinking and language processing: An individual differences approach.
Journal of Experimental Psychology: General, 125, 4–27. http://dx.doi.org/
10.1037/0096-3445.125.1.4.

Søvik, N., Frostrad, P., & Heggberget, M. (1999). The relation between reading
comprehension and task-specific strategies used in arithmetical word
problems. Scandinavian Journal of Educational Research, 43, 371–398. http://
dx.doi.org/10.1080/0031383990430403.

Tabachnick, B. G., & Fidell, L. S. (2006). Using multivariate statistic (5th ed.). Boston:
Allyn & Bacon.

Thevenot, C. (2010). Arithmetic word problem solving: Evidence for the
construction of a mental model. Acta Psychologica, 133, 90–95. http://
dx.doi.org/10.1016/j.actpsy.2009.10.004.

Thevenot, C., & Oakhill, J. (2005). The strategic use of alternative representation in
arithmetic word problem solving. Quarterly Journal of Experimental Psychology –
A, 58, 1311–1323. http://dx.doi.org/10.1080/02724980443000593.

Thevenot, C., & Oakhill, J. (2006). Representations and strategies for solving dynamic
and static arithmetic word problems: The role of working memory capacities.
European Journal of Cognitive Psychology, 18, 756–775. http://dx.doi.org/
10.1080/09541440500412270.

Timmermans, R. E., Van Lieshout, E. D. C. M., & Verhoeven, L. (2007). Gender related
effects of contemporary math instruction for low performers on problem-
solving behavior. Learning and Instruction, 17, 42–54. http://dx.doi.org/10.1016/
j.learninstruc.2006.11.005.

Van der Schoot, M., Bakker Arkema, A. H., Horsley, T. M., & Van Lieshout, E. D. C. M.
(2009). The consistency effect depends on markedness in less successful but not
successful problem solvers: An eye movement study in primary school children.
Contemporary Educational Psychology, 34, 58–66. http://dx.doi.org/10.1016/
j.cedpsych.2008.07.002.

Van Dijk, I. M. A. W., Van Oers, H. J. M., & Terwel, J. (2003). Providing or designing?
Constructing models in primary math education. Learning and Instruction, 13,
53–72. http://dx.doi.org/10.1016/S0959-4752(01)00037-8.

Van Dijk, I. M. A. W., Van Oers, H. J. M., Van den Eeden, P. J. W. M., & Terwel, J.
(2003). Strategic learning in primary mathematics education. Effects of an
experimental program in modeling. Educational Research and Evaluation, 9,
161–187. http://dx.doi.org/10.1076/edre.9.2.161.14213.

Van Garderen, D. (2006). Spatial visualization, visual imagery, and mathematical
problem solving of students with varying abilities. Journal of Learning
Disabilities, 39, 496–506. http://dx.doi.org/10.1177/00222194060390060201.

Van Garderen, D., & Montague, M. (2003). Visual–spatial representation,
mathematical problem solving, and students of varying abilities. Learning
Disabilities Research & Practice, 18, 246–254. http://dx.doi.org/10.1111/1540-
5826.00079.

Velez, M. C., Silver, D., & Tremaine, M. (2005). Understanding visualization through
spatial ability differences. Visualization, VIS, 05, 511–518.

Verschaffel, L. (1994). Using retelling data to study elementary school children’s
representations and solutions of compare problems. Journal of Research in
Mathematics Education, 25, 141–165. <http://www.jstor.org/stable/749506>.

Verschaffel, L., De Corte, E., & Pauwels, A. (1992). Solving compare problems: An eye
movement test of Lewis and Mayer’s consistency hypothesis. Journal of
Educational Psychology, 84, 85–94. http://dx.doi.org/10.1037/0022-
0663.84.1.85.

Verschaffel, L., Greer, B., & De Corte, E. (2000). Making sense of word problems. Lisse:
Swets & Zeitlinger B.V.

Vilenius-Tuohimaa, P. M., Aunola, K., & Nurmi, J.-E. (2008). The association between
mathematical word problems and reading comprehension. Educational
Psychology, 28, 409–426. http://dx.doi.org/10.1080/01443410701708228.

Voyer, D., Voyer, S., & Bryden, M. P. (1995). Magnitude of sex differences in spatial
abilities: A meta-analysis and consideration of critical variables. Psychological
Bulletin, 117, 25–270. http://dx.doi.org/10.1037/0033-2909.117.2.250.

Weekers, A., Groenen, I., Kleintjes, F. & Feenstra, H. (2011). Wetenschappelijke
Verantwoording papieren toetsen Begrijpend lezen voor groep 7 en 8 [Scientific
justification of the reading comprehension test]. Arnhem: Cito.

http://dx.doi.org/10.1037/0022-0663.87.1.18
http://dx.doi.org/10.1037/0022-0663.87.1.18
http://dx.doi.org/10.1080/10705519909540118
http://dx.doi.org/10.1177/00224669020360010301
http://dx.doi.org/10.1177/002221949602900410
http://dx.doi.org/10.1016/j.intell.2006.07.009
http://dx.doi.org/10.1016/j.intell.2007.11.001
http://dx.doi.org/10.1016/j.intell.2007.11.001
http://dx.doi.org/10.1016/j.learninstruc.2012.02.001
http://dx.doi.org/10.1037/0033-295X.95.2.163
http://refhub.elsevier.com/S0361-476X(13)00019-2/h0150
http://refhub.elsevier.com/S0361-476X(13)00019-2/h0150
http://refhub.elsevier.com/S0361-476X(13)00019-2/h0155
http://refhub.elsevier.com/S0361-476X(13)00019-2/h0155
http://dx.doi.org/10.1207/S1532690XCI2001_3
http://dx.doi.org/10.1016/j.jecp.2004.07.001
http://dx.doi.org/10.1037/0022-0663.79.4.363
http://refhub.elsevier.com/S0361-476X(13)00019-2/h0175
http://refhub.elsevier.com/S0361-476X(13)00019-2/h0175
http://www.jstor.org/stable/1511165
http://refhub.elsevier.com/S0361-476X(13)00019-2/h0185
http://refhub.elsevier.com/S0361-476X(13)00019-2/h0185
http://dx.doi.org/10.1016/S0361-476X(02)00046-2
http://dx.doi.org/10.1016/S0361-476X(02)00046-2
http://www.jstor.org/stable/30034912
http://refhub.elsevier.com/S0361-476X(13)00019-2/h0200
http://refhub.elsevier.com/S0361-476X(13)00019-2/h0200
http://refhub.elsevier.com/S0361-476X(13)00019-2/h0200
http://dx.doi.org/10.1037/0022-0663.90.1.25
http://dx.doi.org/10.3758/BRM.40.3.879
http://refhub.elsevier.com/S0361-476X(13)00019-2/h0215
http://refhub.elsevier.com/S0361-476X(13)00019-2/h0215
http://refhub.elsevier.com/S0361-476X(13)00019-2/h0215
http://dx.doi.org/10.1207/S15327574IJT0303_2
http://dx.doi.org/10.1080/002073900287219
http://dx.doi.org/10.1016/0010-0285(90)90005-O
http://dx.doi.org/10.1016/0010-0285(90)90005-O
http://dx.doi.org/10.1037/0096-3445.125.1.4
http://dx.doi.org/10.1080/0031383990430403
http://refhub.elsevier.com/S0361-476X(13)00019-2/h0240
http://refhub.elsevier.com/S0361-476X(13)00019-2/h0240
http://dx.doi.org/10.1016/j.actpsy.2009.10.004
http://dx.doi.org/10.1080/02724980443000593
http://dx.doi.org/10.1080/09541440500412270
http://dx.doi.org/10.1016/j.learninstruc.2006.11.005
http://dx.doi.org/10.1016/j.learninstruc.2006.11.005
http://dx.doi.org/10.1016/j.cedpsych.2008.07.002
http://dx.doi.org/10.1016/j.cedpsych.2008.07.002
http://dx.doi.org/10.1016/S0959-4752(01)00037-8
http://dx.doi.org/10.1076/edre.9.2.161.14213
http://dx.doi.org/10.1177/00222194060390060201
http://dx.doi.org/10.1111/1540-5826.00079
http://dx.doi.org/10.1111/1540-5826.00079
http://refhub.elsevier.com/S0361-476X(13)00019-2/h0290
http://refhub.elsevier.com/S0361-476X(13)00019-2/h0290
http://www.jstor.org/stable/749506
http://dx.doi.org/10.1037/0022-0663.84.1.85
http://dx.doi.org/10.1037/0022-0663.84.1.85
http://refhub.elsevier.com/S0361-476X(13)00019-2/h0305
http://refhub.elsevier.com/S0361-476X(13)00019-2/h0305
http://dx.doi.org/10.1080/01443410701708228
http://dx.doi.org/10.1037/0033-2909.117.2.250

	What underlies successful word problem solving? A path analysis  in sixth grade students
	1 Mathematical word problem solving
	1.1 Component skill in the visuo-spatial domain: The production of visual-schematic representations
	1.1.1 Basic ability in the visuo-spatial domain: Spatial abilities

	1.2 Component skill in the linguistic–semantic domain: Relational processing
	1.2.1 Basic ability in the linguistic–semantic domain: Reading comprehension

	1.3 The present study

	2 Method
	2.1 Sample
	2.2 Instruments and measurement procedure
	2.2.1 Word problem solving performance
	2.2.2 Component skill in the visuo-spatial domain: Production of visual-(schematic) representations
	2.2.3 Component skill in the linguistic–semantic domain: Relational processing
	2.2.4 Basic ability in the visuo-spatial domain: Spatial ability
	2.2.5 Basic ability in the linguistic–semantic domain: Reading comprehension

	2.3 Data analysis

	3 Results
	3.1 Descriptive statistics
	3.1.1 Examining the complete hypothesized path model, including direct and indirect effects
	3.1.2 Testing mediation


	4 Discussion
	4.1 Limitations
	4.2 Directions for future research

	Appendix A
	Appendix B
	References


