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RESUMO

O principal objetivo deste estudo é detectar as dificulda-
des que os maus leitores encontram em suas leituras e ensina-los
estratégias de leitura a fim de ajuda-los a vencer estas difi-

culdades.

O embasamento teorico para o desenvolvimento deste traba-
lho foi obtido atraves da revisdo da literatura sobre o processo
de leitura baseada principalmente nas teorias ae Goodman (1967)
and Smith (1978), da revisao da literatura sobre as estratégias
de leitura tendo como suporte os trabalhos de Wagoner (1983),van
Dijk and Kintsch (1983), Kato (1984), Baker and Brown (1984),
Holmes (1981, 1982), Scott (1981, 1983) e Shpherd (1983) e da
revisao da literatura sobre a influéncia afetiva na leitura ba-

seada no trabalho de Downing e Leong (1983).

O grupo experimental foi constituido inicialmente de vinte
alunos. Esses alunos fizeram dois testes diferentes - um testé—
resumo e um teste sobre estratégias de leitura. Usando o resul-
tado do primeiro teste dez alunos foram escolhidos para fazerem
o teste de estratégias de leitura. Os resultados desse teste de-
terminaram a selecao dos cinco estudantes para participarem de
um curso sobre estrétégias de leitura. Depois do curso, esses a-
lunos fizeram um teste final sobre estratégias de leitura para

avaliar se eles haviam progredido ou fracassado no curso.

O curso sobre estratégias de leitura estava constituido
de 17 unidades distribuidas em 40 horas/aula. Cada unidade cons-
tava da(s) estratégia(s) a ser(em) ensinada(s) e de um texto que

possibilitava ao aluno praticar a(s) estratégié(s) estudada(s).

As principais conclusodes alcancgadas foram: grande parte

do



viii

dos alunos nao sabem como fazer um resumo; o ensino de inglés em
nossas escolas parece ser mais concentrado em traducao do que
em compreens3o; o ensino de estratégias de leitura parece ter
sido efetivd uma vez que os maus leitores mostraram um sensivel

progresso no processo de leitura bem como no uso de estratégias

de leitura.
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ABSTRACT

The main objective of this study was to detect poor readers'
difficulties in reading and to teach them reading strategies in

order to help them overcome these difficulties.

The theoretical basis for the development of this work was
obtained through a review of the literature about the reading
process based mainly on Goodman's (1967) and Smith's (1978)
theories, a review of the literature about the reading strategies
based mainly on Wagoner (1983), van Dijk and Kintsh (i983), Kato
(1984), Baker and Brown (1984), Holmes (1981, 1982), Scott (1981,
1983) and Shepherd (1983) and a review of the literature about
the influence of affective motivation on reading based on Downing

and Leong's (1983) work.

The experimental group was initially composed of twenty
students. These students took two different tests - a summary
test and a reading strategy test. Using the results of the first
test ten students were chosen to take a reading strategy test.
The results of this test determined the selection of five
students to participate in a reading strategy course. After the
instruction period, these five students tcok a final reading
strategy test to evaluate their progress or failure in the

reading strategy course.

The reading strategies course had 17 units taught over 40
hours. Each unit had the strategy or strategies to be taught and

a text that enabled the students to practice the strategies taught.

>

The main conclusions drawn were: most of the students in

the experiment have no idea of how to write a summary, the teaching



of English in the Brazilian schools seems to concentrate on
translation instead of comprehension and the teaching of reading
strategies seems to have been effective since after the
instruction period the poor readers showed significant progress

in their reading process.
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CHAPTER 1

JUSTIFICATION OF THE WORK

l.1. Justification of the work

In spite of great worldwide technological development,
reading is still the main tool available to integrate the
peoples of different nations and languages. Reading shortens
the distance between peoples and nations. Through reading, men
are able to accompany events, new ideas and technological
development all over the world. Reading, in a stricter sense,
has many other purposes. Robinson (1979:323) states that
reading

is a vital part of everyone's daily life - driving,
shopping, using consumer products, filling out a
variety of forms, and so on. It can also be a vital
part of life for helping to find how-to-make it,
how to play it, and how-to-learn about it.
Reading is essential to the intellectual growth of the individua/
as well as communication. The more a person reads, the more he

is able to communicate, to expand his knowledge and to become a

good professional.

Learning to read is not a difficult task. Many people read,

but only a few can comprehend efficiently what they read. This



happens, most of the time, as a direct result of the first reading
classes. Readers, learning to read in L },are asked to read aloud
trying to pronounce each Qord correctly with little or even no
concern for comprehension. According to Goodman ([1967] 1982:33)
the reading process has been developed under the following
misconception: "Reading is a precise process. It involves exact,
detailed, sequential perception and identification of letters,
words, spelling patterns and large quantity uﬁits." Because so
much emphasis is given'to isolated words, the reading process
becomes slow, monotonous, boring, passive and far from meaningful.
Readers do not learn to read efficiently in their native language
and they transfer all acquired bad reading habits to learning

to read a second language. Consequently they are not efficient
readers in the second language either. Fortunately, nowadays,
much is being done to close the gap between reading and com-
prehension. Goodman (1967), Smith (1978), Hosenfeld (1981) and
many other researchers have been developing studies in this area
aiming at giving anothér approach to the reading process. These
linguists and psycholinguists are trying to show that reading

is not a passive, exact process or identification of letters,

isolated words or structures. Goodman (1967:33) says that

Reading is a selective process. It involves
partial use of available minimal language
cues selected from perceptual input on the
basis of the reader's expectation. As this
partial information is processed, tentative
decisions are made to be confirmed, rejected,
or refined as reading progresses.

Reading is now seen as an active, participative, comprehensible,
reflexive, interactive and integrative process. Writer and
reader try to understand each other as completely and

efficiently as possible.



In order to enable the reader to read according to
contemporary theories about the reading process, some researchers

such as Yetta Goodman and Burke (1984), van Dijk and Kintsch

(1983) have suggested some reading strategies.

Taking into account all the above and observing how the
students of the Federal University of Piaui deal with texts one
may think that most of the readers at FUFPI face difficulties in
reading. This may be as a consequence of the misconception thét
reading is a precise process and of the lack of awareness of the
usefulness of reading strategies. Most of them read inadequately
~ even those students who have good background knowledge of the
language in which they are reading are unable to read efficiently.
Most of them are used to word by word' reéding, and, as a result,
they are unable to grasp completély the meaning conveyed by the‘

words in the context.

Considerations of these problems raised the following

guestions:

a) What are strategies?

b) Which strategies are used in L 17

c) Which strategies are used in L 27

d) How important are strategies in gaining comprehension?
e) Can students be taught better strategies?

f) Which strategies are conscious and which are unconscious?

These haunting questions persisted and needed answers.



CHAPTER 2

THE READING PROCESS

2.1. Introduction

This chapter presents a review of the literature about the
reading process. The misconceptions which underlie this process
will be treated in detail. The reading behavior of the students
of the Federal University of Piauil will also be considered.
Frank Smith's (1978) and Goodman's (1967) general theories about
the reading process will be discuésed, as will Schema Theory,

context and co-text and metacognition.

2.2. Misconceptions About the Reading Process

That reading is a psycholinguistic guessing game (Goodman
[1967] 1982) is a fairly new conception. For many years the
reading process was seen as a passive process. Educators,
students and many linguists accepted this misconception and as
a conseguence, it is relatively easy to find students and

professionals who are unable to read efficiently. Some of these



students and professionals might not accept the accusation,their
defense being on their capacity to pronounce accurately every

word presented in a text. But in spite of this accuracy, these
people are not able to give accurate answers when someone checks
their comprehension of the text. Frequently, they are not even

able to say what the text is about.

The burden of their failure to read proficiently can not
be attributed only to the readers. The way they read is supported
by the misconceptions about the reading process which served as
the basis for the reading curriculum some years ago. In its turn,
the curriculum guided the readers to merely identify words which,
in turn, led the readers far away from the possibility of
comprehending what they read. According to Robinson (1979:21)
"some poor readers are victms of teaching which has emphasized
the mechanical aspects of reading rather than the important

concept of the search for meaning."

Many misconceptions about the reading process support
Robinson's statement. Some of these misconceptions (Goodman

1967; Smith 1978) are:

a) Reading is matching letters to sounds

There is the belief that this relationship between letters
and sounds is relevant to reading. Reading is therefore seen as
phonics.. This belief is wrong since it is known that the
relationship between letters and sound is not one to one but is

one to many.

b) Meaning is derived from oral language

It is commonly assumed that reading involves two processes

before the reader can reach meaning. First, the reader has to



recode graphic input to aural input and, second, he has to decode
it. Although graphic to aural translation can occur in the early
stages of learning to read, in much the same way as when someone
begins to learn a second language, it is not necessary, and not
usual in the competent reader. Evidence that reading is not
recoding graphic input to aural input and then decoding comes
from the miscues the readers commit when reading. It is common
to find readers producing syntactic and semantic miscues, that
is, substituting the exact textual word for one which is not
synonymous but which does not change essentially the meaning of

the text and is grammatically acceptable.

c) Reading is a matter of identifying (or knowing) a series of

words.

Behind this idea there is the presupposition that learning
to read means learning to identify and recognize words.
Furthermore, there is the presupposition that known words are
recognized in every context. This conception is wrong since
words are seen as having a static meaning - as if the meaning of
known words is always the same no matter what the context. This
static meaning denies one of the characteristics which is a
privilege of human languages in which any lexical item may have
many different connotations - the right meaning depends on the

context in which it is found.

d) Reading can only be successful if the reader is able to read

each letter and each word presented in a text

Under this conception the identification of all letters
and words in a text is required. This conception is also wrong

since reading is not just the identification of all letters and



words. Such a misconception may léad the reader to monotonous,

tiresome and mechanical reading strategies.

Many reading curricula are based on this misconception.
Many of us have passed through an experience similar to that
which Goodman [1967] 1982:79) describes
I don't know how many times
I've had teachers say to me.

'‘After all, how can you read a
sentence if you doni t know all the words in it?

e) Speed in reading is related to how rapidly the reader moves

his eyes on the printed page

According to this concept, speed in reading is related to
how rapidly the reader moves his eyes on the printed page. This
conception is also wrong since the reader's eyes do not move in

a linear way, that is, they do no follow the linear organization

of the text.

According to Smith (1978:2Q) the very fact the eyes do not
move smoothly and uninterruptedly helps prove that one "sees"
with the brain; not with the eyes. Furthermore, one does not
see objects or a scene in a jumbled way because the brain
organizes and constructs an image. The speed in reading depends
on how long the brain takes to process the information. This
assumption will be discussed in greater detail later in this

chapter (see 2.6 below).

All the above misconceptions consider the reading process
as a mechanical process with no mention of the constant search
for meaning which should underlie every reading act. Curricula
based on these misconceptions taught many readers how to sound
out letter and words; to recognize a series of words and to try

to identify all the words in a text. Unfortunately, in this
N

~



approach the reader remains far removed from understanding what
he reads. This occurs because reading cannot be fragmented.

Reading is not a matter of relating letters to sounds. Reading
is not transformation of graphic input into aural input and then
decoding it. Reading is not the mere identification of words as

isolated bits. Reading is not knowing all the words in a text.

2.3. General Theories of Smith and Goodman.

Smith (1978) and Goodman ([1967] 1982) share similar points
of view about the reading process. They both attack earlier
theories about the reading process that support approaches such
as phonics and word - centred. Their attack is grounded on the
fact that the main focus of these approaches is letter
identification and word identification respectively. They also
reject the belief that known words are recognized in every
contextual situation. To support their opposition to these
approaches, they argue that these procedures make the reader lose
the meaning of the text. The reader cannot keep the semantic and
syntactic relationships existing between the words and sentences
due to the accumulation of visual information which reaches the
brain. This accumulation is responsible for a process Which Smith

calls "tunnel vision".

Tunnél vision is caused, not only by the excess of visual
information, but also by the presentation of texts which are not
revelant to the reader, because of his lack of courage to use his
knowledge of the world to predict words and content of texts.
Smith (1978) arcues that these causes should be eliminated since

they inhibit the reader's progress in the reading process.' He

i



affirms that the main way the reader can overcome these
difficulties is by reading. A person only learns to read by

reading.

The following example may be useful in illdstrating the
process of tunnel vision caused by the presentation of a text
which we suppose to be irrelevant to a.large number of readers.

Fool: He that has a house to put's head in has
a good headpiece.
The codpiece that will house
Before the head has any,
The head and he shall louse:
So beggars marry many.
The man that makes his toe
What he his heart should make
Shall of a corn cry woe,
And turn his sleep to wake.
For there was never yet fair woman but she made
mouths in a glass. :
(Shakespeare: King Lear; III, ii, 25-36)

This text may cause tunnel vision because the reader may know

the meaning of all the individual words, but he may not be able
to understand the message or meaning of the text as a unit. Take
for example, the first sentence of the text. Even a child would
be able to know the meaning of all the individual words but what
does the sentence really mean? This may occur because the reader
may not be aware of the context in which the play King Lear
develops and of the main function of fools in literary works.
Lack of this knowledge makes the reading of this message

irrelevant to the reader and consequently causes tunnel vision.

Goodman's ([1967] 1982:33) definition of the reading process
illustrates the way the reading process is now perceived. He says
ihat

Reading is a psycholinguistic guessing game. It
involves an interaction between thought and
language. Efficient reading does not result
from precise perception and identification of
all elements, but from skill in selecting the
finest, most productive cues necessary to
produce guesses which are right at the first
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time. The ability to anticipate that which has
not been seen, of course, is wvital in reading,

just ‘as the ability to anticipate what has not

yet been heard is vital in listening.

As can be seen, Goodman is a great defender of guessing in the
reading process which involves an interaction between thought and
language. To develop this strategy efficiently, the reader needs
to have some comand of the language structure, some knowledge of
the world and good thinking skills. The reader who possesses

these qualities is able to make guesses without much effort.

Smith (1978) also defends the relevance of prediction, as
he calls guessing, in the reading process and he also recognizes
that prediction depends on the schema of the world stored in the
reader's long-term memory. Prediction, like guessing, is not
made recklessly. The reader uses semantic and syntactic cues to.
make accepﬁable predictions. He is not expected to predict
exactly but he must be able to make an acceptable prediction,

that is, one that does not alter the contextual meaning.

Reading involves an interaction between author and the
reader. The author has his thoughts and expresses them through
written language. He tries, as far as possible, to be precise,
clear and coherent in expressing.his ideas, wishes, feelings,
etc. In spite of éll this effort, the meaning of the message is
not totally explicit in tﬁe text. The réader must,bé able to
fi1l in existing gaps. The reader gives meaning to the message.
He is able to do it through his experience and linéuistic and
contextual knowledge. This background knowledge enables fhe
reader to infer the rule that govern the written message and that
underlie its deep structure where.meaning is obtained. After
that, the reader is able foJréconstruct the writer's messége,

that is, he is able to gréSp the meaning.
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Because reading in its §ery nature is an active process,
interaction between author and reader is necessary. A proficient
reader does not perceive and identify all the elements in a text.
He uses minimum available cues to reach his main goal, which is
meaning, relying. mainly on the redundancy of language and

knowledge of linguistic constraints, and knowledge of the world.

Smith and Goodman have another common point of view ‘about
the reading process which concerns 'errors' in reading. Neither
of them says that a reader has made an error during his reading
process - since reading is not a precise process - a 'word by word'
process. Some inaccuracies that the reader makes while reading
are to be expected since the reader is making predictions/guesses
while reading. Smith calls these inaccuracies misreadings and

Goodman calls them miscues.

Smith and Goodman claim that misreading/miscue is essential
to any reading process. They are good indicators that the reader
is reading for meaning. Proficient readers are much more likely
to make acceptable miscues than inefficient readers. Proficient
readers correct their miscues only if they change the contextual
meaning; but poorvreaders, most of the time, do not even perceive
that they have made a miscue. They are not reading for meaning.
They are identifying letters and words. An example of a reader
performing a psycholinguistic guessing game is his misreading of
the word 'house' for apartment in the sentence: The house he
lived in was quite near the supermarket. In this case the
proficient ieader, in most contexts, would not make a correction
because his misreading maintains the original meaning adequately.
The poor reader perusing the same sentence, could read 'house' as

'horse' and not perceive it (Smith 1978).
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2.4. Schema Theory

Since_the reader's goal is to reach meaning which depends,
to a considerable extent,‘on the reader's experience and
linguistic and conceptual knowledge, it seems relevant to consider

what is known about knowledge structures: schema theory.

As discussed earlier, the author does not write everything
in his text though he usually tries to be as clear and precise as
possible. Much of the meaning of his message is not explicit.
The gaps encountered in the written text must be filled in by the
reader. The reader can do this only if he has ample knowledge of
th; world. This knowledge is not primarily academic (economic,

. political, historical, etc.) but is basic general knowledge, such
as knowing that water is liquid, that sea water is salty, etc.
Both general and academic knowledge are organized in schemata.
The reader's schemata are developed by the reader's daily
exéeriences and of course, also through reading. The more one
reads, the more one enlarges his schemata. Schema theory is a

theory about knowledge structures.

According to Rumelhart (1984) schema theéry is a theory
about how knowledge is organized and how this organization makes
it easier to use knowledge in particular ways. This knowledge
is stored in the reader's memory and can be modified when new
information enters the memory. Schemata contaiﬂ% small units of
knowledge as well as information as to how this knowledge is to

be used.

According t» Bransford (1979) schemata are activated when
any concept is aroused in memory. For example, if someone is
asked about the fruit which are common in his region, this person

immediately activates his schemata of fruit and within a few
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seconds much of his knowledge of fruit comes to his memory and

he is able to answer. Another examplé which illustrates how
schemata are activated is the concept of disease. Someone hearing
the word disease, immediately activates his schemata searching

for information he has about disease and, depending on how well
organized this information is, the easier and clearer it will be
recovered. It is expected that in a disease schema some of the
following schemata are activated: disease (contagious or non-
contagious), types of diseases (hepatitis, cancer, cold, smallpox),
causes (internal, external), effects (weakness, paleness,
temperature), treatment (doctor, nurse, diet, rest, medicine).
Besides these schemata, it is also possible that knowledge of the
subschemata of these general schemata are activated depending on

context and purpose.

According to Adams and Collins (1979:3) in the reading

process the schema theory plays an important role since

The goal of schema theory is to specify the
interface between the reader and the text -

to specify how the reader's knowledge interacts
with and shapes the information on the page and
to specify how that knowledge must be organized
to support the interaction.

The following examples illustrate what has been said about

the schema theory:

A) Peter wants to have his cake and eat it too.

Although this proverb is popular, very few people know how
to interpret it. To the reader who only 'comprehends' what he
reads explicitly in the text, this proverb has very limited
meaning. He cannot reéd beyond the visual information. However,
a good reader; one who reads beyond what he sees and uses his

nonvisual information - his schema of the world - certainly would
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interpret this proverb as an indication that Peter is a person
who does not co-ordinate his activities and who does not perceive

that he cannot do two things at the same time.

B) "The harvest is rich but the laborers are few, so ask the Lord
of the harvest to send laborers to his harvest."
(Matthew 9:37/38)

If the reader has no religious schema stored in his memory,
2 will not be able to read between the lines of this passage.
The text will not have any meaning for him. Oh the other hand,
" if the reader has a religious schema, he will know that harvest
refers to the world and that laborers refer to pastors, priests -
the persons who preach salvation. Then, the reader would
interpret the text as an exhortation to ask God for persons to

preach salvation.

Thus schema theory concludes that reading comprehension
depends considerably on each reader's schema of the world - the

reader's nonvisual information.

2.5. Bottom up and Top down Theories of Reading.

Schema theory is a theory about knowledge stored in the
reader's mind. Units of knowledge are refefred to as schemata.
These schemata are activated by the reader when attempting to
comprehend the textual message of any reading task. 1In this
attempt, the reader sends the input information to the schema he
already has. If the input information does not share some common
points with the reader's schema, the reader will not be able to
comprehend the message. Finding the common points betweén input °

information and the reader's schema is necessary in order to read
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comprehensively and is the result of two basic modes of
information processing. These basic modes are bottom-up

processing and top down processing.

According to Adams and Collins (1979) bottom up processing

and top down processing work in opposite directions.

Bottom—up processing is activated by incoming data which
is tried and tested by bottom-level schémata. As adequate schemata
are found, the data moves up through the hierarchically organized
system of schemata to more and more comprehensive levels of
interpretation. Simultaneously, the tép—down processing searches
for information which fits partially satisfied, higher order

schemata.

Bottom-up and top-down processing complement one another.
They are used simultaneously in the attempt to comprehend texts.
Bottom-up . processing is used to identify letters, words and
sentences in a text. The reader goes from the particular to the
general. This kind of reading enables the reader to perceive
information which is new or which does not coincide with his
hypothesis about the‘cbntent of the text. Top down processing is
used to confirm the hypothesis that he has raised about the
content of the text. Here the reader goes from the general to the
particular. ' This kind of reading enables the reader to solve
problems of ambiguities or to select among interprétations or

possible alternatives.

It is worth noting that the question of top-down versus
bottom-up processing is not without controversy. Gough (1972),
for example, claims that the reading process is essentially
bottom-up, while Smith and Goodman argue for a top-down approach.

The controversy goes beyond the scope of this work. For present
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“putrposes we will assume an essentialiy top-down approach based on
expectations, previous knowledge organized in schemata, and
prediction, but not excluding some necessary bottom-up processing,
intidentifying samples for the brain to process in between each
top-down processing effort. There is thus an interaction between

bottom-up and top-down processes.

2.6. Saccades and Fixations.

Few peopie know that speed in reading depends on how long
the brain takes to process the information. It is relevant to
examine how the visual system works since many people believe that
speed in reading depends on how rapidly the reader moves his eyes

over the printed page.

This presupposition comes from the misconception that while
reading; the reader's eyes follow the iinear organization of the
text. The reader may think this since he reads makiﬁg sense of
what he reads. But in the reading process the eyes should not
always follow the line of print from left to right or from
beginning to end. The eyes do not see one word, then the
following one, and then the following. The eyes do not glide
smoothly and uninterruptedly.over a printed.page. The movements
of the eyes aré characterized by jumps from top to bottom, from
bottom to tOp; from left to right, from right to left and in all
directions. ©Smith (1978:20) says that, only in fiction, does the
detective look the suspect over from top to bottom trying to grasp
each iﬁcriminating detail. He says that actually, the detective's
eyes sweep over the suspect in jumps - in all directions until he

finds the incriminating evidence.
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In reading, the jumps the eyes make are known technically
as "saccades" and the periods when the eyes are at rest as

"fixations".

During a saccade, the period in which the reader's eyes
are in movement, the reader can not read, he is, for all practical
purposes, blind. On the other hand, during the fixations, the
period in which the eyes come to rest, the reader is able to read.
Normally, each fixation is no more than a glance and its duration
and function have similar characteristics in the reading process
and in recognizing the world in general, usually, the interval
between fixafions is about a quarter of a second. Saccades are
almost instantaneous. As a result, the eyes are stationary most
of the time. 1In spite of this, only during the initial part of
the fixation is information carried from the printed ﬁage to the
visual system. The rest of the fixation time, the brain is 'busy
processing' the stimuli. The time the brain takes to process the
stimuli (information) determines the speed of reading. Four or
five 'chunks' are the most that the reader is able to identify
in each fixation. 1If the reader is presented with a second
display of five different letters immediately after the first

display the two displays will interfere with each other.

2,7. Memory and Brain Limitations.

Reading does not depend essentially on what the eyes see.
Nct everything the eyes see printed is processed by the brain.
«‘ureover, the reader makes minimum use of the information available
since in reading as in hearing, he perceives only part of what is
seen or heard and only part of what is expected to see or hear.

For this reason, the reader should not be led to the identification



of unrelated letters and words. Such behavior will exhaust the
capacity of the brain before it can process meaning, overloading
it with visual information.

That being so, it seems relevant to make an analysis of the
limitations of the brain. A look at how memory works would be
useful.

According to Smith (1978b) the reader has two kinds of
memory, short-term memory and long-term memory. Both play an

important role in the reading process.

2.7.1. Short-term memory

Short-term memory is the 'working memory' used for
remembering ‘chunks' while the reader works on them, making sense.
Its capacity is limited in quantity to about 7 (Miller 1970), and
'in time, to a few seconds. These chunks are stored in the short-
term memory until the moment they are relevant, until the moment
the reader makes sense of what he is reading. Then they are
erased so that he can proceedé with his next task.

The short-term memory can be easily overloaded if the reader
pays too much atention to the visual information on the printed
page. The reader who reads a sentence using the process of word
by word reading will overwhelm his short-term memory. As a result,
he will not be able to remember more than the first few words of
the sentence and; consequently, he will not be able to make sense
of what he is reading. His brain needs time to process the new

information.

2.7.1.1. Limitations of short-term memory

In spite of being efficient, the short-term memory has its
limitations. Most readers are not aware of these limitations or

even of the existence of short-term memory.
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Research has known that short-term memory can store only
about six or seven chunks which can be random letters, words and
numbers or larger units such as sentences. A group of random
letters or numbers is harder to store than words. Furthermore,
it is harder to store isolated words than related words. The
main assumption is that sentences are easier to store because they
are chunks of meaning (Smith 1978). The following exemplifies

what has been said:
a) P Z O T V B Q
b) peace - love - finger - bed - power - cat - say

c) He always comes late to school, too.

The seven words of example ¢ are related and have meaning -~
making only one meaningful chunk to be remembered. The seven
words in example b and the seven letters in example a are
unrelated and as such, continue as seven isolated chunks to be

remembered. How much easier it is to remember only one chunk!

As pointed out by Smith (1978) another limitation of short-
term memory is duration. The six or seven chunks that the reader
stored in the examples above will be remembered only as long as
the reader is paying attention to them; The reader's effort to
maintain information in his short-term memory is called rehearsal.
The reader is able to keep the six or seven chunks in his short-
term memory only while he rehearses them. As soon as a part of
his attention turns to something else, the short-term memory
becomes occupied with the new information and the 'old' is

forgotten.

Taking into account the limitations of short-term memory,

we can conclude that when someone reads using the 'word by word'
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process he will overload his short-term memory with details that
will not allow new information to be processed. 1In other words,
the seven processed words-will fully occupy the short-term memory.
Besides, the reader might even forget the first four processed
words while trying to process the last three. Thus "comprehension
gets lost in the bottleneck of short-term memory the moment we
worry about getting individual words right, or become afraid that
we might miss a significant detail” ... "being careful plays

havoc with short-term memory." (Smith 1978:38) The brain cannot

process everything it sees.

2.7.1.2. How to overcome the limitations of short-term

memory

It is not difficult to overcome the limitations of short-
term memory. First of all, the reader needs to believe that
reading is an active process through which he searches for meaning
and that meaning cannot be reached if he uses the process of
identifying letters or individual words as if there were no
relation between them. Instead of identifying letters or words
he should try to organize these isolated bits in rich meaningful
chunks. Meaningful chunks feed into short-term memory more easily.
It is meaning that is kept in the short-term memory, not isolated

bits of information.

2.7.2. Long-term memory

Schemata of the world are stored in the long-term memory.
All personal knowledge, experiences and beliefs are stored there,

and unlike short-term memory, it never becomes overloaded with



information. 1In long-term memory, there is always the possibility
of broadening the schema of the world. This does not require that
any concept be erased to make room for a new one. The capacity

of long-term memory seems to be almost infinite. 1In spite of

this, however the LTM presents some limitations.

2.7.2.1. Long-term memory versus its limitations

The first great limitation of long-term memory can be
explained by examining a difference between short-term memory and
long-term memory. In the former, we recall immediately any
information that has been stored and in the latter, recall demands
a rather conscious effort. That is why it is common to find
ourselves listening to a song we haven't heard for a long time
and trying anxiously to remember the name of the singer. Many
clues come to our minds, for example: that the singer is an
American, that he is black, that he likes to play jazz - but even
so the name is not retrieved. Only after great effort and

sometimes with somebody's help, can we remember it.

The second iimitation of long-term memory can be also shown
through another characteristic difference between the two
memories. This difference has to do with organization. In short-
term memory, we can store unrelated chunks, but in long-term
memory we cannot. This occurs because long-term memory stores
éll personal experiences, knowledge of the world and beliefs, and
these are not stored as isolated, disconnected bits of information.
What is being stored requires a certain organization and must be
related in some way to something already stored, otherwise,
information cannot be maintained in the long-term memory and
cannot be recalled when desired. Because of this limitation only

meaningful chunks can be stored in long-term memory.



22

The third and last limitation of long-term memory can also
be demonstrated by differences between the two memories. While
an item of information can be recalled almost instantaneously in
short-term memory, it takes four or five seconds for one item to
become a part of the long-term memory. According to Smith (1978:
45)

... To transfer even a single letter or word
into long-term memory requires five seconds
of concentration, an ultimate bottleneck that
seals the fate of any attempt to read that
involves an overemphasis on visual information.
For this reason, the attempt to memorize parts of texts in order

to respond to forthcoming questions directly hinders comprehension

in reading.

2.7.2.2. How to overcome the limitations of long-term memory

As in short-term memory, overcoming the limitations of long-
term memory is not a difficult task. What the reader needs to
know is that the time spent to get an individual letter, a word,

a whole sentence or whole paragraph into long-term memory is about
the same. This being so, what he needs to do is to feed his long-
term memory with meaningful chunks instead of unrelated letters
and words. This is possible only if what he is reading makes

sense.

The above notions about short-term memory and long-term
memory are relevant in order to be more aware of thé limitations
of the brain. As said before, not everything seen or heard can
be processed by the brain. There is, therefore, a need to depend
less on the visual information and more on nonvisual information,

that is, the schema of the world, which is stored in the long-term
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memory and is available for recall when necessary. Furthermore,

awareness of these notions helps the reader accept the assumption

that reading is not identification of all elements in a text.

2.8. Context and Co-text

In reading process discussions écott 1983), the terms co-
text and context appear frequently. Co-text refers to the text
around the specific part being read at any one time and context
refers to the whole situation of reading, including cultural
references, the reader's frame of mind, affective responses, etc.

as well as the co-text.

The co-text gives the reader clues to solve lexical and
grammatical ambiguities since many words may have different
meanings and functions depending on use in a specific text. Co-
text is also useful to the identification of relationships within
the text which help the reader to perceive the textual function
énd cohesion of the text being read. The reader who lacks the

ability to use co-text while reading cannot read satisfactorily.

Context is a significant aspect of any learning situation.
In reading it has its degree of relevance. If the reader is
familiar with the context, and language of a text he will be
able to understand it better and will be able to expand his
schemata. But if he is totally " unfamiliar with the context of
the text he will not be able to get meaning from it and therefore

he will not be able to broaden his schemata.

In short, co-text and context seem to walk side by side

engendering more complete comprehension of the text at hand.
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2.9. Metacognition

Metacognition is a recent term in the literature on reading.
Its diffusion may have beén influenced by cognitive science on the
scope of reading research. Sometimes this term is interchangeable
with the terms cognitive monitoring and comprehension monitoring.
According to Baker and Brown (1984) these terms are hierarchically
related concepts. Metacognition, as the most important, occupies
the first place followed by cognitive monitoring as a component
and then followed by comprehension monitoring as a kind of

cognitive monitoring.

2.9.1. What is Metacognition?

Metacognition is used by cognitive psychologists referring
to both the knowledge and control an individual has over his or
her own thinking and learning (Baker and Brown, 1984; Brown, 1978,
1980; Flavell, 1978). Metacognition can be separated in two

related components:

a) Knowledge about cognition and b) regulation of cognition.

The first component, knowledge about cognition, focuses on
the knowledge the reader has of the skills,. strategies, and
resources he may use in order to face the demands of the reading
task. According to Brown (1980) this awareness is relatively stable
statable and fallible. It is stable because it is assumed that
the reader who knows pertinent facts will know them when asked
specifically for that information. It is statable because the
reader is able to reflect, to state and discuss the skills or
strategies he used during his reading. And, it is fallible because

some of the reader's cognitive process assumed to be true about
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reading may not be (Brown, 1980:21, Baker & Brown, 1984:22).

The ability to reflect on and be aware of one's own cognitive
process while reading, listening, writing or solving problems is
a late developing skill. This awareness is of great relevance to
any effective learning task since it enables the learner to find
out what is necessary to perform effectively a determined task
and helps him decide which stepshe should follow to perform that task
efficiently. Lack of this awareness makes it impossible for the

reader to do any task effectively.

The second component,‘regulation of cognition, consists of
the reader's ability to use self-regulatory mechanisms in order
to assure success in his task. These mechanisms involve
"planning one's next move, checking the outcome of any strategies
one might use, monitoring the effectiveness of any attempted action,
testing, revising and evaluating one's strategies for learning"
(Brown, 1982:22). The processes involved in these skills are
"relatively. unstable, rarely statable, without considerable
effort, andJrelatively age independent" (Brown, 1980:22). These
skills are relatively unstable because, though used frequently, they
are not used all the time by a reader. They are rarely statable in
the sense that the reader knows how to do a large quantity of
things but he cannot say explicﬁﬂ& how to do them. These skills
are not completely age independent because not all adults and
older children use them while even quite young children may use

them in monotoring their activities in a simple problem.

The reader's metacognitive skills enable him to read
efficiently; monitoring his comprehension and evaluating his
progress based on his pre-established objectives. Most of the

time, an experienced reader uses these metacognitive skills
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unconsciously except when he meets some difficulty which alters
his comprehension, then and only then does the understanding
process slow down and require conscious effort. An inexperienced
reader, unaware of the existence of metacognitive skills, is not
even able to "feel" the necessity of being strategic, planning
ahead, checking, monitoring, testing and evaluating his
understanding. Reading for him is a passive process with

identification of indivisual words as its main goal.

In short, metacognition, that is self-awareness and self-
control, is of great relevance to the reading process since it
helps the reader to reach his main goal in the reading process

efficiently - meaning.



CHAPTER 3

READING STRATEGIES

3.1. Introduction

This chapter presents some reading strategies and some
descriptions of reader behavior, according to studies by Wagoner
(1983), wvan Dijk and Kintsch (1983), Kato (1984), Yetta Goodman
(1984), Cohen and Hosenfeld (1981), Baker and Brown (1984) and

some members of the Brazilian National E.S.P. Project.

3.2. What are strategies?

3.2.1. Introduction

In the last chapter the feading process wasvdiSCussed,
showing it as an active process. The author of a text exposes
his ideas, thoughts and beliefs using his knowledge of the world
and his linguistic knowledge. The reader tries to comprehend
the meaning of the author's message, making use of his world and

linguistic knowledge as well as of a large number of strategies.
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But just what are strategies? How do they work? What is their

role in reading?

According to van Dijk and Kintsch (1983) the term strategy
has been used since earliest times and in such different areas
of life as military; economics, political, science and so forth.
In all those areas the term is not only related to attaining a
goal but also to achieving it through some optimal input.
Although it is an "old" term, it was only in 1970 that Bever
introduced this term under the notion of comprehension strategy
for the sentence level procéssing. Nowadays it is also being
used at the discourse level, operating at various levels of

discourse.

The definition of strategy, incorporating the notion of
cognitive behavior, is here related to the mental processes an
individual performs in a comprehension task, such as listening or
reading. If we accept'this definition, strategy then becomes a
necessary tool the reader uses to reach his goals effectively.
According to van Dijk and Kintsch (1983:70), strategies "involve
stepwise, complex acts (mental acts) that lead to a certain goaf,
and that at each point or state of a problem several options are
possible and, at the same time limited knowledge is available
about context, consequences, action, and other participants".
Specific examples of how these definitions are translated into

practical techniques will be presented in section 3:3 below.

3.2.2. Role and Importance of Strategies for Reading

Proficiency

Reading is not identification of words, phrases, sentences



29

or paragraphs as isolated bits of information. Reading is a
problem-solving - process. The reader tries to engage in this
process in the best way pbssible. He utilizes not only his
linguistic knowledge, buﬁ also his world knowledge. But he also
needs to have an ample working background knowledge of reading

strategies which he can draw upon when reading.

Reading strategies play an important role in the reading
process since they function as necessary tools helping the reader
read efficiently. Reading strategies help the reader to overcome
lexical, semantic and syntactic difficulties in efficient and
effective ways. They help make guesses about possible meanings of
words, phrases, sentences, and function of words and sentences
with the use of minimum.amount of information. The reader takes
advantage of the graphophonic, semantic and syntactic cue systems
in gorder to make more reliable guesses. Thus, reading is not
sidetracked by unimportant details. Furthermore,f;eading
strategies help tﬁe reader avoid excessive use of-;ues which
could lead to a slow and inefficient reading process causing lack
of comprehension. Another important aspect of reading strategies

is that they develop in the reader a high degree of confidence

and discourage word by word reading.

According to van-Dijk_and Kintsch (1983) reading strategies
are relevant because the réader is limited in the\amount and
different kinds of information he can process at any given time.
Besides, strategies are relevant because they enable the reader
to overcome his short-term memory limitations. Because the
sentence components are organized hierarchically according to

rules, and because production and understanding are done linearly,

the reader needs strategies in order to produce and understand



30

sentences linearly. This requires, not only linguistic and
grammatical information, but also contextual information,
episodic memories, knowlédge of the world, intentions, plans,

goals, and so on.

In Yetta Goodman's (1984:29) definition of reading
proficiency, the relevance of reading strategies is also evident.
She says that:

Reading. proficiency is based on reader's
abilities to proceed at full speed with
interest focused on the developing meaning
but with the flexibility to reprocess, shift
focus, or jump ahead when difficultyis
encountered.

In order to be a proficient reader as described above the reader

needs to know and use feading strategies efficiently.

Finally, becauée reading proficiency is one of the factors
that determines success or failure in the students' school 1life,
and influences his adult life on all levels, reading strategies
become of utmost importance to each individual during his lifef;
From the most primary "Run, Spot, run", to the daily newspaper,
the most complex treatise, the reader utilizes reading
strategies. It is hard to imagine even one minute of one's
waking hours which does not directly or indirectly relate to
reading strategies. Everything a person experiences or fails to

experience influences his use of reading strategies.

3.3. Some Reading Strategies

The theory about reading strategies necessarily leads to
specific reading strategies which are helpful tools in dealing

with a text. These strategies are commonly classified as
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cognitive strategies and metacognitive strategies.

3.3.1. Cognitive Strategies

Cognitive strategies are those usually unconscious and
often automatic strategies reader uses when dealing with texts.
The reader uses them based on the knowledge he already has of
how the language system works. Thus, he is able to predict word$

or structures in advance without much effort.

According to Kato (1984), cognitive strategies are useful
for proficient reading since they are usually employed sucess-—
fully. She says that they are not efficient only when, in the
text, there is a situation which eludes the reader's expected
standards thus causing a mistake. However, this mistake is
useful because it calls attention to the existence of cognitive
strategig§; Next, she tells us that, besides explaining behaviors
related to syntactic interpretation of sentences, cognitive
strategies also work at the intersentential level, that is, they
reveal themselves in the reader's tendency to make the text linear
‘order and the temporal order of events correspond, or to interpret

many elements of the text as being coreferents.

In another of Kato's works (1983), she mentions Woods's
'point of view (1980) which claims that the conscious cognitive
strategies are processed sequentially and slowly. On the other
hand, Wood admits that the unconscious cognitive strategies are
processed extremely rapidly, from the middle to extremities

(left and right), and that several can be functioning in parallel.

One of Kato's (1984, in press) examples illustrates how

cognitive strategies are applied. She asks the subject to make
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a silent reading of an English text with content relevant to him
and then translqte it freely in a loud voice. According to her
this reader made many misﬁakes. Some of these mistakes were
followed by self-correction indicating clearly that the reader
had an active control over his cognitive activity. The examples:

... That this will be a dangerous period
is already clear from the anxiety...

... Isso... este sera um periodo perigoso é...
(espera um pouco, como & que & isso? Ah!
tava achando este that this meio esquisito)...
... que este sera um periodo perigoso esta
claro pela ansiedade..."

The cognitive strategy here is evidenced by the reader's
interpretation of the first clause as principal instead of
subordinate. This occurred because the reader used the principle
of canonicity or of natural order. He committed the mistake
because he knows that, in English, the sentence structures follow
the order SVO (subject - verb - object), and he also‘knows that
the main clause precedes the subordinate. The self;corrections
in the above example indicate the reader's use of a metacognitive

strategy which will be discussed in the following section.

Besides the principle of canonicity mentioned above, there
is another principle which may also be used by the reader when
applying cognitive strategies. It is the coherence principle
which enables the reader to analyze the discourse and perceive
coherence. The reader observes the global coherence of the text,
that is, if the aufhor reaches his goal of causing some change
in the world. Next, the reader observes the local coherence,
that is, if author used adequately signalled words, parallels,
contrasts and so on in the exposition of his ideas. Finally the

reader observes if the theme as a whole is coherent.
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3.3.2. Metacognitive Strategies

. Metacognitive strategies are those strategies the reader
uses when he becomes aware of some failure in comprehension.
Because at the moment a comprehension failure is deteéted, the
reader uses metacognitive strategies to solve the problem, they

are said to be conscious,

According to Kato (1984) metacognitive strategies are the
strategies which function as a mechanism that detects
comprehension failure.. They may require a great of our processing

effort..-

Metacognitive strategies play an important role in the
reading process because, besides identifying failure in
comprehension, they also enable readers to choose the most
efficient strateéy to use in solving a specific reading problem.
These strategies are not automatic and unconsciocus. Readers have

active control over them.

The metacognitive strategies are used when readers correct
themselves while reading. VWhile reading without difficulty
readers employ cognitive strategies though they may not be aware
of it. But when smooth comprehension is interrupted;readers
consciously apply metacognitive strategies in order to remedy

comprehension.

Kato (1984:7) suggests that if cognitive and metacognitive
strategies were formulated as maxims, the following contrast

would appear:
I - Cognitive Strategies:

1. Pressupose that the text presents a natural order on all

levels;
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2. Pressupose that the text is coherent.

ITI - Metacognitive Strategies:
1. Explain clearly the reader's main objectives at the
moment. For example:
- Look for the theme of the text.
- Analyze the internal consistency of the text.
- Compare what the text says with what the reader knows
about the subject to see if the two are coherent, etc...

2. Monitor comprehension having in mind these objectives.

3.3.2.1. Comprehension Monitoring

According to Baker and Brown (1984) there are two kihds of
metacognitive knowledge. The first kind is knowledge about
comprehending and the second one is knowledge about how to
comprehend. Through the former the reader must be able to
recognize any failure in his comprehension. Through the latter
the reader must be able to adapt compensatory strategies in order
to remedy the failure of his comprehension. Iﬁ both cases, the

reader's behavior is conscious,

The reader's ability to detect comprehehsionvfailure and
to use compensatory strategies enables him to monitor his
cOmpréhension. According to Wagoner (1983) comprehension
monitofing is essential for reading proficiency since it directs

the reader's cognitive processes in his search for meaning.

Assuming that comprehension monitoring is essential for
reading proficiency, the following questions come to mind: Do

readers know how to monitor their comprehension? What do readers
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do when they detect a failure in comprehension? Does
consciousness of problems in comprehension differ systematically
in a developmental pattern? Between good and poor readers? Which
strategies are being used in L 1? Which strategies are being used

in L 2? Can better strategies be taught?

In an attempt to find reasonable answers to the above
questions a review of work by Wagoner (1983), Baker and Brown
- (1984), Brown (1980) and Cohen and Hosenfeld (1981) is presented.

Each question is analyzed individually.

a) Do readers know how to monitor their comprehension?  What do

they do when they detect a failure in comprehension?

There is some evidence that good readers are able to monitor
their comprehension but that poor readers are not. Some
researchers have shown that géod readers have a certain control
over their own comprehension and consciousness of compensatory

strategies to be used when their comprehension fails.

According to Wagoner (1983), in order to find out if readers
know when they comprehend adequately and when they do not, Baker
(1974) and again Owingé, Garner and Taylor (1982) introduced
some inconsistencies (anomalies, ambiguities, inconsistencies
among main points, inappropriate referents, connectives) into the
reading material to be read. Their main objective was to observe
the reader's ability to detect these inconsistencies. The
results show that explicit and contiguéus inconsistencies are
more easily detected than implicit inconsistencies. Inconsistencies
among main points_are more easily detected than detailed
inconsistencies; inconsistent information and unclear references
are also more easily detected.than inappropiate connectives. The

results also show that good readers have more capacity to detect
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these inconsistencies than poor readers. Good readers sometimes
are able to detect these inconsistencies aﬁ their first reading,
but some poor readers are not even able to detect any problem with
their comprehension; even though they are told about these
inconsistencies. Thus it is possible to find readers who do not

have this awareness of comprehension.

Baker and Brown (1984) mention studies by Baker (1979) and
Baker and Anderson (1980) which show that in order to detect
inconsistencies, readers may be aware that they have to check the
text for internal consistency in order to see if there is
coherence among the ideas presented in the text, that is,
intersentential and intrasentential coherence. Eesides, they
also have to check these internal consistencies against their
prior knowledge for external consistence, that is, to see if the
ideas presented are compatible with what they know about the
external world. This combination between internal and external
consistencies is essential for comprehension. Readers who check
these consistencies are able to perceive if they are

comprehending or not when they are reading.

Baker and Brown (1984) also mention studies by Brown,
Campione & éarclay (1979; Brown; Campione & Day {(1981) which
show that another good indication that readers evaluate their
comprehension is self-questioning and self-testing. The ability
to ask the righf guestions is fundamental for comprehension

monitoring.

Wagoner (1983) mentions Beebe's study (1980) in which she
analized some reader's miscues and found evidence of spontaneous
monitoring in addition to relating error detection and corrective

strategies to comprehension. On the other hand, Baker and Brown
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(1984) mention studies by Canney and Winograd (1979), Clay (1973),
Denny and Weintraub (1963, 1966), Garner and Kraus (1980), John
and Ellis (1976), Myers and Paris (1978) and Rerd (1966) in which
they found that younger poorer readers are not aware that they

must try to grasp the meaning of the text. These readers deal

with the reading task as if it were a decoding process instead

of a meaning-gaining activity. Since they do not read searching
for meaning, they do not comprehend what they read and consequently
do not feel the need to employ compensatory strategies to remedy

their comprehension failure.

Good readers are also able to monitor their comprehension
better than poor readers since they are aware of the necessity to
establish a purpose for their reading tasks. Poor readers lack
this awareness, jumping into the text without any objective to
reach, attaching the same amount of attention and importance to
all the words, sentences and paragraphs on the printed page as if
they had equal value. Thus, they are not able to monitor their
comprehension in order to get main ideas, detect inconsistencies

or ignore irrelevant details.

Good readers can also monitor their comprehension because
they know how relevant it is to make use of prior knowledge in order
to fill the gaps in their comprehension. Baker and Brown (1984)
cite Sullivan (1978) who found that poor readers at the high
school level do not have the ability to relate their past
knowledge to their reading task. This woula mean that poor
readers are not aware that what they already know is useful in
interpreting a text. Baker and Brown (1984) also re§0r£ on
Bransford's (1979) study which found out that it is not a

characteristic iny'of high school readers, many college readers
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also show an evident lack of transfer of knowledge acquired

from one source to other sources.

Readers who monitor their comprehension change their reading
behavior according to the demands of each reading task. They
must know that they need to slow down when they encounter
difficulty in understanding some part of the message and that they
should speed up when they are reading only to have an overview,
when they are skimming the text. Besides, readers who are able
to monitor their comprehension are aware of the compensatory

strategies which they can use when they detect some failure in

comprehension.

Wagoner (1983) mentions Hickman's (l977)'expefiment in
which the subjects were two competent professionals. Hickman
asked them to think about the processes which they used while
reading. Their descriptions of these processes indicated that
they had a clear purpose for reading, actively used identifiable
strategies, and emphatically related prior experience and

knowledge to the text read.

Baker and Brown (1984) make +reference to research developed
by Smith (1967) in which he found out that good readers at the
high school level adopted different behaviors when coping with
text for different purposes, that is, reading for details or
general impressions where - as poor readers in both situations
presented the same behavior. Smith's research also showed
that poor readers were less able to tell which processes they
used in reading comprehension while reading. Since neither good
nor poor readers could remember being taught how to read for
different purposes, good readers seem to develop this skill on

their own.
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The use of monitoring strategies has also been analized
providing some reliable evidence that readers use rereading,
lookbacks, progressivé reéding, prior knowledge and question-
predicting strategy as monitoring strategies. Wagoner (1983)
mentions that in an attempt to find out which strategies were
used by students in high school and middle school, Di Vesta,
Haymard and Orlando (1979) gave them a cloze task aimed at
finding out two different contextual strategies. 1In the
experiment, five key words were omitted near the beginning of
each of a set of paragraphs and similar words were omitted near
the end of each of another set of paragraphs: Full comprehension
was possible only with the reading of the entire paragraph. The
result of this research showed that previous text strategy
(running text or RT) and subsequent text strategy (ST) were used
by readers in order to solve their comprehension difficulties.
Subsequent text strategy was considered the more mature one. The
result also showed that R T strategy was used by all readers in
a more effective way than S T. It was also proven that S T was
used by better and older readers nearly as well as R T. Di Vesta
et al interpreted these results as an indication that less mature

readers need to develop more active and flexible reading rate

expectations.

Thougﬁ Alessi, Anderson, and Goetz (1979) found that
lookbacks were not effective in monitoring comprehension, Garner
(in press) discovered that not only good readers but aléo poor
readers can effectively monitor their comprehension using
lookbéck strategies after sufficient practice and training (in

Wagoner, 1983).

Wagoner (1983) raises the point that many readers who are
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not able to use the strategy of checking the text against itself
as well as against their prior knowledge tend to accept without
question the information fhe text presents. Thus comprehension
is not monitored in terms of internal and external consistency and,

as a result the readers may be misled by the author's message.

Garner and Alexander's (1982) study, mentioned by Wagoner
(1983), relied on undergraduates' reflections about a reading
task to analyze and evaluate the students' spontaneous use of a
qﬁestion—predicting strategy for monitoring comprehension. They
found that students who verbalized the guestion-predicting
strategy, in a recall task, did better than students who had not

-verbalized this strategy. Thus, it can be concluded that thé

_questionépredicting strategy is useful for monitoring comprehension.

To this point, the researches mentioned here were developed
with readers reading in their first language. Some studies
developed in second language reading were develoned by Hosenfeld.
The results of her studies do not differ from those already
mentioned which makes us believe that the second language reading
process is developed in the same way as in the first language.
Once someone is ‘a proficient reader in his native language, he
will probably be in his second language too. He just transfers

his reading abilities from one language to the other.

According to Hosenfeld's (1977b:296) first study, good
readers and poor readers use different reading strategies in their

attempt to make sense of what they read. For instance, sucessful

readers

Keep the meaning of the passage in mind, read in
broad phrases, skip unessential words, and guess
from context the meaning of new words. 1In
contrast, unsucessful readers lose the meaning of
sentences as soon as they decode them, read word -
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by - word or in short phrases, rarely skip
unessential words, and turn to the glossary for
the meaning of new words (p. 296).

Many different monitoring strategies are available to
readers. How these strategies are used depends, to a large extent,

on the reader's proficiency.

b) Does consciousness of problems in comprehension vary
systematically in a developmental pattern? Between good and

poor readers?

Research results show that awareness of comprehension
problems varies systematically in a developmental pattern between

younger/poorer and older/good readers.

Studies developed in oral discourse have demonstrated that
younger children have more difficulty in identifying message
inadequacy than older children. According to Wagoner (1983),
Markman (1977) has interpreted this finding as an indication
that information may be processed more superficially by younger
children than by older children. Other research, attempting to
measure subjects' developmental awareness of inadequate message,
has also shown that older children are more able to identify
comprehension failure or its source than younger children. These
studies do not give any evidence of a minimum age for successful

identification of problems in comprehension.

Studies developed in written discourse-listening studies-
also show developmental differences between younger and older
children. Here again, Wagoner (1983) mentions Markman's (1979)
experiment. Markman (1979), investigating the detection of
explicit and implicit problems in listening tasks, found that
older children performed better than younger children after they

were made aware of inconsistencies. Developmental differences



42

were not encountered in the control group, but only in the problem

alerted group.

Studies developed in written discourse-reading studies also
show developmental differences as well as reader ability
differences. According to Wagoner (1983), Garner and Taylor (1982),
trying to find out how able good comprehenders and poor |
comprehenders are in detecting inconsistencies in a text, found
that few of them showed spontaneous awareness and that orientation

seemed to help good but not poor‘comprehenders.

Baker and Brown (1984) point out Forrest and Walier's (1979)
experiment in which they investigated children's ability to
adjust their reading strateQies in order to reach four different
. goals. They found that older and better readers could better
adjust their reading strategies to fit the task instructions as
shown by the results of subsequent comprehension tests. Younger
and poorer readers seemed to have little idea as to how to monitor
their own comprehension and apparently had 1imited knowledge of

strategies (Wagoner, 1983).

Wagoner (1983) points out Baker and Anderson’s (1982)
experiment in which they tried to identify undergraduates’®
ability to monitor their comprehension. Baker and Anderson also
wanted to. describe theideal reader who successfully monitors his
~comprehension. The analysis of the results showed that readers
were able to detect inconsistencies and that they used 1obkback
or rereading as monitoring strategies. The analysis of
individual's responses did not enable Bakér ‘and Anderson to describe
fheideal reader who suécessfully monitors his comprehension; on
the contrary, large individual differences were evident.

Monitoring strategies vary widely from person to person.
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Research has identified developmental differences and reader
proficiency as well as a significant relationship between them
due to the readers age, use of strategies, background knowledge,

ability to monitor comprehension, etc.

c) Which strategies are used in first language and which strategies

are used in second language?

Through the results of the research mentioned earlier in
this section it seems that reading strategies used in first
language and second language are similar. It is worth noting
that the use of these strategies in second language probably
varies according to the reader's use of strategies in first
Alanguage. One can presuppose that if a reader uses reading
strategies effectively in his first language he will be able to
transfer his reading abilities from his first language to his
second language reading. In other words, failure in second
language reading cannot only be att?ibuted to lack of knowledge
of the second language but also to the réader's possible inability

to read in his first language.

Finally in this connexion it is important to note that we

have very little data on second language reading strategies.

d) Can better strategies be taught?

Ac'cording to Yetta Goodman and Burke (1984:14) "a person can. learn
to read but cannot really be taught to read". ‘She argues that
strategies function as £ools which readers use in order to read
efficiently. She compares the reader to an artist. She says
that tools in the hands of a real artist will help him to make a

masterpiece but the same tools in the hands of an artist with
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little or no talent will not produce a masterpiece. Hence,
reading strategies should be taught, not with the intention of
teaching one to read, but as necessary and indispensable tools

to be used in the process of reading efficiently.

According to van Diijk and Kintsch (1983:11) strategies
should be "learned and overlearned". They argue that only then
are the strategies automatized and that new strategies need to
be learned in order to meet the demands of different types of
discourse and communicative situations. In addition, they say
that some strategies may be acquired earlier (word and clause
comprehension), others may be acquired later (gist inferring) and
some others (schematic strategies) even later but with specific

training.

Adams, Carnine and Geréten (1982:27) mention Baker's (1979)
argument that students are not taught how to study and as a
consequence, students read passively forming bad habits as they
cope with text. 1In addition she says that without help from the
teacher some students will not be able to use strategies for
"independently extracting information from the text and
systematically rehearsing and learning this material". From this,

it can be inferred that strategies can be taught.

Hosenfeld (1979) developed her second reading study in two
phases: a diagonistic phase and an instructional phase. Her
main objectives were to observe the readers' behaviors during the
reading process as well as their ability to acquire new reading
behaviors. The result confirms the assumption that reading
strategies can be taught and have a positive influence on reader's
behavior. Before instruction the readers used word by word reading

(translation); made guesses recklessly, regardless of context, and
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were not able to remember what they had read a few minutes earlier.
After instruction, the reader were able to read in broad phrases,
keep in mind familiar phréses in the second language as well as
the meaning of sentences. Their guesses about new words were now
based on context. Special ' attention was also given to graphics,
diagrams, cognafes, grammar, knowledge of the world in their
attempt to understand the text. The glossary was used only after
all the other alternatives had already been tried unsuccessfully.
According to Yetta Goodman (1984) ,to teach ‘reading strategies for the sake
of teaching reading strategies is not effective. Readers should be
made aware of the importance of knowing about and using reading
strategies. Otherwise, they will learn the strategies only for
use during training and not for spontaneous, individual and
confident use in their posterior reading-activities. She also
claims that any reading strategy instruction should be based on
the readers' need. Readers should be made aware of their

strengths and weakenesses in order to further strengthen the

former and overcome the latter.

Finally, readers should be encouraged to use the new
strategies they are learning. They should be encouraged to take
risks, to be unafraid of making mistakes and to evaluate the
effectiveness of the strategies used. Only then will they be

able to use reading strategies effectively and become proficient

readers.

3.3.3. Strategies from van Dijk and Kintsch's point of view

According to wvan Dijk and Kintsch (1983) strategies are

grouped as cognitive strategies, language strategies, grammatical
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strategies and discourse strategies. The discourse strategies

are presented in this section and inc¢lude cultural strategies,
social strategies, interactional strategies, pragmatic strategies,
semantic strategies, schematic strategies and stylistc and

rhetorial strategies.

3.3.3.1. Cognitive strategies

According to van Dijk and Kintsch (1983:70) these strategies
"involve stepwise complex acts (mental acts) that lead to a
certain goal". These strategies are not totally consciously
planned but some of them may become more or less automatic.
cognitive strategies have already been discussed earlier in this

chapter.

3.3.3.2. Language strategies

Languagé strategies are.part of cognitive strategies and as
such they are not consciously planned, nor can they be easily
described by the user. These strategies are used by language
users in an attempt to produce and comprehend verbal utterances
or speech acts of any language. These strategies underlie the
sequence of mental steps the language users perform to make
possible the identification of sounds, letters or words, the
analysis of syntactic structures, and the understanding of
sentential or textual meanings. Understanding of sentential and
textual meanings require the use of prior knowledge, ideologies,

beliefs, knowledge of the world and so forth..
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3.3.3.3. Grammatical Strategies

In spite of being called grammatical strategies, they are
not formulated by the graﬁmar. They are cognitive strategies
which the language users apply in order to produce and understand
structures as specified by grammatical rules. They are cognitive
because at the moment the language users are producing and
.understanding structures, they do not consciously decide according
to the rules which kind of complement goes with a certain verb.
After producing or understanding, the languace users may use rules

to check the correct application of the strategies.

Grammatical strategies not only make use of rule-governed
information such as morphology or syntax, but also, simultaneously
of other levels or even from the communicative context. 1In
addition they enable language users to guess effectively about

the most probable structure or meaning of the incoming data.

3.3.3.4. Discourse Strategies

The discourse strategies are those strategies that the
language user uses to produce and comprehend the pragmatic,
interactional, social and cultural information of the discourse.
However, the language user needs information from the sentence
level to be able to apply these strategies adequately. According '
to van Dijk and Kintsch "The production and comprehension of
sentences depend on conte#tual information of a large scope or
a higher level., Conversely, the semantic and pragmatic
interpretation of the discourse will have sentential information
as input" (p.78). Some of these strategies will be seen in the

following sections.
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3.3.3.4.1. Cultural Strategies

Cultural strategies are those which effectively select
cultural information pertinent to the comprehénsion of the
discourse. They may be either speaker or hearer oriented. That
is, when someone is giving a lecture he may provide the hearer
with some cultural background about his work or an author. The
hearer, in turn, may call on his own cultural background knowledge
about the speaker or the author in question. Lack of knowledge
of this cultural background makes comprehension more difficult

even in a daily conversation or in easy readings.

Lack of knowledge of cultural baékground becomes more crucial
when speaking with peoplé of a different culture or when reading
~about the myths, religious beliefs,or stories of a different
"culture or even when reéding something of one's own culture but
about the past with no personal cultural background available.

In these cases, the hearer/speaker has to‘:apply a large number
of different cultural strategies in order to understand. Because
cultural strategies have such a wide scope, they require that the

speaker/hearer have ample knowledge about i
geographical areas and locations, different
social structures, institutions and events,
different communicative events, different
languages, different discourse types, different
speech acts, different superstructures,
different local and global coherence conditions,
different styles and rhetorics, different
symbolic or ritual values and functions,
different knowledge, beliefs, opinions, attitudes,
ideologies, norms, and values as well as their
implicit or explicit use in the production of
the discourse, a different conceptual ordering
of the world and society (and hence different
lexicons), and finally, different objects of
reference." (p.81)

To understand a discourse requires relating all these levels and

dimensions with what is known about the communicative features
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of the speaker's culture.

3.3.3.4.2., Social strategies

Some cultural strategies include the more specific social

strategqgies.

Social strategies are those which enable the language user
to adapt to any one of several kinds of discourse. The language
user may expect different kinds of discourse, varying according
to different social contexts or to more specific social
situations. The language user may expect that a lecture entitled
"Brazilian Law" be given by a judge, a lawyer or any other person
directly linked to this subject and not‘by a physician. He may
also expect a certain style of discourse, social function of the
discourse, possible spéech acts, coherence etc. Besides these
expectations, in relation to institutions and context types, the
language user's expectations are also determined by assumptions
based on the type of audience (member categories) in this social
context, that is whether the people attending the lecture have
an ample background»knowledge about laws, whether they are
prisoners or feminists, whether they are strikers or not. 1In
short, the 1énguage user has to appiy different strategies when
listening to a discourse given by each of the following: the
Minister of Health, the Minister of Plénning, a medical student,
a student of economics, a friend at a party, and a child in the
park, etc. This adaptation to context results in better

comprehension.

3.3.3.4.3. Interactional strategies

Specific strategies used in communicative situation draws
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on the basic background information provided by the more general
social and cultural strategies. The hearer/reader of a discourse
actively participates in £he social and cultural contexts because
the discourse is addressed to him - is intended for him. The
discourse as an act, affects the hearer/reader's knowledge,

beliefs, opinions, attitudes, ideologies, motivation and so on.

The hearer/reader employs the interactional strategies, in
order to understand discourse, making assumptions about the main
characteristics of the speaker. These characteristics include:
intentions, beliéfs, background knowledge, purposes, wishes,
preferences, opinions, attitudes and personality of the speaker.
This background knowledge about the speaker may be stored in the
hearer reader's long term memory or it may be inferred from the
social context and communicative situation at the moment of
- discourse. For example, you are at home and someone with a
briefcase knocks on the door. As soon as you see the person, you
may infer that he is a door - to - door salesman; So, you expect
that he will try ' to persuade you to .buy his.
goods. The hearer/reader is able to infer the speaker's purposes,
intentions before the speaker says a word. "Hence, an
interactional strategy for discourse understanding means that a
hearer derives effective expectations from the global or local
social context with respect to the interactive intentions, goals,
and motivations of the speaker as they relate to cognitive or

actional change'of the hearer." (83)

Interactional strategies may produce or need information
from all discourse levels: a specific sphere of possible speech
acts, themes or a certain style. The more specific discourse

analysis strategiés are monitored by these expectations.
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Interactional strategies have to make assumptions about
the interactional function of the discourse. Hence, according to
the characteristics of the social situation and the speaker's
personality and within the interactional sequence, the hearer/
reader may understand the discourse as belligerent, as shrewd, as

cooperative, as obstructive, or as facilitating.

3.3.3.4.4. Pragmatic strategies

Pragmatic strategies are a specific type of interactional
strategies bound to natural language and are. different from the
others we have discussed which govern comprehension processes in
general. The term pragmatic, as used here, is not concerned
with;all contextual aspects of language use. It is used here in
a stricter sense, and concerns- the study of language utterances

as speech acts.

To understand speech acts is, sometimes, a complex task
which demands the use of some strategies on the part of the
hearer/reader. The use of strategies is assumed to be necessary
since the hearer/reader does not wait until the end of the
sentence or whole discourse to make inferences about the speech
acts. The hearer is often able to predict the speaker's
intentions before listening to all utterances. Such a prediction
enables the hearer/reader to choose appropriate strategies before

producing utterances in response.

Based on the above, pragmatic discourse strategies demand

the following steps on the part of hearer/reader:

a) identification of the existing speech acts in the individual

sentences or clauses of the discourse;
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b) identification of the existing pragmatic relations between
these local speech acts;

c) identification of the élobal speech acts being performed by
larger parts of the discourse or by the discourse as a whole;

d) identification of the existing relations between local end
global speech acts sequences, and

e) identification of the existing relations between global speech

acts.

Pragmatic strategies link textual structures with context,
especially the interactional context. The language user may give
more emphasis to the contextual information in order to make
intelligent predictions about the possible speech acts to be
~performed by the speaker. Careful analysis of context enables
the hearer/reader to know the social context of the discourse,
_infer the speaker's intention and determine his relationship to
the speaker. Predicting speech acts even before they have been

uttered is helpful to the hearer/reader.

Prediction of possible speech acts is not done recklessly
but is based on analysis of social and interactional information
of the discourse. But it is known that the language user does
not use all social contextual information available to interpret
or evaluate speech acts. He is able to detéct the pragmatic
context, that is, the contextﬁal features relevant for pragmatic
interpretation. For example, he ié able to reélize that the
speaker's status defines the kind of speech acts to be.performed

and that sex would not.

Besides the social and interactional contextual information,
the language user also needs the structural information in order

to interpret and evaluate speech acts. It is assumed that pragmatic
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strategies will not blindly ' examine all the structural information
processed to this point in a discourse. The language user is

able, when processing information in his short - term memory, to
keep some textual representation having some specific pragmatic
signals. These signals can be identified through intonation,

word order, action verbs, tense and time, references and opinion
words and help a lot in the interpretation and evaluation of

speech acts,

The language user employs the above pragmatic strategies
in order to understand speech acts. The pragmatic strategies
which the hearer employs to connect interpreted speech acts into
coherent sequences are also important. In this case, the hearer
~assumes that speech acts are meaningfully related in the same
way that the sentences of a discourse are. Strategies regulating
speech acts sequence are to be understood based on a "broader
theory of planning and understanding action and interaction

sequences in general'. (p.86)

The relationship between speech acts is observed through an

example the authors provide. The example is:

a) You've done a swell job.
b) I'11 pay you double.
(page 86)

This speeéh act sequence can be coherently understood by
the hearer only if the speech act of the first utterance is a
condition for producing, and, consequently for comprehending the
second speech act. This being so, the first speech act, a praise,
establishes "a situétion in which a speaker feels indebted to a

hearer" (p. 86) and in which  compensation may be appropriate.
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According to the authors, the hearer has specific strategies
which enable him to recognize the relationship between the speech
acts. These strategies piovide an effective preanalysis of
speech acts and speech acts sequences. "The effectiveness of
these strategies - is due to the general motivational (wants,
wishes, preferences) and goal-directed nature of action and

interaction and consequently of speech acts". (p. 86)

Besides the strategies to recognize the relationship between
speech acts, the hearer has strategies to derive global speech
acts from speech act sequences. In other words, from among all
the speech acts of a discourse the hearer is able to determine

the global speech act.

Finally pragmatic strategies are caught between contextual
strategies on the one hand and the textual ones on the other.
The contextual strategies, as we have seen, enable the hearer to
search systematically "among cultural, social and interactional
information pertinent to the discourse and the communicative
situation and their understanding". (p. 81) The textual
strategies operate under the control of the éontextual strategies

and are necessary for semantic comprehension.

3.3.3.4.5. Semantic Strategies

Semantic strategies are those which the language user employs
in order to know what a discourse means and what it is about.
For this reason, they are of utmost importance to discourse

comprehension,

These strategies are divided into local and global strategies.

Through the use of local strategies, the language user is able to
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decode the meanings of clauses and sentences as well as the
meanings and functions of relations between sentences. Through
the use of global strategiés the language user is able to
establish the global meanings of parts or the whole of the

discourse.

Interaction is necessary between local and global
strategies. The language user, in an attempt to establish the
global meanings of parts or the whole of the discourse, has to
first get some information from the local level, that is, has to
work on a bottom-level processing and then infer the theme of the
discourse. Of course, the language usef's inferences about the
theme of the discourse depend not only on the bottom-up processing,
identification of words, sentences and relations but also on
interactional situations and sociocultural background of the text

as well as of the language user.

Different situations (meetings, breakfast, lecture) and
different sociocultural background reqﬁire different types of
discourse and different pragmatic contexts. Consequently, the
language user must apply his background knowledge with some bottom-
up processing in order to establish the global theme of a discourse.
Once the global theme of the discourse has beén determined the
global coherence is also established. On the other hand, in the
language user's attempt to establish local meanings and function
of individual sentences and function of relations between them,
knowledge of rules and signalling words is needed along with an
idea about the global meaning or theme of a discourse. The
language user employs the top-down process to arrive at the
global theme which helps him make inferences abopt meanings,

functions and relations among sentences. As with global
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strategies, the language user's background knowledge, beliefs,
ideologies play an important role in the attempt to establish

local meanings and local coherence.

3.3.3.4.6. Schematic Strategies

To talk about schematic strategies for comprehension becomes
relevant since almost each kind of discourse has its own
structural organization. Narratives, descriptions, explanations,
and arguments have their own framework to be filled in. For
Ainéfance, it is well known that narrétives begin with the setting
and then with the establishment of a problem; the solution and
finally the evaluation follow. The writer/speaker and the hearer/
‘reader should have this structure in mind in order to construct

or understand narratives well.

Lack of knowledge of how specific kinds of discourse are
organized makes comprehension difficult. Hence, the necessity of
teaching schematic strategies explicitly in order to enable
readers to cope with research discourse, public documents, essays,
etc. Certain cues which help identify the different types of
discourse can be observed through some surface structures
indicating public notices, subtitles, source of the discourse

(newspapers, book of stories, scientific magazines) etc.

Schematic strategies, 1iké semantic strategies, also function
in bottom-up/top-down processing. But it is important to realize
tha£ top-down processing may not always be used since it may be
possible to find a discourse that has not followed its usﬁal
structural organization. 1In these cases, the reader will probably

be able to use the relevant global content of the text in order
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to establish the global schematic function of the discourse.

It is also important to point out that some kinds of
discourse do not have a specific structural organization - as is
the case of advertisements. In these cases, schematic

interpretation is either difficult or . relevant.

Finally, any discourse type which follows its usual
schematic structural organization lends itself to top-down
processing and facilitates the use of comprehension strategies

and, consequently, of semantic comprehension.

3.3.3.4;7. Stylistic and Rhetorical Strategies

Like the other strategies mentioned earlier in this section
stylistic and rhetorical strategies play an important role in

discourse production and comprehension.

The rhetorical structures are used by the speaker/writer
in order to provide the hearer/reader with an organized semantic
representation of discourse facilitating better recall and better
interactional effect. The speaker/writer uses these structures
based on rules and strategies in order to defend his point of
view, to try to make the hearer/reader believe him, and finally
agree with his'arguments. In order to reach his objectives the
speaker/writer makes use of morphophonological, syntactic and
~ semantic devices such as rhyme, repetition, alliteration and

figures of speech such as metaphor, metonymy, irony, etc.

In order to understand discourse the hearer/reader has to
use strategies that enable him to recognize the rhetorical devices
and to relate them to the semantic representation. The

identification and understanding of rhetorical.structures are
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relevant since they are used to highlight the speaker's/writer's
main ideas. When these rethorical structures are identified, the
hearer is able to grasp the most relevant parts of discourse and

then is able to understand discourse well.

The stylistic strategies are those strategies the speaker/
writer uses based on grammatical, schematic and rhetorical rules
in order to produce a determined style of discourse. The speaker/
writer can say the same thing in many different ways. The style
he will choose will depend on his intentions, purposes,
strategies, attitudes and his relationship to the audience. The
stylistic variations he can make use of in order to produce
different styles of discourse are "phonological (free) variation,
such as pronunciation, lexical choice from different registers,

and syntactic variation (length, complexity)." (94)

These stylistic variations may characterize a discourse in
such a way that it can be said to be polite, rude, formal, informal

aggressive, defensive, etc.

The hearer/reader should apply strategies in order to find
out the style of the discourse since the stylistic variations
play an important role in the interactional interpretation of
discourse. In his attempt to find out the style of a discourse
the hearer/reader should make use not only of the analysis of the
kind of words employed, noting that the theme of the discourse is
polite, agressive or formal, etc., but heShould also take into
account the "rest of the semantic and pragmatic information"... in
order to see if this is" consistent with these surface structures
signals in order for the hearer or reader to construe a correct

interpretation" (p.95).
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As has been seen, the reading strategies pointed out by
van Dijk and Kintsch are of great relevance to complete and
proficient production and understanding of discourse. The
speaker/writer who is able to use them in his production of
discourse will be able to expound his ideas, emotions and
thoughts adequately. If the hearer/reader is able to apply
strategies in order to identify and understand the strategies
that the speaker/writer used so efficiently in his production, he
will also be able to understand the actual meaning of the discourse

adequately.

In spite of these strategies being of great relevance to
production and understanding of discourse we still feel the
necessity of approaching reading strategies in a more practical
Qay for pedagogical purposes. This necessity comes from the
knowledge that some ESP readers will not be able to distinguish

some of these strategies mentioned by van Dijk and Kintsch.

In order to provide the readers with some practical

strategies that will enable them to cope with texts in an

efficient way it would be relevant to see how the Working Papers

of the Brazilian National ESP Project approach reading strategies.

3.3.4. The approach to reading strategies in the
Working Papers of the Brazilian National ESP

Project.

The strategies presented by the ESP Project function as a
bridge permitting the reader to develop a more complex set of
strategies than he already has, but less complex than the van Dijk

and Kintsch model suggests. That is, the reader should know how
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to find main points of paragraphs, identify referents, understand
signalling words, make use of prior knowledge, predict, infer and
understand the structural‘organization of discourse and so on in
order to reach more global strategies such as language,
grammatical and discourse strategies, as expléned by ¥an Dijk and

Kintsch.

3.3.4.1. Pre-reading activities

The people who work in the ESP project share a common point
of view about pre-reading activities. Pre-reading activitieé are
seen as necessary téols in reading comprehension since they lead
the reader to a mental warm up about the subject. Before starting
to read, the reader is made aware of the subject of the text he
is going to read. This is done by giving the title and/or
subtitles of the text, words related to the subject, statements
about the subject or the first sentence of the text. The reader
is asked to think about these cues and try to predict the possible
- development of the text, that is, hé may raise hypotheses about

the content and the possible arguments used by the writer.

Accdrding to Shepherd (1983) this mental warm‘up is of great
relevance to the reéder since it makes understanding a text easier-
by making use of'what he already knows. The reader finds that he
is able to‘know something about the subject even before starting
" to read it. Besides, it helps the reader acquire more self-

confidence when coping with the reading task in English.

3.3.4.2. Prediction

In the reading process, whether in the reader's first
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language or his second language, prediction plays an important

rols,

The mental warm up érior to beginning the reading task may
be provided by prediction. But prediction is useful not only
before starting to read but also during theientire reading
. process. Prediction may occur at all levels, that is, it is not
limited to the word level only. The reader is also able to

predict phrases, sentences, paragraphs and content of whole texts.

Predictions are not made irrationally, but are based on the
7/

/

reader's background knowledge and linguistic competence, contextual
information and non-linguistic information (such as diagrams,

tables, graphics, etc.).

Making use of prediction help the reader to read for meaning.
If the reader is not able to make predictions while reading, he
will not be able to cbmprehend what he is reading. According to
Holmes (1982:3)"total predictability means‘fhat the text can tell
us nothing new, total unpredictability means we lack pufpose in

reading and can mean total lack of understanding."

3.3.4.3. Establishment of purpose

Reading comprehension depends on the reader's ability to
give purpose to his reading. There is no proficient reading

without pre-established purposes.

Aftef,making predictions about what the teﬁt is about and
which arguments are used by‘the writer, the reader must estgblish
a purpose before starting to fead,.otherwise he will be wastinag
- much of his time processing non-relevant information. With pre-

established purpose, the reader using appropriate reading
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strategies will guide his reading toward the relevant information

needed to reach his purpose.

To establish reading purpose is also relevant because it
leads the reader to notice that reading strategies vary according

to each specific purpose chosen for each reading task.

3.3.4.4. Skimming

Skimming is done by the reader who rapidly reads a text for
the purpose of placing himself within its content, that is, to
get a general idea about its content. When skimming a text the
reader should make use of cognates, repeated words and
typographical clues in order to get this general idea about the

content of the text.

This strategy must be utilized every time the reader has a new
text in his  hands to read because, besides making him aware of
thercontent, it can tell him if it is ' worth reading. Finally
this stratégy is most usedat the general comprehension reading

level,

3.3.4.3. Scanning

Scanning consists of a rapid attempt to iocate some specific
information in a text. The reader must keep in mind the desired
information - eg finding a name in the telephoﬁe directory - and
then let his eyes run over the text in order to locate this
information. Here, the reader should make use of typographical
clues such as capitél letters, numbers, symbols, graphics and

etc... in order to help him to detect the information quickly.
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This strategy does not require that the reader follow the
linearity of the text. Since he is looking for a specific bit
of information, the reader may "read" from any direction to any

ot s direction (down to up or right to left). in his search.

3.3.4.6. Selectivity

Selectivity is used by the reader in order to check if a
determined text will give him the desired information about
specific subject. This is not the same as skimming. Skimming tells
the reader what the text is about and selectivity comes later. It
consists of reading introductory pafagraphs; concluding paragfaphs,
4fi£st or last sentences of each paragraph, titles and subtitles, -

etc. in order to help the reader select which parts are relevan?

to his objectives.

3.3.4.7. Key words

The reader must be able to appiy strategies in order to
detect key words in any of his reading tasks. ihe identification
of these words 1is relevant'because they will 1eaa the reader to
ignore linearity, will helpﬂthe reader explore redundancies and
will demonstrate that meaning can be.perceived even when the

reader does not understand all the words existing in a text.

To detect key words, the reader should make use of skimming,
selectivity and establishment of purpose for reading. Choice of

key words will depehd a lot on the reader's purpose for reading.
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3.3.4.8. Paragraph connectors

Reading comprehension requires that the readef be able to
perceive and understand relations between sentences and
paragraphs. For this reason, the reader must employ strateg%es
to effectively interpret words and expressions which indicate
relations within seﬁtences and paragraphs. Some of these words

and expressions are: on the one hand, on the other hand, in

short, the next .step, the.disadvagtaqe off an so on.

"These strategies are required at the main points
comprehension level. Lack of the ability to use interpretative

strategies will make comprehension difficult.

3.3.4.9. Rhetorical functions

To understand the rhetorical functions within a text is of
great relevance to readingvcomprehension. The reader must be
able to employ strategies which enable him to identify comparison,
contrast, definition, classification, description, narratives and
SO on in téxts. The correct identification of these rhetorical
functions gives the reader a global representation of the text.

On the other hand, lack of this ability leads the reader to loss

of comprehension.

These strategies work at a main points comprehension level.

3.3.4.18.1locating main points

.In expressing his ideas, the writer can not expose only the

main ideas of the subject. He has to expose them mixed with some
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complementary ideas in order to give coherence to the text. The
reader must, therefore, apply strategies in order to identify

the main points of each péragraphﬁ and of the text as a whole.

Strategies for locating main points are more used at the
main points comprehension level. Lack of ability to use these
strategies leads the reader to consider everything in the text

as indispensable to comprehension.

3.3.4.11. Uncoiling long sentences

- In some texts, the reader may find some long, complex
sentences which are difficult_to decode. Here, the most important
strategy employed to overcome this problem may be to analyze the
‘verbs of the sentences, that is, finding the main verbs, the non-
finite, the clauses, etc. After these steps he may be able to

decode the whole sentence.

3.3.4.12. Tdentification of Cohesive Devices

The reader's ability to interpret coehsive devives

effectively is very important to enable him to perceive cohesion.

The cohesive devices includa conjunctions such as though, however,
N '\

therefore, pronouns, etc. (Halliday & Hasan, 1976).

The reader must employ strategies which lead him to an
efficient interpretation of conjunctions as well as pronoun
referents, that is, the reader may interpret the word'therefore'’
as giving an idea of consequence just as he may be able to find
out to whom the pronoun he refers. Lack of this ability impedes

understanding of the message.
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3.3.4.13. Grammar

Sometimes at the intensive comprehension level the reader
must employ strategies for decoding text through grammatical
clues. It may occur that the reader's use of other reading
strategies has not been sqficient for him to grasp the meaning
of the text so he has to rely on grammatical clues. Using some
aspects of the grammar presented in the text, he tries to solve

his comprehension difficulties.

3.3.4.14. Nominal Group Identification

The word order of noun phrases in Portuguese differs from
the word order in English. As a consequence, some readers have

difficulty reading in English.

In this case, the readers should apply strategies to
detect which words functions as modifiers (adjectives, adverbs)
of the complex noun phrase. If the reader is not able to separate
adquately headwords from modifiers, he will certainly not

comprehend adequately what he is reading.

3.3.4.15. Learning Strategies

The Brazilian National ESP Proﬁect is concerned not only
with the teaching of>reading strategies for coping with texts but
also with the reader's awareness of his knowledge and control
over these strategies. According to Scott (1982) there are three
ways of tackling learning strategies. They are: assessing one's
preferences, assessing one's learning strategies and assessing

one's progress.
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a) Assessing one's preferences. It is relevant since it
enables the teacher to prepare reading strategy materials

according to the readers' interests.

b) Assessing one's learning strategies. This assessment
aims at detecting the strategies the reader uses in his reading
activities. It is relevant since it aims at making the reader
conscious of the strategies he already uses, their effectiveness
and the control he may have over them. This awareness is
necessary in order to provide the reader with clues to yhich
strategies he should keep and which strategies he should reject

or change.

c) Assessing one's progress. This assessment aims at making
-the reader aware of his progress in the efficient use of reading
strategies. It is relevant since it leads the reader to think
about how he is getting along with reading tasks, that is, if he
feels that he has improved his reading ability after having been

taught some reading strategies.

3.4. Operational Decision for the Purpose of this Research

Aftef having presented some reading strategies according
to Kato, van Dijk and Kintsch and members of the Brazilian
National ESP Project we think it is worth saying that the reading
strafegies that were chosen to be taught to the students enrqlled
in the experiment were the reading strategies found in the
Working Papers of the ESP Project due to their practical

approach.



CHAPTER 4

AFFECTIVE INFLUENCES ON READING PROFICIENCY

4.1. Introduction

Reading plays an important role in each individual's life
because through feading a person is able to grow intellectually.
Because reading is so relevant, the teaching of reading, in turn,
becomes relevant. Strategies can be taught in order to help
individuals become proficient readers. However, merely teaching
reading strategies is not sufficient to produce proficient readers.
It is essential that attention also be given to the

individual's personality, attitude, motivation, etc.

This chapter provides a review of the literature concerning

affective bases in Downing and Leong (1982).

4.2. Some Psychological Aspects that Influencé the Reading Ability

Reading ability depends, to a large extent, on the reader's
environment, attention, attitude, motivation, incentive, curiosity,

interest, purpose, and school experiences.
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To verify how each of the above factors influence the
reader's reading ability, each one i discussed individually and

some research results are .presented.

4.2.1. Influence of Attention on Reading

Attention is one of the psychological factors that influences
reading ability. It is aroused by the reader's motivation to learn

to read and is of crucial importance in reading comprehension.

Nuttin (1976), Burt (1968), Samuels and Turnure (1974),
Dykman, Ackerman, Clements, and Peters (1971) and other researchers
are ‘‘Unanimous in saying thaf there is a great relationship
between the reader's attention and his success in reading. Nuttin
(1976) states, based on the reviews he made. of modern research,
that attention actually facilitates learning. Burt (1968) also
admits the relevance of attentional effects in reading saying that
attention functions as a'filtering device' since it enables the
reader to select a certain amount from all the incoming information
that the brain will process. Samuels and Turnure (1974) developed
an experiment to observe if children's attentional behavior during
reading lessons would interfere with their reading achievement.

The results showed a definite relationship between reading
achievement and the children's attentiveness. Dykman, Ackerman,
Clements, and Peters (1971) also conscious of the above
relationship observed by Samﬁels and Turnure, theorize that an
important cause of reading disability is an "attentional deficit

syndrome. "

Giving further evidence to the relevance of attention to
‘reading achievement, Strauss and Lehtinen's (1947) and Harris and

- Sipay's (1975) opinions are mentioned. Strauss and Lehtinen say
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that brain injured children have a major learning problem because
they are incapable of ignoring distracting stimuli, that is, they
are hot able to select only pertinent information. Harris and
Sipay say that failure in learning to read "may be due to
inattention rather than to lack of the basic abilities required

by the task" (p.240).

Besides emphasizing the relevance of attentional effects in
reading achievement, it is also obvious that individual differences
exist among readers. It is not too difficult to find readers that
show different degrees of attention and even to find readers who
do show hardly any evidence of attention during their reading

tasks. These individual differences have different causes.

4.2.2., Influence of Failure-Threat-Anxiety to Reading

Before discussing the causes of the readers' individual
differences and the influence of failure-threat-anxiety to reading,
it seems necessary to define these terms since they are used in

most of the research about the psychological factors that influence

reading ability.

According to Spielberger (1972) the tem stress refers to "the
objective stimulus properﬁies of a situation" and the term threat
refers to "an individual's idiosyncratic perception of a
particular situation as physically or psychologically dangerous"
(p-240). Here, Spielberger raises the point that a situation may
be considered stressful or not depending on the individual's own
evaluation since he may consider objectively nonstressful
situations as threatening because of his personalify tendencies
and past experiences involving similar situations. The term

anxiety is used to refer to "the complex emotional reactions that
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are evoked in individuals who interpret specific situations as
personally threatening. If a person perceives a situation as
threatening, irrespective of the presence of real (objective)
danger, it is assumed that... he will experience an increase in
the intensity of an emotional state characterized by feelings of
tension and apprehension, and by heightened autonomic nervous

system activity" (241).

Taking into account these general psychological facts,
Downing hypothesizes that "anxiety interferes with attentiveness
because failure in reading constitutes a form of stress that
causes the poor reader to perceive reading tasks as threats" (p.
241). Beretha's (1970) study supports this hypothesis. Berxeta
found that children's inability to concentrate is due to their
negative self-images. Such results lead to the conclusion that
anxiety can be caused in readers who experience stressful failure
in their reading tasks and who consider each reading task as
threatened with almost certain failure. In these cases, the

readers are not able to focus attention on their reading tasks.

According to Downing (1983), the term "failure-threat-anxiety
syndrome" well defines the reader's vicious circle of failure —)
anxiety —) more failure and that its symptoms are evident in many
different ways. He categorizes these symptoms under the headings:
overt fear reactions, non-specific emotional behavior, escape
behavior and attack behavior. These symptoms are characterized

as follows:

a) Overt fear reactions. Readers who usually fail in their
reading activities develop a high degree of anxiety which becomes
evident when confronting a reading task. According to Strang et

al this anxiety can be observed in the readers' "fears of making



72

mistakes, of failing, of having people know how poorly they read,

of growing up..." (p.247).

b) Non-specific emotiohal behavior. Readers who experience
emotional symptoms may show a variety of responses. So it is
possible to find readers presenting such reactions as shyness,
withdrawal, and aggressiveéeness (Strang et al), "submissiveness,
.indifference, inattentiveness, seeming laziness, withdrawal,
day dreaming,evasive reactions" (Gates, 1936:242), "distractibility,
inattention, hyperactivity, avoidance, perseverance" (Laurita, 1971:

242), etc.

c) Escape behavior. According to Downing, one of the most
frequent reactions to the failure-threat-anxiety syndrome is
escape behavior. Here the reader's reactions are withdrawal,
psychosomatic disorders, rigidity and some other avoidance

strategies.

Gates (1936) and Strang et al found that shyness and
withdrawal are sympfoms of escape behavior and Hickerson (1970)
found that some readers present some psychosomatic disorders in
order to escape from the anxiety. She described her findings as
follows: "One student was sick to his stomach", and another

"feigned petit mal seizures" (p.243).

Another escape behavior is rigidity ,which is commonly
misinterpreted as stupidity, laziness, or mental retardation.
According to Dreikurs (1977) the child presents the reaction when
he feels that he is not able to cope successfully with reading
tasks and he decides to 'play stupid'. In such cases he may seem
mentally retarded although he is not. Stott (1977) and Dreikurs interpret
this kind of behavior as a defense strategy the child uses in

order to persuade others that it is useless to teach him because
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he cannot learn.

There are other avoidance strategies that clearly indicate
that the reader is trying to 'escape' from the reading task. Some
children may invent the most absurd excuses in order to avoid
going to school or to leave school early. Many parents and
teachers are familiar with a multitude of these excuses. These
children's behavior is céused by their failure-threat anxiety.
Hickerson says that "many left the school grounds and went home

when they felt trapped by school procedures" (p.243).

d) Attack behavior. Readers react in many different ways
to failure-threat anxiety syndrome, frequently showing antisocial

behavior, aggressivity, hiperactivity and impulsivity.

Rutter and Yule (1977) developed an experiment through
which "A very considerable degree .of overlay was found between
reading retardation and antisocial behavior. 0Of the children who
were severely retarded in reading, a third exhibited antisocial
behavior. This rate is several times that in the general
population even when sex differences are taken into account. ...
Similarly, of the group of antisocial children, o&er a third were
at least twenty-eight month retarded in English (after IQ was
partially out). Again, this rate is many times that in general
population, after controlling for sex differences" (p.243). In
analyzing these findings in order to determine their cause and
effect, Rutter and Yule confronted a difficult task, buf came to
the conciusion that "both reading difficulties and antisocial
behaviour may develop on the basié of similar types of -
temperamental deviance but also that delinquency may sometimes
arise from a maladaptative response to educational failure. Thus,

the child who fails to read and who thereby falls behind in his
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school work may rebel against all the values associated with

school when he finds that he cannot succeed there" (p.244).

A study which gives' evidence of fhe aggressiveness that
some readers present as an alternative emotional reaction is the
one developed by Spache (1957) and Douglas, Ross, and Simpson
(1968) . Spache stated that 4 per cent of a group of poor readers
showed aggressiveness while 10 per cent of this same group showed
subnormal aggressiveness. Douglas, Ross, and Simpson also found
similar results classifying their poor achievers as either

aggressively troublesome or as nervously well-behaved.

According to Marwit and Stenner (1972) the term
hyperactivity is related to aggression involving impulsiveness, a
low frustation point, short attention span and excessively hostile
as well as generally overactive behavior. Readers who are used to

failure may present these reactions.

Another of the reader's reactions to the failure-threat
anxiety is impulsiveness. This behavior may hinder comprehension
of texts since it does not allow the readers to reflect on the
content of the text. Roberts (1980) says that the speed with
which decisions are made in uncertain situations is likely to be
an important factor in a reading task full of incertainty. Sne
mentions Lunzer and Garner's (1979) study in which they found a
significant relationship between individual differences in reading
comprehension and the extent to which the reader is able to

reflect on the content of the reading.

4.2.3. Influence of Perception of Failure to Reading

There are many factors that may influence the reader's

behavior when facing the reading task. The readers who usually
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succeed in their reading activities generally show good motivation,
have a good self-concept, feel secure and so on in relation to
their reading task and consequently can focus attention on it, but
readers who usually fail lack this motivation, have a negative
self-concept and feel insecure. As a result they are not able to

be attentive during their reading task.

kesearch shows that percepfion of failure in reading‘may
lead the child to negative emotional reactions. According to
Vernon (1971) "Children who find learning difficult and hence fall
behind their companions - still more those who fail to learn
altogether - are not unnaturally frustrated, anxious and depressed
by their failure" (p.244). According to Schonell and Goodacre
-(1974) the inability to read lends even older peovole to develop

"a feeling of inadequacy and inferiority" (p.245).

4.2.4, Influence of Parents' Attitude on Reading

Besides perception of failure there are other factors that
influence reading ability such as the parents' attitude toward

learning.

Readers may have overdemanding, overanxious, unconcerned or
overprotective parents. Readers who have overdemanding parents
run the risk of not being able to learn to read. The pressure
exérted on them by fheir parents is so strong that they refuse to
take risks in their attempt to learn to read. Also, as a
consequence of this pressure, readers may develop a high degree

of anxiety and see the reading task as a threat. These readers
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may create an aversion against the reading task and try to escape
from it. The readers whose parents are overanxious about their
child's success in reading. may also develop a high degree of
anxiety but the possibility of learning to read still exists.
Readers who have parents who are completely unconcerned about their
child's learning task may not feel the relevance of learning to
read for their intellectual growth and cultural development. In
these cases, the readers may not expend any effort to learn to
read. Readers who have 6verprotective parents may never be able

to read with confidence. They may always be dependent on their

parents or teachers.

There has been much research with results indicating that
the parents' attitude toward learning plays an important rolé in
the development of reading ability. According to Vernon (1957) "if
the parents react to their child's backwardness by blaming or
reproaching him, or even merely by undue pressure, urging him to
work harder, a severe emotional conflict may result" (p.247). In
their study cases Davis and Kent (1955) found that severe retardation
in reading may be made worse by the excessive demands of the
children's parents. Davis and'Kent, analyzing the attitude of 118
eight-year-olds' parents found that children with overdemanding
and unconCerned parents proved to be severely retarded in reading
whereas children with overanxious parents and children with normal

treatment achieved equally.

4.2.4.1. Primary Emotional Disturbances due to Parents'

Attitude

It is highly relevant that many children are hindered in

relation to learning even before entering school. Some parents
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treat their children in such a way as to damage their motivation
and capacity for learning. These children enter school with a
preestablished negétive self-concept and are potentially

unsuccessful learners.

Stott (1977) surveyed 1,104 children when they came to
school for the first time and again at the end of the third year.
The results show that there was little change in the children
after three years of schooling. The researcher concluded that "the
maladjustment and bad attitudes to learning of the poor readers
antedated any exposure to the teaching of reading or their
awareness of failure in reading" (p.247). Another survery developed
by Wattenberg and Clifford (1964) revealed similar results. The
results show that some children view their own competence
unfavorably even before entering kindergarten and that measurement
of self-concept was predictive of their reading achievement at the

end of the second grade.

4.3. Influence of Incentive to Reading

Research evidence shows that the readers' incentive is

fundamental to learhing to read.

"The definition of incentive, according to McDonald (1965:
249) is:
An Zncentive 1is a reward or source of need
satisfaction that a person may obtain. The
possibility of attaining this reward or goal
induces motivated behavior. An incentive is

something proffered to a learner to engage him
in the actions of learning.

In order to better understand McDonald's use of the term
need Downing (1983) suggests that it should be defined. He cites,

therefore, Drever's (1964) psychological definition of need as
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"A condition marked by the feeling of lack or want of something,

or of ‘requiring the performance of some action" (p.249). Therefore,
an incentive is that which incites or motivates the reader to do
something in order to satisfy his needs. This incentive may be

intrinsic or extrinsic and may be considered a kind of motivation.

Extrinsic incentives are external factors that may lead an
individual to face the reading task, as, for example fewarding

the reader with grades, candy, toys, etc.

There is some controversy about the effectiveness of
extrinsic incentives. Strang et al defend the point of view that
"Stars, teacher's marks, and other extrinsic rewards" are the
most "temporary" and "superficial" kind of motivation (p.250).
Contrary to this point of view, some behaviorist psychologists
such as Staats (1968), Staart and Staats (1962), Staats, Staats,
Schutz and Wolf (1962) argue that there is much research evidence
to prove that children work harder at their reading tasks when

they receive candy or tokens as incentives.

More recent research shows that extrinsic incentive may be
harmful to the reader. Oliver (1976) hypothesizes that a child
who receives extrinsic rewards for reading may have "a false
concept of the purpose for reading" (p.250). The results of a
study by Lepper, Greene and Nisbett (1973) support Oliver's
hypothesis, showing that extrinsic incentives undermine the

children's intrinsic interest in the reading task.

Intrinsic incentives are intrinsic factors that may lead an
individual to face the reading task. These intrinsic factors may
include the reader's achievement, his desire to be as proficient
as his parents, his curiosity, his reading interest and purpose

in reading.
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According to McClelland (1961) and Vernon (1971) achievement
in itself functions as an effective intrinsic motivation. 1In

addition, Vernon states that

Undoubtedly the motive to achieve is related to
parental stress on achievement. ... But parents of
children with high achievement motivation, while
advocating achievement and independence and
rewarding children when they show these, are also
permissive rather than authoritarian in their
discipline. In other words, the child is attracted
~rather than forced by pressure to achieve; and
this is reinforced by his identification with his
parents and his desire to be like them (p.250).

Taking into account the different parents' attitude toward
learning, one can conclude that individual differences in

achievement motivation must be significant.

Another example of intrinsic incentive is curiosity which
always seems to be present in the individual's life. According
to Strang el al "Curiosity... is a prime motivation for reading
at any age. Unless suppressed, cufiosity persists throughout life
and frequently turns a person to reading, which offers wide

opportunities to satisfy his mood of inquiry" (p.251).

An experiment developed by Maw and Maw (1962) proves that
curiosity is an effective intrinsic incehtive to learning to read.
The results show that the children who, éccording to their
teachers, were highly motivated by curiosity did better on reading
comprehension tasks than did the children at the opposite end of

the scale.

The degree of curiosity may vary from‘child to child. This
variation may be due to different home backgrounds or to the
content of the what is being read as evidenced by Minuchin (1971)
and Downing (1983). Minuchin studied 18 Black four-year-olds in

a Head Start Program in order to investigate their levels of
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curiosity. The results were diverse. She attributed their different
levels of curiosity to their home backgrounds. She came to this
conclusion because there were six children who "projected an
environment characterized by sustained crisis, little coherence,
ineffective and poorly defined adults; and whose conceptual grasp
of order in the physical environment and of the relationship
among objects tended to be poor. These children also showed
limited curiosity or exploratory behavior" (p.251). Just as there
is a wide variety of backgrounds, so is there a wide variety in
the content of children's curiosity. Downing suggests, however,
that in spite of the wide variation in terms of content, it may
be possible to find books with contents to satisfy the children's

interest.

Reading interest is another intrinsic incentive. Many
researchers share the point of view that interest is of utmost
importance to reading comprehension since it motivates the reader

to read.

Research results give evidence of the relationship between
interest and reading comprehension. Downing comments that many
teachers and parents realize.that even children with poor reading
skills are able to read much better when reading something that is
of great interest to them. An experiment developed by Shnayer
(1969) supports Downing's statement. Shnayer studied 484 children
in 17 sixth-grade classes in one metropolitan area. Seven groups
were formed according to the children's reading ability. Stories
were distributed to each group. The students had to read these
stories which were more difficult than their actual reading
ability and rate thé stories on a four-point scale according to
interest. Shnayer related the pupils' comprehension to their

interest ratings, analyzed the results statistically and came to
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the following conclusion: "A high interest in stories read by
children results in greater comprehension than that which results
from low interest". He also concluded that "Reading interest, as
a factor of reading comprehension, may enable most students to
read beyond their measured reading ability" (p.252). One other
of his findings is that "there is a gradual diminishing difference
of the effect of interest as reading ability increases ... High
ability students are less affected by reading interest than low
ability students" (p.252). Based én these findings teachers of
reading should choose material that is of great interest to the
readers, especially beginners and older readers who show some
disability in reading. Teachers should follow Shnayer's advice
"and provide" an abundance of reading material" remembering that
"the confines of reading textbooks, graded, and used in series,
would seem to be a clear violation of the interest needs of
children" (p.252). Shnayer.is against the obligatory wuse of
graded reading texts in series without satisfying the individual

readers' interests.

While discussing individual differences, it seems relevant
to observe that, not only children, but also adults should be
provided with material that ié'of interest to them. The teacher
must therefore discover the interests of each reader and help each
satisfy his own interests. According to Beretta (1970) the teacher
should permit the readers to choose what they want to read.
However, if some readers have difficulty in choosing a text, the

teacher should help them learn to choose their own reading material.

Purpose in reading may also function as an intrinsic incentive.
Once the reader has established a purpose for reading, he will be
motivated to fulfill that purpose. Any reading requires the

establishment of a purpose ‘and, as this purpose may vary from one
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reader to another the reading process changes accordingly. The

reader needs, therefore, to be trained to read for different

purposes.

The use of the term purpose here is to be understood as
"meta—mptivational" because it is not only the reader's motivation
that is being discussed but also his awareness or even his
conception of this motivation. Purpose is defined by Drever as
"The thought, in the present, of an end or aim, in the future,
with the intention of realizing it" (p.254). According to Woodworth

and Marquis (1949:254).

Purpose is a goal-directed activity in which the
individual has .foresight of the end to be
accomplished and has(kﬁinltely committed himself
to the action.

Through the above definitions one perceives the actual motivation
that the establishment of purpose causes. One also perceivés that
the established purpose directs the reader's reading act. Hence,

the reader must know how to adapt his reading skills to different

purposes.

It is interesting to note that sometimes the readers are
not made aware of the necessity of establishing their purposes
when coping with a reading task. This may occur because many
teachers think that the purposes of literacy are self-evident.
However, Vygotsky (1934) showed that a young child in Russia "has
little motivation to learn writing when we begin to teach it. He
feels no need for it and has only a vague idea of its usefulness"

(p-254). This result may be also applied to reading.

Lind's (1936) study gives evidence that many readers are not
aware of the usefulness of literacy. Lind analyzed information

contained in reports in which adults recalled reading in
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chilhood and found the following maih purposes: (1) for escape,
(2) for temporary diversion, (3) for specific use in objective
interests, (4) for self-development. From these results one may
conclude that the readers need to be made aware that the reading
act requires a specific purpose so that the readers can direct

their reading selectively.

In order to show thét reading comprehension may be strongly
influenced by the purpose eétablished, Postman and Senders's
(1946) experiment is included here. These researchers gave college
students a passage to read. The students were divided into six
different groups. Each group received different instructions in
order to influence the students' purpose in reading the passage.
These instructions were: Group one - read the passage timing how
long it took; Group two — read to be tested for general
comprehension of the passagé; Group three - read to be tested for
recall of exact, specific sequence of events in the story; Group
four - read to be tested for content; Group five - read to be
tested for 'wording'; and Group six - read. to be teéted for
"physical appearance" including deliberately introduced errors of
spelling and typing. Sufficient time was given to all college
students to read the passage‘af their own speed. After that they
had to answer a multiple-—-choice test of 50 items including 10
items related to instruction received by each group. The results
of the experiment show that the purpose for reading the text as
received by each group influenced its score on the different parts
of the test. The type of information related to the determined

purpose tended to be remembered best.

Taking into account the results of Postman and Spenders's
experiment, one can conclude that readers should be taught how

to establish purposes for reading and should be trained to direct
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their reading in such a way that they can achieve their purposes.

4.4. Influence of Reinforcement on Reading

The theory of reinforcement has contributed to a large
extent such changes in teaching methods as behavior modification

systems. Its influence has also been felt in reading instruction.

Skinner (1953) considers the term ‘'reinforcement' any
experience followed by a response that increases the probability
of similar responses in the future. Skinner also considers any
stimulus as a "reinforcer" only if it provokes an increase in the

probability of similar responses.

The most controversial kinds of reinforcement iﬁ the
ﬁeaching“of reading are tangible (toys, candies, grades), social
(praise, enthusiasm) and knowledge of the results. Research, in
this area, shows how effective or ineffective these reinforcements

are.

Hammer (1968) developed an experiment to find out how
effective tangible and social reinforcements are. The subjects were
culturally-deprived Negro children attending instructional periods
in individualized reading. They were divided into three treatment
groups according to type of reinforcement used. One group received
a tangible reinforcement - candy - and the second group received a
social reinforcement - 'that's fine'. The iast group functiéned
as a control group, that is, the childrenvin it did not receive
any speciai reinforcement. The results showed that the tangible
treatment group produced the most correct responses, while the
social reinforcement reached second, and control group produced

the weakest results. Two other experiments developed by Pikulski
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(1970, 1971) found opposite results < The results showed that
children from lower class backgrounds did not respond better to

tangible reinforcement.

Raygor, Wark and Wérren (1966) attempted to find out if
knowledge of results is an effective reinforcer. To test this
effectiveness, they showed a flashing green light a subject every
tiﬁe he surpassed his previous rate of reading. The results proved
that knowledge of results may function as an effective reinforcer
since the subjects accelerated their reading rate under this
treatment. This was more intensely observed in those subjects

aware of the function of the green light.

Having considered the influence of reinforcement on reading,
it is revelevant to note that no research has been carried out
éomparing the effectiveness of instructional programs developed
in the traditional way and instructional programas developed
applying reinforcement treatment. Consequently it is impossible
to conclude that one approach is actually more effective than
other. Both may have their negative and positive aspects. Hence,
it is up to the teacher to discover the most effective approach
to his pupils. Once the teacher has opted for the reinforcement
approach, he still needs to find out which of the reinforcers are
more useful to each of his pupils since what functions for one

pupil may not function with another.

Those teachers who happen to adopt the reinforcement
approach should also keep in mind that there is the possibility
of an abrupt change in reading behavior resulting from withdrawal
of extrinsic reinforcers. Pikulski's (1971) study shows that
"children quickly forget words they had learned to criterion

and fail - to. recognize the words when they are surrounded
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by other words" (p.259). Teachers should still keep in mind that

rewards for reading may lead the child to create "a false concept
of the purpose for reading" and Lepper, Greene and Nisbett (1973)say
that extrinsic incentives have the effect of destroying the
children's intrinsic interest in the reading activity. This
awareness enables the teachers to avoid excessive belief in the
method and consequently avoid impairing the children's concept

of the purpose of reading and their intrinsic incentives to

reading.

4.5. Influence of Attitude on Reading

According to Allport's (1935:260) definition

An attitude is a mental and neural state of
readiness, organized through experience, exerting
a directive or dynamic influence upon the
individual's response to all objects and
situations with which it is related.

Accepting the above definition, it follows that attitude
may play an important role in reading achievement since it
influences in a direct or dynamic way the reader's response

toward reading.

Research evidence toward reading attitudes is developed
under the following three aspects: sex differences, home

background and school experiences.

4.5.1. Sex Differences Versus Attitudinal Behavior in

Reading

Research developed in the USA shows that girls have more
positive attitudes toward reading than boys. Hansen (1969)

studying some fourth-grade pupils' attitude toward reading found
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that girls showed a notably better réading attitude than the boys
and read far more books. Another study to be considered here was
developed by Kennedy and Halinski (1975) with secondary school
pupils which also show that females, as expected, ranked

significantly higher on the scale.

In England, Morris (1966) developed a similar experiment with
ten and eleven year old children. The results did not show

difference between girls' and boys' attitudes.

Through the above results, one can perceive that sex
differences in reading behavior may vary according to the readers'
nationality, that is, reading behavior according to sex is not

universal in all cultures.

4.5.2. Home Background Versus Attitudinal Behavior in

Reading

There is not much research in this field but that presented
gives sufficient evidence to the effectiveness of parental

assistance to their children when engaged in reading activities.

Attempting to observe if the relationship existent between
the reader's home literary environment and his attitude toward
reading, Hansen developed two experiments. In both studies the
subjects were 48 fourth - grade pupils. The scale used to measure
the pupils' attitudes was considered to be reliaﬁle‘and valid and
the scores were taken from answers to a "home environment"
questionnaire.Other variables such as the students' IQs, their :
fathers' occupations and their fathers' educational level, were
also analyzed. In Hansen's (1969) first experiment, after a

multiple regression analysis, he found that the home literary
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environment was the only significant factor contributing to
pupils' reading attitudes. The other variables showed no
relationship to the pupils' reading attitudes. On the other hand,
Hansen's (1973) second experiment showed different results. It
showed that "the one factor that standsvout from all the others

is the role of the parent in being involved with his child's
reading activities. Working with homework; encouraging, helping
select, and discussing his reading; reading to him; giving
assistance in looking things up in dictionaries and encyclopedias;
and setting reading goals were more important than the mere

provision of materials" (p.261).

Through Hansen's (1973) second study, it became evident that
it is not necessary for parents be reading enthusiasts ih order to
‘bring up children who develop positive attitudes tbward reading.
It is necessary, rather, that parents take an interest in their
children's reading activities. Furthermore, Hansen points out
that "making gross socioeconomic generalizations about home
environment" (p.261) is not just and reliable since the best score
in his study was obtained by a child from a low socioeconomic
background with little possibility of buying books but whose

parents created the habit of going to the library after their

- child's birth.

4.5.3. School Experiences and Attitudinal Behavior to

Reading

It is well known that school should be a place where people
go in order to learn to write, to read, etc. But it is also well
known that many times the schools do not adequately fulfill their

duties. The teaching of reading is no exception.
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Oliver's (1976) stateé interestingly that "Attitudes

related to reading are influenced by the experiences that the child
has in the name of reading (p.262). This statement rings true
because sometimes readers enter school with positive attitude
toward reading but some of their experiences in school, such as
inappropriate instructional methods, classes given with a high
degree of anxiety, teachers that do not observe the emotional
differences of each child and who do not see each child as an

individual, may lead to negative attitudes toward reading.

Proof of the above can be found in some research results.
Kelley (1965) used a pilot program to introduce reading in
kindergarten. The children enrolled in the experiment had the
freedom to iead or not. The first evaluation of the pilot program
revealed that by the second grade those children who had learned
to read in kindérgarten showed significant progressxin reading

achievement as well as more positive attitudes toward reading.

Because of the good results obtained in the above experiment,
another one was planned in order to make a precise apalysis of the
effects of teaching reading in kindergarten. The subjects in the
experimental group were all given obligatory reading classes and
the kindergartens in the control group were not given any reading,
that is, none of them were allowed to read. Because of this

organization, many children were grouped against their interests.

There were: children . in the control group who wanted to read
and as they could not, they bécame frustrated and there were
children in the experimental group who did not want to read but
they had to doAit and consequently they could not learn. A detailed
list of attitudes was made at the end of the kindergarten year and

disclosed that the control group developed more positive attitudes
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than did the experimental group. This may have occurred because
the children in the control group weré not pressured to read.
When they did decide to read of their own iniciative and their
own interests, they learned in order to achieve their own

purposes.

Perhaps Southgate (1973:262)sums itup best when he says "In
all reading tuition, the first aim should be to produce children

and adults who want to read and who do read". .

4.6. Applicability of these Research Results to the Brazilian

Situatioﬁ

Through the review of the literature concerning affective
bases provided by Downing and Leong we can observe that most of
the experiments developed are related to how and why American
children show particCular kinds of behavior when reading. It is not
automatically applicable to Brazilian university students. It is
worth considering, to what extent some of the research results
obtained with American children may or may not be applied to the
situation of Brazilian children, and to what extent Brazilian

adults' reading proficiency can also be influenced by affective

bases.

The significant relationship between attention and
achievement reported by Nuttin (1976), Burt (1968), Samuels and
Turnure (1974) and others would presumably also occur among
Brazilian readers since attention is essential to any learﬁing

activity.

As for the failure-threat-anxiety syndrome we would say

that it is held not only by American readers but also by Brazilian
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ones, childreﬁ or adults. The American readers' reactions to the
failure-threat-anxiety syndrome pointed out by Strang et al
(1957), Gates (1937), Laurita (1971) and Hickerson (1970) can
also be observed in Brazilian readers. It is not difficult to
find among our students those who avoid participanting in class
due to fear of making mistakes, of allowing people to perceive
their weakenesses, showing shyness, aggressiveness,
submissiveness, indifference, distractibility, inattention,

hyperactivity or pleading a headache.

Vernon's (1971)and Schonell  and Goodacre's (1974) experiments
showed that readers who perceive their failure in reading show
a negative self-concept, frustrations, anxiety and depression
whereas readers who are used to success show good motivation,
good self-concept and feel secure. Theée results seem to be true
for any learning situation. Who has, child or adult, ever failed
and has not felt a certain degree of inferiority? Who has, child
~or adult, ever succeeded and has not felt a positive attitude

toward the task performed with success?

The results obtained from research on parental influences
on learning to read also lead us to believe that home background
plays an important role for reading achievement in any
individual's life. Everywhere in the world we can find
overdemanding, overanxious, unconcerned or overprotective parents,
and dependind on thé parents' attitude towards reading the readers

may or may not learn to read.

Reseérch on influence of incentive to reading shows that
there are different points of view among researchers. Some
researchers, such as Staats (1968); Staats and Staats (1962),
Staats, étaats; Schutz and Wolf (1962) defend the point of view

that extrinsic incentives (such as candy or tokens) are effective
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to reading achievement and other researchers such Strange et al
and Oliver (1976) defend the point of view that these incentives
are not efféctive since they are superficial and temporary and
that they may lead the readers to acquire a false concept of the
purpose for reading. Taking into account these two points of
view I would argue against the use of extrinsic incentives such
as candy, tokens even for children to motivate learning to read.
It may give the readers the idea that reading is something that
involves buying and selling. In relation to intrinsic motivation

Strang et al's and Oliver's points of view seem most sensible.

Other researchers have defended the effectiveness of
intrinsic incentives. Among intrinsic incentives research results
have proved the effectiveness of achievement, desire to be as
proficient as their parents, curiosity, interest and purpose in
reading. The effectiveness of some of these intrinsic incentives
is also confirmed by some of the students enrolled in our study
case. (cf. chapter 7, section 7.2.1.1) . Still discussing the
effectiveness of intrinsic incentives it is clear that readers,
children or. adults, may be led to perceive that £hey are able to
read, that reading is essential to their intellectual growth and
cultural development, that reéaing may satisfy their curiosity

and that reading besides being useful gives pleasure.

In relation to social reinforcements these may be effective
sometimes because Brazilian readers like to be praised, like any
others, though such reinforcement in excess may arouse in the
readers who are being praised; feeliﬁgs of superiority and
may inhibit the other readers who are not being praised. Knowledge
of results reinforcement is most effective since it not only has
the purpose of reinforcing but also remedying learning. Feedback

is essential.
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Research on the readers' attitude toward reading has shown
that it may vary according to the readérs' sex differences, home
background and school experiences. American girls showed more
positive attitudes toward reading than boys. In England no
difference between boys and girls was revealed. 1In Brazil,
intuitively and based on our small sample, results of the students'
reading habit show no different attitude toward reading because

of the reader's sex.

Home background obviously plays an important role in
developing positive attitudes toward reading in Brazil as
elsewhere. Children who are brought up by parents that are used
to reading tend to develop positive attitude toward reading.
However, just being born in a literary home background is not a
sufficient reason for one to show positive attitude to reading.
The parents, as Hansen has said, do not need to be reading
enfhusiasts in order to arouse positive attitudes toward reading
in their cﬁildren. It is necessary that the parents participate

actively and watch, their child's performance at school closely.

In conclusion the research results presented by Déwning do
not show results that can be considered exclusively pertinent to
American people. They can be useful not only for Brazilian people
involved in the teaching of reading but also to people of other

nationalities who are also involved with reading.

4,7, Practical Implications of Affective Influences on Reading

Achievement /

Having reviewed the psychological factors that may influence

reading achievement, one may conclude that the awareness of how
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the reading process works and of the reading strategies available
is not sufficient to assure that readérs be proficient. It is also
necessary to create a balanced and pleasant atmosphere among
readers and. between readers and teachers. It is also necessary to
control the readers' anxiety level so that they can direct their
attention appropriately during reading classes, so that they do
not see the reading task as a threat and so that they do not try
to escape from reading tasks. It is also necessary that there
exist an equilibrium in their parents' attitude so that they can
develop confidence regarding the reading task, so that they can
develop positive self—concepté. It is also necessary that the
teachers know how to arouse the readers' curiosity, how to discover
the readers' reading interests and how to help them discover the
purposes for reading. The teachers should also know when and wﬁich
kinds of reinforcement are most useful for each reader. Finally,
the teachers should know how to spark and nurture favorable

attitudes toward reading.

Probably, only with a good mixture of all the above
psychological factors is a teacher able to provide readers with

adequate, efficient and productive reading classes.

In conclusion we would say that any reading course, even to
aduits, has to take into account these psychological factors

preasented.



CHAPTER 5

METHODOLOGY

5.1. Introduction

The study case for this dissertation was sparked off by "A
Preliminary Investigation of the Reading Strategies of Successful

and Nonsuccessfui Second Language Learners" developed by Hosenfeld

(1977).

The main objective of the present case is to detect the
difficulties which nonsuccessful readers meet when reading and,
based on these findings, to teach them reading strategies, so that

they have a chance to become successful readers.

In order to reach the above objective questidnnaires,texts
and instructional materials were planned. This chapter presents
each of the assessment instruments, its purpose and how the

results were analyzed.
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5.2. The Sample

5.2.1. Federal University of Piaui

The Federal University of Piaui, in Teresina, capital of
Piaui State, has 12,437 students doing 34 undergraduate courses
and in 6 Diploma (Especializagdo) courses. The students enrolled

in this study case are all from this University.

5.2.2. Choice of Subjects

Twenty students from the Federal University of Piaui were
chosen randomly from three different ESP classes in the first
semester of university stﬁdy to participate in this experiment,
regardless of sex, age or study area. These students took two
different tests (see 5.4 below). Using the results of the first
test ten students were chosen to continue in the experiment.

These ten students took a second test and according to the results

five students were chosen to belong to the experimental group.

The deqision to engage only five students in the experiment
was made based on the assumption that a small group allows better
interaction among students and between students and teacher.
Further, it allows the teacher to give greater assistance to each
student individually and in consequence, it was expected that
these students would benefit more from the experience. The small
numbers do not permit sophisticated statistical anélysis of
results; or inferences about general applicability of findings.

This was intentional.

The primary objective was to take a small number of case
studies; to discover what strategies these readers used, and to

try to teach effective strategies to the five worst readers.
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The research design thus aims not at a description of the
Federal University of Piaui students' reading abilities and
strategies, for which a larger survey would be required, but at
a small-scale, limited piece of descriptive research and a

teaching experiment.

5.3. Choice of Questionnaires

Two different types of questionnaire were planned for this
study case. The first one was designed to obtain personal data
on the subjects and the second one to obtain information on the

readers' summaries.

5.3.1. Personal Data Questionnaire

This qﬁestionnaire (see Appendix 1) was adapted from a
questionnaire elaborated by Scott (1984). Its main objective is
to collect personal data on the subjects in order to provide us
with a picture of each subject's English experience and
motivation toward English, reading habit and affective motivation.
It is composed of 17 questiohs} Questions from A to G were
introduced in this instrument to acquire information about the
readers' English experience and motivation toward English.
Questions H, I, M, 0, Q and R were introduced to investigate the
readers' reading habit, and questions I, J, N and P were inéluded
in order to assess the affective side of the reader's behaviour.
For the present purpose; the distinction between intrinsic and
extrinsic motivation is relevant. It was felt useful to try to
get at intrinsic motivation by ;sking about reading for pleasure,
while extrinsic motivation aimed at finding out about family

attitudes and pressures.
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This questionnaire was intended to provide information for
to further investigate (1) relationships between readers' English
experience and ability to write a summary and/or to use reading
strategies; (2) relationships between readers' reading habit and
abiiity to write a summary and/or to use reading strategies; and
(3) relationships between readers' reading habit and influence

of affective bases.

The personal data questionnaire was written in Portuguese

in order to ensure the readers' comprehension.

Each subject was asked to answer this questionnaire. Results

were analyzed and will be discussed in chapter 7.

5.3.2. Summary Data Questionnaire

This questionnaire (see Appendix 1) was also adapted from
Scott's (1984) questionnaire on summary data. Its main objective
was to find out the subjects' reaction and opinion as to the
difficulty experienced ih'wrﬂinggisummmy. In order to reach these

objectives six questions were introduced.
This questionnaire was also written in Portuguese.

Subjects were asked to answer the questions and results

were analyzed and will be discussed in chapter 7.

'5.4;'The'Tests

In this study is introduced three different tests. They are
the summary test; the first reading strategy test and the final

reading strategy test. Each of them has its own objective.
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5.4.1. The Summary Test

The summary test waé introduced in the study case in order
to help us in the Selectidn of good comprehenders and poor
comprehenders. The good compreheﬁders being those students who
were able to write good summaries and the poor comprehenders being

those whose summaries were poor).

In order to find out the good comprehenders and the poor
comprehenders we asked them to write a summary of the text
"Marihuana" (éee Appendix 2). Afterwards, the summaries were
evaluated and fhe ten students chosen. The five worst
comprehenders remained in the experiment as well as the five best
comprehenders. Both were asked to take the first reading strategy

test.

Summary was chosen as a test procedure, instead of the well-
known alternatives (multiple choice, open questions, cloze, etc.)
because it is nearest to a realrlife task: any reader in
professional or academic life may have to provide in the Ll a
written ér spoken summary of the main ideas in a text quite
frequently. The alternatives, besides being artificial, have
other disadvantages, such as édncentrating too easily on
unimportant detail, giving away information in the very questions,
being answerable without reading the text, requiring a writing

ability, etc.

The criteria for evaluating the summaries will be presented

later in this chapter; section 5.6.3.

.5.4.2. The First Reading Strategy Test

This test was introduced in the experiment in order to find
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out good readers' and poor readers' strategies. Good readers
would be those students who were able to read making sense of

what they read, and that were also able to use adequate reading
strategies. Poor readers would be those who were not able to read
making sense of what they read and that were not able to use

adequate reading strategies.

In order to reach this objective we asked the students to
read a similar text, 'Alcoholism' (see Appendix 2) and mark the
words or structures they did not understand. Then, they were
supposed to say what strategies they used in order to overcome
these difficulties. They were also asked to say which conclusions
they reached about the possible meanings of these words or
.structures. Through the results we were able to separate the
five best readers from the five worst ones. The five best readers
were excused from the group. The five worst ones stayed in the
‘experiment in order to be made aware of how the reading process
develops and of reading strategies. 2among the five best readers
there was one who did not write a good summary and among the five

worst readers there was one who wrote a good summary.

5.4.3. Final Reading Strategy Test

This test was introduced in the experiment in order to find
out how the poor readers who had been made aware of how the

- reading process develops and of reading strategies behaved after

the instructional period.

As in the first strategy test these readers were asked to
read a text and mark wordsor structures they did not understand

and then say what strategies they used in order to overcome these
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difficulties. They were also asked to say which conclusions they
reached about the possible meaning they assigned to these words
or structures. The text they were asked to read was "Food and TV"

(Appendix 2).

The results of the test were analyzed and conclusions
drawn. Criteria for analysis are explained in this chapter,
section 5.6.5,and the conclusions and discussion will be presented

in chapter 7.

5.5. Reading Strategy Course

The reading strategy course was planned in order to make the
readers aware that reading is not a passive procéss, but a
"psycholinguistic 'quessing game' and to make them aware of the
usefulness and effectiveness of reading strategies and in order to

enable them to play this psycholinguistic 'guessing game.'

For the sake of convenience, the reading strategy course

will be presented and discussed in the next chapter.

5.6. Method of Analysis

This section describes the method used to analyze the data
from the Personal Data Questionnaire, the Summary Data Questionnaire
the Summary Test, The First Reading Strategy Test and The Final

Reading Strategy Test.

5.6.1. Personal Data Questiomaire Analysis

This questionnaire is composéd of closed questions and open

questions. Analysis of the results from the closed questions is
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not difficult since the answers are preestablished but the open
questions show a certain level of difficulty since the students
have the freedam to give any answer they waht. In these cases
the answers were grouped according into categories. These
categories are shown in chapter 7. The answers to questions H, L,
M, O, QO and R were also grouped in order to evaluate the readers'
reading habit. Grouping into categories is of necessity a
subjective process, both in deciding what answers count as similar
or the same, and in deciding on the weighting allocated to each

category of answer.

The intention was to group the questions in this questionnaire
into three categories, dealing, respectively, with English
experience and motivation toward English, reading habit,and

‘attitude to reading.

The values attributed to questions H, L, M and O vary from

3 to 0 and the values attributed to questions Q and R vary from 4
to 0. The tQtal number of possible points is 20. According to the
readers' total score they were graded as very good, good, regular,
poor or very poor readers. Another group Wé formed was of the
questions I, J, N and P in ordér to observe the influence of
affective bases on readers. The value attributed to each of these
questibns varies from 1 to 0. The total number of possible points

is 4. According to the readers' total score they were said to have

. very good, good, poor or very poor affective bases. Questions from

A to G were not grouped. They were analyzed separately.

5.6.2. Summary Data Questionnaire Analysis

This qﬁestiomuﬂfe is composed of six questions. Some of them

allow just one answer but others allow more than one. In this case
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again the readers' answers were grouped into categories. These
answers were from questions A, D and F: The answers to question

A - How did you feel when given the task of writing a summary? -
were grouped as follows: fine, insecure, regular, in difficulty
or preoccupied with form. The answers to question D - what did
you do first after receiving task directions? - were grouped as:
look for cognates, skim the text, start the task, understand
the text or observe the title and predict content. The answers to
question F - What was your greatest difficulty in doing this
task? - were grouped as: unknown words, translation, understanding
title, understanding second and third paragraphs or writing the

summary.

5.6.3. Summary Test Analysis

In order to distinguish good comprehenders from poor
comprehenders the summary test was applied. The summaries were
analyzed by three different teachers according to preestablished

criteria.

The three teachers first discussed what they thought a
summary involved. This discussion yielded this conclusion;‘
summarizing is briefly stating the essential points, statements
or facts. Based on this definition the teachers analyzed each
readers' summaries. Each teacher pointed out the five best
campreerders and the five worst comprehenders. Then, the results
were compared. The worst comprehenders were easily detected by
the three teachers. They matched perfectly in the three teachers'
lists. On the other hand, there was not perfect agreement on the
best comprehenders. Two comprehenders in one list were different

from the others of the other two lists. So,the three teachers had
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a meeting and came to a consensus about the five best ones.

The five best comprehenders and the five worst
comprehenders remained in the experiment and had to take the
reading strategy test. The students who were given an average

grade were exempted from participation in the experiment.

5.6.4. First Reading Strategy Test Analysis

The five best comprehénders and the five worst comprehenders
were asked to read a text and mark the unknown words, expressions
or structures that were making their comprehension difficult.
Furthermore, they were asked to say which strategies they used in
'order to assign the meaning or possible meaning to these words,
expressions or structures and also say the meaning or possible

meaning they had attributed to each of them.

The results were analyzed in accordance with the
psycholinguistic approaches to the reading process oytlined in
chapters 1 and 2. The written protocols were analyzed for evidence
that the readers were reading searching for meaning; they were
making use of preceding and fallowingjnfonmujon;ﬁlorder to assign
meaning to words, expressions or'struétures; they were making
links between the meanings of sentences and paragraphs; they were
applying reading strategies adequately; or if their reading was
based on the various misconceptions about the reading process.
These conclusions could be reached through the readers' saying
-how they were coping with the text as well as by the meanings they
had attributed to the unknown words, expressions or structures

encountered.

In order to make it clear how good readers and poor readers
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dealt with the text, chapter 7 also provides a deeper analysis of
how two of the five good readers and how all five poor readers
copgd with the text. The analyses of all five poor readers'
results are provided since they do not group easily and also
because it will be useful in order to observe how far each of

them improved his reading ability after the reading strategies

course.

The five good readers, who showed that they are able to read
efficiently and use reading strategies adequately were excused
from the experiment at this point. The other five readers who were
not able to read searching for meaning and use reading strategies

adequately remained in the experiment.

5.6.5. Final Reading Strategy Test Analysis

Having made the readers aware of how the reading process
develops and of some reading strategies which are useful for
helping them to read more efficiently we gave them the final

reading strategy test.

The final reading strateéy test was similar to the first
reading strategy test. The readers were also asked to mark
difficulties, to mention the reading strategies used and the
meaningg they have arrived at to overcome their difficulties. The
results were analyzed in the same way as with the first reading
strategy results. Each readers' reading process was discussed in
order to see how faf these readers improved their reading process

after instruction.

The decision to analyze the readers' reading process and

reading strategies as described in this section and in section
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5.6.4 was made based on Hosenfeld's (1977) report on a study case
she developed interviewing 40 students trying to find out how they
behave when they face .~ reading difficulties. The method she
used to interview them was 'think-aloud'. The students were asked
to think-aloud while reading and then she was able to observe
how they reacted to the difficulties met. Thus, she was also

able to judge how well or how badly they dealt with the text. An
example of how good readers and poor readers behave is given by

her through the description of how Steven (a good reader) and

David (a poor reader) performed their reading task.

Clearly the present work has its limitations since the
sample worked with was not a large one as noted above as well as
because the think-aloud method was not used, but written protocols
"instead. Detail is inevitably lost in using written protocols.

On the other hand, they provide a more permanent record,vand one
which the reader has comitted himself or herself to, as a document

to be handed to the teacher/researcher.

This work aimed not only at detecting the readers' deficiencies
but also at teaching them how to overcome their deficiencies. For
this reason, insteadtﬁ'spendiné 40 hours interviewing the readers
the decision was made to spend the same time teaching them reading

strategies.

5.6.6. Analysis of Final Results

Most of the results presented in chapter 7 were scored in
raw scores and simple percentages since the number of students
enrollea in this study case is small. However, some Pearson
product - moment correlations were calculated. The latter are

included to indicate the approximate direction of relationship
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which might be expected from a larger sample, and cannot be taken
too seriously. First, the correlatibns, while reasonably strong
(around.5) do not reach statistical significance because of

sample size; and equally important, there is no reason to suppose
that the data is parametric, and the use of a parametric statistic
like the Pearson product-moment ' correlations with non-

parametric data is controversal.

The results of the descriptive statistics analysis is

presented in chapter 7.



CHAPTER 6

THE READING STRATEGIES COURSE

6.1. Introduction

The following pages present the reading strategies taught
to the 5 students whose reading strategies had been identified as
poor in order to help them to improve their reading ability in

English. Teaching procedures are also presented.

6.2. Description of the Course
6.2.1. Duration and Organization of the Course

The reading strategy course was given in'40-hours at the
Federal University of Piaul from May to the first half of July,
1984. The classes were given twice a week. Each class lasted 100

minutes.

The course was organized in 17 units. Each unit was composed
of ‘a theoretical and a practical part. The theoretical part
presented the reading strategy to be taught followed by some

comments on the relevance of that stratégy for improving the
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reading ability. The practical part was composed of exercises
which would train the students in the use of the strategy taught.
The exercises of each unit were taught within a meaningful

situation since they were text based.

The units in this course were organized in a'Spiral form,
that is, the reading strategy taught in a unit is also taught
again in one or more of the subsequent units. As a consequence,
the students'who did not learn a strategy in a particular unit would

have a chance to learn it later in subsequent ones.

6.3. Teaching about the Reading Process

Having observed the poor readers' reading deficiences it
‘'was felt that it was necessary to provide them with some general
notions about the reading process. Hence, 50 minutes of the
first class of the reading strategy course was used to make the
readers aware of the misconceptions that underlie the reading
process. They were also introduced to the limitations of short-
term memory, schema theory, and tunnel vision as well as the

relevance of motivation for reading achievement.

The misconceptions about the reading process were presented
and discussed. Scott's (1983) unpublished teaching material about
some reading misbeliefs were provided. These misbeliefs are:

a) Reading is passive.

b) Reading is a word-by-word process.

c) Use a dictionary every time you don't know a word.

d) Vocabulary is the biggest problem.

e) Authentic text is impossible for beginners or intermediate

learners.
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f) If it is in a book it must be true and important.

g) Reading is boring.

The first four misbeliefs summarize well how reading is
seen by most of the readers, that is, reading does not require
an active interaction between the writer and the reader; reading
is decodification of each word in a text; the dictionary is the
best tool in order to find out méaning of unknown words and
finally vocabulary is the biggest problem. Each of these
misbéliefs were individually discussed with the students aiming to
lead them to feel £hat reading is an active, participative, and

integrative process as discussed earlier in chapter 2, section

2.2.

The misbelief that authentic fext is impossible for
beginners or intermediate learners to read was discussed with the
readers in order to try to convince them that they would be able
to read authentic texts since they are used to reading adapted

texts.

The readers were asked to question the statement that 'if
it is in a book it must be true and important' in order arouse in
them the critical sense that reading requires.’They were made
aware that they should not accept everything they read in books,
they have to question the validity and reliability of what is

exposed.

The misbelief that reading is boring was aiso discussed.
The readers were made aware that reading is boring only if it is
developed under the first four misbeliefs presented above. Then,
they wére made aware that reading is a dynamic, interesting and
participative process since there is an interaction between the

author and the reader.
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The limitations of short-term meﬁory were also explained
and discussed. The readers were made aware of the limited
capacity of their brains. They were told that not everything the
eyes see the brain is able to process. Evidence to this was given
through some examples similar to those Smith (1978) mentions and
that are presented in chaéter 2, section 2.7.1.1 of this
dissertation. Each one of these examples was fully discussed with
the students so that they would perceive that reading is not
reading or knowing all the words ih the text. Reading is making

sense of what one reads.

The readers were also made aware that reading requires
activation of the readers' schema of the world, that is, that the,
readérs have to bring to their reading task all their background
knowledge in order to fill in the gaps left by the writer and :
then to comprehend texts. In other words, the writer cannot _/
expose all his ideas and beliefs. Hence, the readers need to
bring to the reading of the text all their experience on the
subject. A concrete example of how the readers' schema can be

activated was given and discussed. The example given is similar

to the example mentioned in chapter 2, section 2.4.

The notion of'tunnel vision' was presented and discussed.
The readers were made aware of the causes of tunnel vision'. They
were made aware that too much use of visual information (word-by-
word reading) may overload their brain and consequently cause
tunnel vision. They were also made aware that reading non—seﬂse,
that is, reading something that is not relevant to them, may also
cause tunnel vision. Similar examples presented in chapter 2,
section 2.3. were presented and discussed with the readers in

order to help them to understand better what tunnel vision is.
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The last point discussed with the students was the relevance
of motivation to reading achievement. They were made aware that
not only reading strategy instruction would be sufficient to
enable them to read efficiently but also their motivation toward
learning the reading strategies. They were made aware that the
success of the reading strategy course depends on a large extent

to their positive attitude towards it.

6.4. Teaching Reading Strategies

The reading strategies included in this course were chosen
according to the readers' needs revealed in the first reading

strategy test.

The reading strategies presented are mainly based on the
Working Papers and the ESPecialists of the ESP National Project
written by Holmes (1981, 1982), Scott (1981, 1983) and Shepherd
(1983).

The seventeen units are described below: (see Appendix 3

for full copies of each unit).

Unit 1 - This unit provided a detailed analysis of the three
levels of comprehension: general comprehenéion, main points and
detailed comprehension. Each of these levels of comprehension was
individually analyzed and examples of how a reader can perform a
reading task in any of these levels were also presented and

discussed.

This unit also provided a detailed analysis of three of the
clues that facilitate the reading process: cognate words, repeated
words and typographical clues. Each of these clues is

individually analyzed and examples which show the usefulness of
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using these clues in the reading process are also provided.

The main objective of this unit is to show the readers that
depending on their purposés they can read at any of the three
levels of comprehension as well as to make them aware of three clues

they can make use of in order to overcome some difficulties.

Unit II - This unit presents the reading strategies

skimming, scanning and selectivity. Each of them was individually

analyzed with the. readers and the readers were made aware that

these strategies are essential to any reading task.

The main objective of introducing these strategies in this
course is to show the readers that ih order to get information
from a text they do not need to read it in detail. These use of
.these strategies can rapidly lead them to the information they

want.

The text used to train the readers in the use of these

strategies was "Why Sex Declines in Marriage" from New Scientist.

First the readers were asked to answer the pre-reading activity
section in order to activate their knowledge about sex in |
marriage. After that”they were asked to answer some questions
which required the use of the strategies taught. Besides, the

text "Marriage" from the New Illustrated Medical and Health

Encyclopedia was given to the readers. They were asked to read

it using the strategies taught.

Unit III - This unit presents the reading strategy

identification of key words.

The main objective of this unit is to train the readers in

the identification of key words. This strategy was-introduc%d in

¢ !
this course since the identification of key words enables thg
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readers to ignore linearity, to explore redundancies and to
grasp the meaning of texts even when not all the words are known.
This strategy leads the reader to skip words irrelevant to

comprehension.

The readers were made aware that the key words of a text

depend-to a large extent on the readers' purpose.

The steps the readers should follow in order to identify

key words are also explained in this unit.

The text used to train the readers in the identification of

key words was 'Marihuana' from the New Illustrated Medical and

Health Encyclopedia. The readers are given two questions and

then asked to read the text marking the key words related to
each question. Such an exercise will lead the readers to establish
a purpose for their readings before starting to read texts and

consequently they will be able to locate key words.

Unit IV - Prediction.

This strategy was included in the course because reading is

not word-by-word reading but a psycholinguistic guessing game.

The readers were made aware of the relevance of prediction
in the reading process. Besides, they were encouraged to use this
strategy to predict words, sentences or paragraphs based on their .

background knowledge and semantic and grammatical contexts.

In order to train the use of this strategy the readers were
given three titles of texts and asked to predict their content.

The answers were discussed. The text'Plant' from Reading and

Thinking in English was presented with blanks in order to be

filled in according to the readers predictions. The readers were

also given Scott's (1983) text "Os Aneis de Urano" and asked to



115

predict meanings to unknown words.

Unit V - This unit presents a review of the reading

strategies skimming, scanning, prediction and key words.

Typography is also reviewed. The main objective of this unit is

not only to reinforce the readers' learning but also to give a
new chance of learning to the readers who were not able to learn

the strategies already taught.

The text used in this unit was "Civilian Uplift" from Time.
The questions based on the text led the readers to use the

strategies mentioned above.

Unit VI - In this unit the readers were trained in the

ability to recognize the logical sequence in the development of
text. Its main objective is to show the readers that there are
relationships between words, sentences and paragraphs in a text.
The readers were made aware that they need to perceive these
relationships, otherwise, they are not able to read making sense

of what they read.

The text used was "Syphilis" extracted from the New

Illustrated Medical and Health-Encyclopedia. Some words of this
text were taken outvand mixed with some other words that were not related
to this subject. Then, the students were asked to choose the

words that were related to the disease syphilis. Afterwards, the
readers were trained to reorganize sentences within paragraphs

and paragraphs within texts.

Unit VII - The Nominal Group is presented in this unit. The

main objective of this unit is to enable the readers to deal
adequately with nominal groups since the English structure differs
from Portuguese ones and is the one structure which Brazilian

teachers of English always report as causing difficulty.
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This unit first provided the readers with some examples of
nominal groups in Portuguese and then in English. The readers'
attention was called to the position of adjectives in both
languages. Afterwards, the readers were asked to paraphrase some
nominal groups and then asked to identify some nominal groups in
the text Syphilis. The readers were also asked to identify the

headwords and the modifiers of the nominal groups they identified.

Unit VIIT - Contextual Reference and Identification of Main

points are studied in this unit.

The teaching of contextual reference aims to make the
readers aware of the devices writers use in order to avoid
repetion of words or even sentences in a determinéd context. This
means that the readers need to be able to interpret these devices

édequately,otherwise, they will misinterpret some reading passages.

\\
The teaching of identification of main points aims to enable
the readers to select what is relevant from what is irrelevant in

a given text.

The text " Does Lariguage Begin in the Womb?" extracted from

New Scientist was used to train the readers in the use of these

strategies. The readers were asked to relate referents to
previous or following text and to find the main points of

paragraphs. An additional text, "An Ear for Rhyme Helps Children

Read" from New Scientist, was also read for identification of

referents and main points.

Unit IX - logical Connectors are studied in this unit. The'

main objective in introducing the teaching of logical connectors/
is to show the readers how important they are for comprehension.,
The readers need to be made aware that the misinterpretation of

logical connectors can hinder comprehension.
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Two texts were used in the practical section of this unit:

"Does Language Begin in the Womb?" extracted from New Scientist

and 'The Spread of Inventions' extracted from Skills for Learning

Development.

Some of the logical connectors presented in the text "Does
Language Begin in the Womb?" were explained. Afterwards the
readers were asked to go back to the text and to locate and
interpret the logical connectors studied. Then, they were asked
to read the text. The "Spread of Inventions" and interpret the

underlined logical connectors.

Unit X - This unit reviews identification of Main Points and

teaches. how to write a summary and read for application. 1Its

main objective is to reinforce the readers' ability to identify
main points in texts and to remedy their problems in performingi
this task. It also aims to teach the readers how to write a
summary since they have shown that they are not good summary
writers. The teaching of reading for application aims to lead the
readers to reflect on the message of the text as well as to check:
the text message for external consistency, that is, if it is

coherent with the real world.

The text used was"Russian Roulette with Lie-detector Text"

from New Scientist. The readers were asked to make some predictions

about the content of the text before reading it. Afterwards, the
readers were ehcouraged to use the strategies skimming, scanning,
éelectivity and prediction as well as the three clues (cognates,
repeated words and typographied clues) in order to understand

the text better and answer the questions presented in the exercise’
The readers were asked to answer general and main points

comprehension questions. They were also asked to write a summary
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of the text and answer some questions related to reading for

application.

Unit XI - This unit reviews Contextual Reference and the

Nominal Group. Its main objective is to reinforce the readers'

ability in the use of these strategies and to remedy their

probable erroneous use of them.

The text used was "Hormones" extracted from the New

Illustrated Medical and Health Encyclopedia. The students were

asked to answer reading comprehension questions, to identify
nominal groups, to relate referents and to give the word class

of some words.

Units XII and XIII - These units review Reading for

Application, Logicél Connectors and Summaries. Besides, they also

present Cause-and-Effect Relations.

The review aims to reinforce the readers' ability ro read
for application, to interpret logical connectors and to write a
summary and to reﬁedy their difficulties. The teaching of cause-
and-effect relations aims to train the readers in the ability of

detecting these relations in texts.

The texts used in these units were "The Role of Women in

Rural Water Development in Kenya" in Rural Water Supply in

Developing Countries and "Acromegaly" in the New Illustrated

Medical and Health Encyclopedia. Both texts were presented with

pre-reading activities. The readers were asked to make use of all
the strategies they knew and of the three clues in order to
understand the text adequately. The readers were also asked to
interpret logical connectors, to idenfify main points and to read
for application, to identify cauée—and—efféct relations and to

write a summary.
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Unit XIV - This unit reviews skimming, scanning, typographical

clues, logical connectors and nominal grbups. Its main purpose

is to reinforce as well as to remedy learning.

The text used was "Test-tube Babies under the Microscope"

from New Scientist. The readers were asked questions that led them

to apply the strategies mentioned above. They were also asked to
say what they did in order to overcome the difficulties they faced
while reading. Furthermore, they were asked to interpret logical

connectors and to identify nominal groups in the text.

Unit XV - This unit trains the reader to identify the

rhetorical function of texts. Its main objective is to make the

readers aware that the writer's messages may have many different
functions and that identifying then is of crucial importance since
it enables the reader to find out if the writer is trying to

persuade him, to give information, to give advice, etc.

The exercises used in this unit were extracted from

"Developing Reading Skills" by Francoise Grellet (1981).

Unit XVI - This unit was introduced in this course in order
to encourage readers to read the text "How Brazil's Gasohol

Scheme Backfired", from New Scientist, using the reading

strategies they know in order to read searching for meaning.

In order to reach the above objective the readers were
askedlto'read the text to the reader next to him and think-aloud
the difficulties he faced and then say what he was doing to
overcome these. difficulties. Afterwards, the readers changed
turns so that all of them could read the text applying this

technique.

Unit XVII - This unit required the reader to read the text

"Food and TV", New Scientist, and mark the difficulties they met
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and then to say which strategies they used to overcome their

difficulties.

6.5. Classroom Management

The seventeen texts selected to be worked on in the reading
strategy course were chosen by the teacher. The length of the
texts varied. The texts used in units 2, 4, 6, 8, 10, 12, and 16
are about 700 words long so that the time spent on these units
varied from 150 to 200 minutes. The texts used in units 1, 3, 5,
7, 9, 11, 13, 14, 15 and 17 are abdut 250 words long so that the
time spent with these units varied from 100 to 150 minutes. It is
convenient to note that only seventeen texts were read because

they were all read using the think - aloud technique.

All classes placed great emphasis on the reading process as
a psycholinguistic guessing game. Readers were encouraged to
overcome their difficulties based on semantic and grammatical
contexts, background knowledge, cognate words, typographical
Cclues, etc. They were asked to work individually as well as in
pair work. When working in pair work, one reader worked with the
teacher. The student who worked with the teacher was not always
the same; because the scheme was reorganized, so that, the
teacher could have a chance to work with each student, detecting

each one's deficiencies and helping him or her to overcome them.

The use of the dictionary was not allowed in class. The
readers were encouraged to believe in their capacity of finding
out the meanings of words without making use of the dictionary.

The readers were observed during the course. It could be

clearly observed from the beginning that Maria, Sarah, and Lilian

(these names were altered to protect the students' identities)
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were highly motivated to learn and use the reading strategies
taught. They showed that they believed in their capacity of
assigning meaning to unknown words or expressions based on
semantic and grammatical contexts, background knowledge and the
three clues taught - cognate words, repeated words and
typographical clues. It was actually interesting and gratifying
to observe their efforts to overcome their difficulties. On the
other hand, Jussara and Fernando did not show the same

enthusiasm. Jussara showed a certain uneasiness during class. It
seemed that she purposefully neglected to point out the
difficulties encountered during her reading tasks. The teacher
talked to her about this and she explained that she is always
uneasy in class. She denied avoiding pointing out her difficulties.
For the teacher, this attitude was interpreted as fear of
permitting pebple to know her deficiencies or weakenesses since
Jussara answered in the persoﬁal data questionnaire that she
prefers to be quiet than to make mistakes. Fernando was much more
calm than Jussara but he also seemed to try to escape from the
difficulties. He never showed many attempts to solve difficulties,
only four or five in each text read. Asked abqut this behavior
the reader said that he wa<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>