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AN ABSTRACT

There was an opinion that young adults don't likegad and don’'t read because they
haven't got time, they have too much homework, thay prefer to watch television, play
with computers, and listen to music rather thaurea

But recent large-scale national surveys in Britdive United States, Canada, and
Australia show that the majority of young adults @ad. A large percentage of young
people surveyed say that they choose to read éaispte, relaxation, or entertainment.

The Diploma Paper was written with the aim to fimat whether young adults in
Riga’s Secondary school 3 like to read, what tleadr and what strategies can be used to
improve their reading comprehension.

Students needed a range of strategies to dealthdtkext. Various researchers have
identified the main comprehension strategies thatilsl be taught at all grade levels such
as predicting, answering and forming questionsyaliging, using text structures and
features, and summarizing.

The Diploma Paper deals with reading comprehensioategies that could be
applied to improve students’ reading comprehenatsecondary school.

In the first three chapters of the Diploma Paper déluthor analyzed the literature
about the reading and reading comprehension oéréiit authors. In order to obtain
practical results, the case study was carriedForgtly, questionnairing before the reading
activities of students was carried out to find their attitude towards reading. Then the
reading activities were selected and tried out.nThesecond questionnairing after the
reading activities was carried out to check stuslelearning outcomes after the reading
activities.

The collected data showed that students like td;réeey read different kinds of materials
and used some strategies such us predicting, imnggilooking for important words etc. to
improve their reading comprehension.



ANOTACIJA

Pastv viedoklis, ka jaunieSiem neplatlagt, ka vipiem nav laika, viiem ir daudz
majas darbu, ka wvii dod priekSroku adam aktivitatém, ka televizora ska$aris vai
datorsgléem un mizikas klausSanai nek lagSanai.

Bet nesenie plasSa amga tijumi Lielbritanija, Amerikas Savienotag Valsis,
Kanada un Austilija rada, ka vaiitkums jaunieSu lasa. Liels procents apttujaunieSu
teica, ka izeloties last sava prieka gt, lai atpistos vai izklaidtos.

Diplomdarbs tika rak#s ar nerki, lai izpétitu, vai jaunieSiem ®as 3. vidusskal
patk last, ko vipi lasa, un Edus paémienus vagtu izmantot viu lagSanas izpratnes
pilnveidei.

Studentiem vajadga virkne paémienu, lai darbotos ar tekstu. Gaf petnieki ir
noteikuSi galvenos pamienus, kurus var Aacit visos valodu imepos, &dus k
prognozSana, jadjumu atbildSana un for@Sana, izle, teksta uzives lietoSana un
paZmes, un rezu@sana.

Diplomdarla tika apfikoti lagSanas izpratnes pamieni, kurus vaitu izmantot
skoknu lagSanas izpratnes pilnveidei vidusskol

Pirmaps tis Diplomdarba nodas autore analgja dazdu autoru literatru par
lagSanu un laSanas izpratni. Lai iedu praktiskos datus, tika veikts atsééSgadjuma
petijums. Pirmkrt, pirms lasSanas aktivittém tika izveidota anketa skalu aptauiSanai,
lai uzziratu vipu attieksmi pret lasanu. Bc tam tika iz€létas un izmginatas lasanas
aktivitates. Rc lagSanas aktivittem notika atirtota skotnu anketSana, lai prbaudtu
vinu ieguvumu pc lagSanas aktivittem.

Sawktie dati pafidija, ka skotniem paik lagt, vini lasa daidus mateélus un
izmanto idus lasSanas pgmienus, & prognozsSana, izle, neziamu vardu mekéSana

u.c.
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AN INTRODUCTION

Learning to be the effective reader is a vital pdrbecoming a successful user of
English, whether for work or for study. Readin@igey skill for success in examinations,
work and study. Without the ability to read welhportunities for personal fulfilment and
job success inevitably will be lost.

Reading consists of the process of reading theodstimessage and decoding the
information. But not everything is understood fulyen reading in the mother tongue.
This is the reason why the teachers of any langieaye to think of ways to help the
learner to get the right idea of the author. Thegdto raise students’ motivation to read,
make them interested in reading and persuadedhéding is important.

Lapp and Flood refer to Tierney et. al. (1990), lthsic goals of reading are to enable
students to gain an understanding of the worldairtiemselves, to develop appreciations
and interests, to find solutions to their persoaatl group problems, and to develop
strategies by which they can become independenprenders. Locally, comprehension
should be considered the heart of reading instnctind the major goal of that instruction
should be the provision of learning activities tial enable students to think about and
react to what they read-in short, to read for magniDurkin(1993) agrees that
comprehension is “the essence of reading”

Lapp and Flood refer to Pressley (2000) who sugdésit proficient comprehension
is dependent on word-level skills, background kremlgle, and comprehension strategies.
Good readers utilize strategies before, during, &fter reading; i.e., they have a purpose
for reading, they monitor their understanding arakenpredictions as they read, and they
are able to summarize after they have read the text

Lapp and Flood refer to authors Tracey and Morra@0@), and Pearson and Duke
(2002) who concur that comprehension ability isechly linked to decoding, word
recognition, and prior knowledge. Yet knowing thatnprehension is a complex task, it is
still possible to identify characteristic skillsdastrategies that can be taught, including in

the primary grades.



The aim of theDiploma Paperis to investigate the applicability of the stragsgfor

improving Reading Comprehension.

The objectivesare:

1) To review the literature about reading comprsf@nstrategies.

2) To find out what strategies can improve studertsding comprehension.

3) To find out how can reading strategies be agphedeveloping students’ reading
comprehension.

4) To prepare and carry out a questionnaire withianto explore students’ attitude
towards reading.

5) To select the activities and try them out in ldssons.

6) To prepare and carry out a questionnaire dieeréading activities.

7) To analyze the data and draw the conclusions.

Theresearchquestions:

1. What reading and reading comprehension are.
2. What the reading approaches are.

3. What the reading skills and strategies are.

4. How to use the reading comprehension strategidge classroom.

The hypothesis of the Diploma Paper is: applying a definite sdt reading

comprehension strategies improves students’ reaxtingprehension.

According to Nunan’s (1992) classification of faeilanguage learning research
methods, @ase studywas used.

The research took place at Riga’'s secondary schwol 3 during the author’s
teaching practice from"f February till 4" of April. 29 participants from forms 10c and

11c took part in the research.

The methods of data collectionare two questionnaires for students: the first
guestionnaire before the reading activities wite #im to find out students’ attitude
towards the reading, and the second questionnfiee the reading activities to check
students’ acquirement about the reading compretiensi

The Diploma Paper consists of two parts: the 3 @ragprovide a study of theory and

then follows a case study.



Theoutline of the chapters:

Chapter 1 deals with what reading and reading cehemsion are.
Chapter 2 describes the reading approaches, akillstrategies.
Chapter 3 provides applying reading strategiebeénctassroom.
Chapter 4 describes a case study.

Different sources of literature were examined titecd the necessary information.

The Diploma Paper represents the ideas of variotisoes, most of who express
similar ideas. Views of some authors dominate,eieample, Nutall, Grellet, Grabe and
Stollen, Urguhart.



1. READING AND READING COMPREHENSION

1.1 Reading- a vital skill in the life

What is reading? According to Anderson (1985), m@dis the process of
constructing meaning from written texts. It is angdex skill requiring the coordination of
a number of interrelated sources of information.

Reading is a process in which information fromttsd and the knowledge possessed
by the reader act together to produce meaning.mé&aning constructed from the same
text can vary greatly among people because ofrdiftees in the knowledge they possess.
Readers must be able to decode words quickly andrately so that this process can
coordinate fluidly with the process of constructthg meaning of the text.

Reading, like playing a musical instrument, is sotething that is mastered once
and for all at a certain age. Rather, it is a $k#lt continues to improve through practise.

Ross et al (2006) refers to Roger Chartier (19949 woints out, “Reading is not
uniquely an abstract operation of the intellechribgs the body into play, it is inscribed in
a space and a relationship with oneself or witleisth

Grabe and Stollen (2002) define that reading isathiéty to draw meaning from the
printed page and interpret this information appiadpty. Reading can be thought of as a
way to draw information from text and to form artepretation of that information.
Grimes (2006) agrees that reading is an activegsof constructing meaning; those who
understand the process must make explicit andeaathat good readers do subconsciously
and internally.

Nutall (1998) emphasizes that the text is full afaning like a jug full of water; the
reader's mind soaks it up like a sponge. In thewithe reader’s role is passive; all the
work has been done by the writer and the readerohbsto open his mind and let the
meaning pour in. She admits that the reader assumes

e that he and the writer are using the same coeges@ime language);

e that the writer has a message;

e that the writer wants the reader to understanadnbgsage.

Birkerts (2007) thinks that the long-term work efding is to discover, one by one,
the books that hold the scattered elements of awnre, after which the true consummation
can begin. One undertakes the gradual focused rtjolo, nuance by nuance, of their
meanings, their implications; one follows out theasds that mysteriously connect the
words of another with the unformulated stuff of Hedf.
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Ross et al. (2006) note that reading helps oneratatel who one is and what one’s
place in the world is and might become. Furthermssdf-identity is based on shifting
understanding of the self in relation to variousiabstructures and social constraints. In
the context of reading, the relationships that eeadtreate with fictional characters and
fictional worlds allow readers to test and exploverpretations of various and competing
identities.

According to Urguhart (1998), reading means dealiitp language messages in
written or printed form. Reading involves procegdismnguage messages, hence knowledge
of the language. The process of reading, certahlgve the level of decoding, makes
demands on linguistic competence which are moreddiate and more pervasive than
appeals to other competence areas. The texts wheheads, then, are language texts. So
reading is involved with language texts. But wisathe relationship between reading and
language? Roughly speaking, there are two answelsstfound in the literature. The first
defines reading adecoding as Perfetti (1985, found in Reading in a Secoadduage)
glosses it, ‘the skill of transforming printed weréhto spoken words.” This decoding
definition offers some good arguments. It delinsaeestricted performance and allows a
restricted set of processes to be examined. HowegePerfetti points out, it has limited
popularity partly because it has limited applicatim the demands of actual reading.
Moreover, it is not really feasible to view decaglias the initial process which is over by
the time other cognitive linguistic processes be@finone of the best-known papers on
reading, Goodman (1967, found in Reading as a Sektanguage) argues that syntactic,
semantic and pragmatic knowledge are involved endigcoding process.

The second answer defines reading as a whole pafr@ggnitive activities carried
out by the reader in contact with a text. Thus,aNytL998), having considered definitions
of reading in terms of reading aloud, or decodiseftles for the extraction of meaning
from written messages. Similarly, Widdowson (197&,nd in Reading as a Second
Language) has defined reading as ‘the processtohgéinguistic information via print’.
And Perfetti, as the alternative to a definitiontémms of decoding, suggests that reading
can be considered as thinking guided by print, witading ability as skill at
comprehension of text. Urguhart (1998) considesdirey to be a language activity,
involving at some time or another all the cognitipeocesses related to language
performance. Thus one considers that any valid wadcof the reading process must
consider such cognitive aspects as reading stestemiferencing, memory, relating text to
background knowledge, as well as decoding, andooisvianguage aspects as syntax and

lexical knowledge.
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Elkin et. al. (2003) emphasize that reading oftemglless pleasure. Through books,
readers can be transported into another time, anglace, another planet, into numerous
situations vastly different from their own. Throughared experiences, shared emotions
and feelings, readers can begin to get a betteerstahding of others, as well as
themselves. Through stories, readers repeat tiperiences and feelings to help them
formulate their own ideas; they experience newirigel and begin to see their lives in
perspective. Reading can give access to more exerithan anyone can encompass in a
single lifetime. Himmelweit (1958, found in Readiagd Reader Development) claims
that stories can offer a vein of experience rictiian that obtainable through any other
medium and Stratta (1973, found in Reading and &e&kvelopment) argues that
literature extends experience, offering a ‘comptaleidoscope for one’s contemplation’,
in a way which is not possible with film or telelas, since reading allows for greater
reflection about the complexity of relationshipslavents.

As both an adults’ and children’s librarian in #t@60s and 1970s and as an academic
from the mid-1980s onwards, Elkin (2003) has workéth many groups of librarians,
teachers, parents, children and students of educdEnglish and librarianship, both in the
UK and abroad. Working from the premise that boaks one of the most valuable
possessions anyone can have, she taxed groupsnarous workshops and seminars to
reflect on the value and meaning of reading to gewes as individuals and to adults and
children. Below is an amalgam of their ideas.

Reading:

e generates ideas and stimulates creativity: redbens creatively as they bring

the reader’s text alive through their imagioati

e stimulates the imagination and aids intellectealedopment,

e helps develop a critical and thinking mind,

e aids personal growth and emotional development,

e helps one to shape, store and reflect on onetsapasone’s future, by experiencing

the life of other periods,

e gives a better understanding of human nature rasighit into life; offers role

models,

e offers cultural and ethnic awareness and undetstgrof moral

codes/ethics/values

e offers social awareness of different regions, comities and peer groups, and

understanding of the complexities of relatiopsh

e enables the reader to see things from other grngleppreciate and understand

12



other people’s problems, aiding tolerance ardkwstanding,

e gives an opportunity to relive and re-experiereeddventures and ideas of others,

e gives insights into the reader’'s own personalitgt problems; means of self-

discovery,

e helps people learn and practise literacy skill$ éevelops concentration and

reflection,

e makes people feel good and has health benefi¢ssstelieving, relaxation, mental

balance.

e widens horizons,

e offers escapism,

e develops worthwhile tastes and permanent intémegbod literature,

e fosters independence,

e informs and educates.

Elkin et al. (2003) conlude that readers talk aldmihg ‘lost in a book’ — distanced
from the world around them, suspending disbeliefally absorbed in their reading.
Readers of all kinds feel that reading has madeffarehce to their individual lives.
Reading can give joy, satisfaction and pleasureutiinout life, from babyhood to old age
and at varying levels from intellectual satisfaotito a simple vicarious experience.
Reading can educate, inform, help to develop lagguand vocabulary, and enrich the
imagination. Reading can be life enhancing, heatthancing, and stress relieving and
therapeutic. Reading can bring freedom, empowerraedtpersonal development for the
human being, maybe particularly in those countireswhich individual freedom is
severely restricted. The importance of introduathgdren to language and reading early
in life is recognized throughout the world. Eafyading brings life-long reading.

Brumfit & Caster (1986) conclude that one mightognjeading, be amused by it,
want to read again because it is worth readingtgeff.

To the author’s of the Diploma Paper opinion akgh authors give unrepeatable,
original definitions of reading. The author of tbégploma Paper agrees that the reading
gives people flake and charged feelings. The reggelpands people’s horizon, gives love
and life. The author of the Diploma Paper considleas the reading is the main source of
information.

13



1.2 Reading comprehension- understanding of the witen text

Thus, contrary to conventional wisdom, which statest comprehension is the
process of getting meaning from a page, comprebarisi..the process of bringing
meaning to a text.

(Samuels and Kamil, 1988, found in Reading in eo8dd_anguage)

The most important thing about reading is comprsiwen It is the reason that one
read.

According to Grabe and Stollen (2002), reading lsarthought of as a way to draw
information from a text and to form an interpretatiof that information. However, this
‘definition’ does not really tell one much aboutatlhappens when one reads and how one
comprehends a text. Reading comprehension is relgricomplex, involving many
processing skills that are coordinated in verycedfit combinations. Because one also
reads for different purposes, there are many wayedd a text, further complicating any
definition. Seen in this light, the ability to reada remarkable type of expertise that most
humans develop; it is not generally well understondr is its development widely
recognised for the significant cognitive achievetrtbat it is.

Grellet (1990) states that understanding a writexht means extracting the required
information from it as efficiently as possible. Fexample, ones apply different reading
strategies when looking at a notice board to séeeife is an advertisement for a particular
type of flat and when carefully reading an artisfespecial interest in a scientific journal.
Yet locating the relevant advertisement on the doand understanding the new
information contained in the article demonstrates the reading purpose in each case has
been successfully fulfilled. In the first case, anpetent reader will quickly reject the
irrelevant information and find what he is lookifag. In the second case, it is not enough
to understand the gist of the text; more detailmdmrehension is necessary.

It is therefore essential to take the followingnedmts into consideration.

What do people read?

Here are the main text-types one usually comessacro
e Novels, short stories, tales; other literary texid passages (e.g. essays, diaries,
anecdotes, biographies),

e Plays,

14



e Poems, limericks, nursery rhymes,

e Letters, postcards, telegrams, notes,

e Newspapers and magazines (headlines, articlgsyiath, letters to the editor, stop
press, classified ads, weather forecast, radlicffeatre programmes),

e Specialized articles, reports, reviews, essaysinbss letters, summaries, accounts,
pamphlets (political and other),

e Handbooks, textbooks, guidebooks,

e Recipes,

e Advertisements, travel brochures, catalogues,

e Puzzles, problems, rules for games,

e Instructions (e.g. warnings), directions (e.g. Howuse...), notices, rules and
regulations, posters, signs (e.g. road sigonsins (e.g. application forms, landing
cards), graffiti, menus, price lists, tickets,

e Comic strips, cartoons and caricatures, legenfdséps, pictures),

e Statistics, diagrams, flow/ pie charts, time-tablmaps,

e Telephone directories, dictionaries, phrasebooks.

Why do people read?

There are two main reasons for reading:
e Reading for pleasure,
e reading for information (in order to find out saimeag or in order to do something

with the information one gets.

How do people read?

The main ways of reading are as follows:

e Skimming: quickly running one’s eyes over a texget the gist of it.

e Scanning: quickly going through a text to findatgular piece of information.

e Extensive reading: reading longer texts, usualtyohe’s own pleasure. This is a
fluency activity, mainly involving global undéasding.

e Intensive reading: reading shorter texts, to extsaecific information. This is
more an accuracy activity involving reading detail.

Urguhart (1998) describes that a focus on compgberns in line with one’s feeling

that this is what reading is ‘about’, i.e. gettinfprmation from written texts. And there is
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no doubt that one’s monitoring of one’s own readiogmprehension is of major
importance. A judgement that ones have not undemisto text may well leave ones
unsatisfied or lead ones to re-read it, or permejest it in disgust.

In spite of this, however, comprehension in soneasaremains a somewhat elusive
entity. Rayner and Pollatsek (1989, found in Regdlina Second Language), for example,
give neither definition nor description of comprek®n itself. For them, comprehension
equals “the meaning of the text” that is beingd’ea

It is, in fact, one’s contention that in the teaghiand testing of reading,
‘comprehension’, as generally defined, has beeheeinot very helpful or positively
dangerous. Urguhart (1989) summarises common assurspbehind the pedagogical
view of comprehension as follows:

Assumption 1. There is such a thing as ‘total’'merfect’ comprehension of a text.

Assumption 2. Careful reading, which aims to extpafect comprehension, is

superior to any other kofdeading, e.g. skimming, and is, in fact,
the only kind of readingiaihdeserves the name.

Urguhart (1989) points out, if each reader bringsamng to a text, then each
comprehension is likely to be different. Variatiomscomprehension are likely to come
from different background knowledge brought to te&t (though this is not the only
possible source).

Urguhart (1989) distinguishes between ‘compreherssjoreferring to differences
brought about readers setting themselves diffdemels of acceptable comprehension (i.e.
between reading a book for an examination and mgadi for light amusement), and
‘interpretations’, referring to differences resudfi either from different readers bringing
different information to a text, or the same readedifferent times, bringing a different
mind-set. While the terms may not be perfectly elmofor keeping the different factors
apart, the distinction should serve as a reminfieh@ number of variables likely to be
present in many teaching or testing situations.

One should mention here the notion that the ‘ideathprehension consists of the
recovery of ‘author’'s meaning’. One does not thimt it can be doubted that readers often
strive to do this; it is an important aspect ofefar reading, and, since it involves close
attention to textual features such as use of catgyheadings, the ordering of information,
and so on, it is something that can partly be taughe has only two doubts about it being
used as the ‘ideal’ comprehension. First, it cavende fully achieved. One can never be
sure that ones have totally entered the writerisdmit could be said, however, that it is in

the nature of all good ideals never to be achie@sdondly, a careful attempt to recover
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author’'s meaning is not characteristic of all regdithe reader engaged in scanning, for
example, may pay little attention to author’s idiems. Such attention is, in fact,
characteristic of careful reading, particularly whehis is submissive. As such, it is
important, but cannot be a definition of comprel@msn general.

Urguhart (1989) concludes that it is clear that poghension cannot be viewed
simply as the product of any reading activity. Rathin any reading situation,
comprehension will vary according to the readeracKground knowledge, goals,
interaction with the writer, etc. Comprehensiom igseful term to contrast with decoding;
otherwise it is best perhaps taken as the prodstilting from a particular reading task,
and evaluated as such.

Grabe and Stollen (2002) state that reading foeg#rromprehension will use a
balanced combination of text model comprehensiehsitmation model interpretation.
Reading to learn will first emphasis the buildirfgao accurate text model of
comprehension, and then a strong interpretive tatuanodel that integrates well with
existing or revised background knowledge.

Grabe and Stollen explain that reading comprehangiocesses, seen in this way,
highlight the miraculous nature of reading compredign. Reading comprehension is an
extraordinary feat of balancing and coordinatingnynabilities in a very complex and
rapid set of routines that makes comprehensionemisgly effortless and enjoyable
activity for fluent readers.

Three conclusions become clear when one considensumber of reading processes
occurring each and every two seconds:

1. Reading comprehension processes work in paveieh some skills are relatively

automatic.

2. Some processes need to be relatively autonfiagading is going to work

efficiently.

3. Fast and efficient processing is the hallmaritugnt reading comprehension

abilities.

Grabe and Stollen emphasize at this point, thasetherocesses do not operate
efficiently of effortlessly when readers encourtexts (and accompanying tasks) that are
too difficult for them. Difficulties may arise whemeaders do not have adequate
background information, do not have the necessaguistic resources or have not read
enough in the language to have developed effiodsniti reading. Readers, especially L2
readers, who encounter such difficulties can tryutolerstand the text by using a slow

mechanical translation process; alternatively, tbay make an effort to form a situation
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model from past experience and try to force thét@kit preconceived notions. In the first

case, working memory efficiencies cannot operati wethe latter case, a situation model
unconnected to text information is imposed on mgdcomprehension, activating

inappropriate background information and leadingpdor comprehension, In either case,
successful reading comprehension is not likelyciouo.

In L2 reading contexts, where such problems comynamise, readers resort to
coping strategies by translating or by guessindgoten a coherent account of the text,
whether that account matches the text or not.i$f éxperience is repeated on a continual
basis, it is not hard to see why these learnerddidose any motivation to become fluent
readers.Yet; this problem also suggests a likehgd@ange solution. Students need to
engage in reading for many hours at text- and teslels appropriate to their abilities. It is
only through extended exposure to meaningful ghat texts can be processed efficiently
and that students will develop as fluent readers.

The author of the Diploma paper understands tlzating comprehension is a subject
that has been explored for decades. Through theserations ones have discovered that
comprehension is an essential component in thetyalol a person to succeed in the
reading and in life. Comprehension is defined asabt or action of grasping with the
intellect the capacity for understanding fully. Quehension is important because it
allows people to gain knowledge of new conceptghaout comprehension it would be
impossible to learn anything.

To sum up, this chapter dealt with the readingniiédins of different authors and
explained reading comprehension processes.

In the next chapter the reading approaches, saitid,strategies will be described.

18



2. STUDYING THE READING PROCESS

2.1 Models and approaches of reading

What goes on in the visual system and the braimguhe process of reading?

Davies (1995) points out that this is not an easgstjon to answer. None the less
there is a long history of attempts to answer theston through the formulation of
abstract models of the reading process. Such mbdets been directly influential in the
formulation of educational policies and hence haleged a central, if sometimes ‘hidden’,
role in shaping teaching methods. It is for thias@n that teachers need to gain some
understanding of different models and of their iicgtions for teaching.

Davies (1995) states that the term ‘model’ refersatformalized, usually visually
represented theory of what goes on in the eyes taed mind when readers are
comprehending (or miscomprehending) text. Thus might characterize a model as a
systematic set of guesses or predictions abowutdehiprocess, which are then subjected to
‘testing’ through experimental studies.

In its most basic and simplified form, a model cbtépresent the reading process as
shown below, albeit supported by a detailed expianaf each stage in the model, and of
what is going on in the mind at each stage.

1. Eyes’ look

2. Letters identified and ‘sounded out’

3. Words recognized

4. Words allocated to grammatical class and seatstracture

5. Sentences give meaning

6. Meaning leads to thinking.

A model of this kind provides a description of tkading process one might consider
to be a ‘common sense’ description; at first siglseems to fit what ones observe in oral
reading, though not perhaps with what goes on @s@wn reading. In addition, the model
reflects certain approaches to the teaching ofingagduch as phonic-based approaches, in
which the sequence of instructions is intended dflect the assumed sequence of
processing: from letters to sounds, to words, tatesees and finally to meaning and
thinking. A model that represents such a sequen&aawn as dottom-up model of the

reading process.
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There are, however, alternative ways of represgniire process of reading. One
alternative is a model of reading in which the gs®ing sequence is almost the reverse of
that above. This is illustrated below.

1. Eyes’ look

2. Thinking-prediction about meaning

3. Sample sentence as a whole to check meaning

4. To check further, look at words

5. If still uncertain study letters

6. Back to meaning predictions.

By contrast with the bottom-up model, this modeludes thinking and meaning at a
very early stage, and the processing sequencequsdeom predictions about meaning to
attention to progressively smaller units. Such a@ehas known as #éop-down modeland
is one which may appear to capture something oeffsence of one’s own experience of
reading.

In the literature on the reading process, bothobottip and top-down models are
represented, and both have been influential irdéheelopment of policies and methods for
the teaching of reading.

Nutall (1998) notes that they both are used whanewe reads; sometimes one
predominates, sometimes the other, but both amedeé\nd, though normally
unconscious processes, both can be adopted asamonstrategies by the reader
approaching a difficult text.

Nutall (1998) defines that irtop-down processing, one draws on one’s own
intelligence and experience — the predictions @rernake, based on the schemata one has
acquired — to understand the text. This kind ofcpssing is used when one interprets
assumptions and draws inferences. One makes cassese of it when one tries to see the
overall purpose of the text, or gets a rough ideth® pattern of the writer's argument, in
order to make a reasoned guess at the next stepgamnounds that having an idea of what
somethingnightmean can be a great help in interpreting it).

In bottom-up processing, the reader builds up a meaning frambthck marks on
the page; recognizing letters and words, working santences structure. One can make
conscious use of it when an initial reading leawes confused. Perhaps one cannot believe
that the apparent message was really what therwnitended; this can happen if one’s
world knowledge is inadequate, or if the writering of view is very different from one’s

own. In that case, ones must scrutinize the voeapdnd syntax to make sure one has
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grasped the plain sense correctly. Thus bottomrapgssing can be used as a corrective to
‘tunnel vision’ (seeing things only from ones ovimited point of view).

Nutall (1998) admits although logically one mighkpect that one ought to
understand anything else, in practise a readeimua@ily shifts from one focus to another,
now adopting a top-down approach to predict théogite meaning, then moving to the
bottom-up approach to check whether that is realiat the writer says. This has become
known asinteractive reading.

Aldersen (2000) defines that bottom- up approadresserial models, where the
reader begins with the printed word, recogniseplgcastimuli, decodes them to sound,
recognises words and decodes meanings. Each conipowelves subprocesses which
take place independently of each other, and biplohuprior subprocesses. Subprocesses
higher up the chain cannot, however, feed back sdmponents lower down. This
approach was typically associated with behaviourisnthe 1940s and 1950s, and with
‘phonics’ approach to the teaching of reading taague that children need to learn to
recognise letters before they can read words, ammhsin this traditional view, readers are
passive decoders of sequential graphic-phonemiasiia-semantic systems, in that order.

On the other hand, much research has emphasizathploetance in reading of the
knowledge that a reader brings to text. Modelseaiding that stress the centrality of this
knowledge are known aschema-theoretic models They are based upon the schema
theory, which accounts for the acquisition of knesde and the interpretation of text
through the activation of schemata: networks obrimfation stored in the brain which act
as filters for incoming information for much moretdil. In this view, readers activate
what they consider to be relevant existing scheraathmap incoming information onto
them. To the extent that these schemata are relexgading is successful.op-down
approaches emphasize the importance of these stheama the reader’'s contribution,
over the incoming text.

Grabe and Stollen (2002) point out thtttom-up models suggest that all reading
follows a mechanical pattern in which the readeeatg#s a piece-by-piece mental
translation of the information in the text, witltle interference from the reader’s own
background knowledge. In the extreme view, the eegufocesses each word letter-by-
letter, each sentence word-by-word and each temesee-by-sentence in a linear fashion.
One knows that such an extreme view is not entaeburate.

Top-down models assume that reading is primarily directethk reader’s goals and
expectations. Again, such a view is general andapmarical. Top-down models

characterise the reader as someone who has aeqtaxftations about the text information
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and samples enough information from the text tdfioonor reject these expectations. To
accomplish this sampling efficiently, the readeedis the eyes to the most likely places in
the text to find useful information. The mechaniby which a reader would generate
expectations is not clear, but these expectatiagbtribe created by a general monitoring
mechanism. Inferencing is a prominent feature pfdown models, as is the importance of
a reader’s background knowledge. Top-down viewsllggt the potential interaction of
all processes with each other under the generataloof a central monitor. In extreme
interpretations, there is a question about a reeoleld learn from a text if the reader must
first have expectations about all the informationhe text. In fact, few reading researchers
actually support strong top-down views.

The author of the Diploma Paper agrees that boftoaghes are essential for the

reading process.

2.2 Reading skills and strategies

According to Nutall (1998), reading for general gmehension, when accomplished
by a skilled fluent reader, requires very rapid aodomatic processing of words, strong
skills in forming a general meaning representatibmain ideas, and efficient coordination
of many processes under very limited time constisain

Nutall describes that these abilities are ofteremakor granted by fluent readers
because they usually occur automatically; thabimgs make use of these abilities without
giving them much thought if ones are fluent readénsL2 contexts, however, the
difficulties that students have in becoming flueetiders of longer texts under time
constraints reveal the complexities of readingdeneral comprehension. Because of its
demands for processing efficiency, reading for ganenderstanding may, at times, can be
more difficult to master than reading to learn adility that is when assumed to be a more
difficult extension of general comprehension aieiit

Before defining fluent reading, one would like tonement on two terms commonly
used to describe the activity of readirgkills and strategies. Nutall (1998) refers to
(Anderson, 1995; Proctor and Dutta, 1995; Schui®02 thatskills represent linguistic
processing abilities that are relatively automati¢heir use and their combinations (e.g.
word recognition, syntactic processing). In mostieadional psychology discussions of
skills, they are seen as general learning outcavhg®al-given tasks, acquired gradually
and eventually automatisedbtrategiesare often defined as a set of abilities under

conscious control of the reader, though this comaeiimition is not likely to be true. In
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fact, many abilities that are commonly identifiesl sirategies are relatively automatic in
their use by fluent readers (e.g. skipping an unknword while reading, rereading to re-
establish the text meaning). Thus, the distinctimtween skills and strategies is not
entirely clear precisely because that is part efrtature of reading (and not a definitional
problem).

According to Urguhart (1998), a reading skill candescribed roughly as a cognitive
ability which a person is able to use when intengcwith written texts. Thus, unlike
comprehension, which can be viewed as the produdaaling a particular text, skills are
seen as part of the generalized reading process.

Urguhart (1998) refers to Olshavsky and Sarig wbih lview reading as ‘a problem-
solving process’. Admittedly there may be some [emis defining ‘problem’, but, in
commonsense terms, ones can regard strategies y&s avagetting round difficulties
encountered while reading. Thus, initially at leattategies can be seen as responses to
local problems in a text. Authors should includeheir definition a reference to the fact
that the response must be a conscious one. Olshalaskns that a strategy is faurposeful
means of comprehending the author's message’. drguiso refers to Pritchard and
Cohen. Pritchard defines a strategy as ‘a delibexation that readers take voluntarily to
develop an understanding of what they read’. Copemts out that the question is
controversial but comes down firmly on the side@bnscious choice.

There is a fair amount of confusion in the literatas to what distinguishes a skill
from a strategy. Some writers (e.g. Nutall, Grafed¢r to ‘skills/strategies’ as if the two
were interchangeable. Urguhart (1998) points cait $ome of this apparent confusion may
be due simply to the fact that the skills proposetitl not attempt to separate skills from
strategies. However, it would be satisfying, foe teake of clarity, to arrive at some
generally accepted distinction are possible diffees:

e Strategies are reader-oriented, skills are teletrted. It is certainly true that skills

taxonomies tend to focus on text.

e Strategies represent conscious decisions takémelneader, skills are deployed
unconsciously. Another way of phrasing thithat skills have reached the level of
automaticity.

e Strategies, unlike skills, represent a responsepimblem, e.g. failure to
understand a word or the significance of a pséjom, failure to find the
information one was looking for, etc.

On the whole, Urguhart (1998) agrees with the wi$iton drawn by Williams and

Moran:
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A skill is an ability which has been automatisedd awperates largely
subconsciously, whereas a strategy is a conscioasegure carried out in order to
solve a problem.

Aldersen (2000) refers to Munby who distinguishesfollowing reading skills:

e recognising the script of a language

e deducing the meaning and use of unfamiliar lexieshs

understanding explicitly stated information

understanding information when not explicitly stat

understanding conceptual meaning

understanding the communicative value of sentences

understanding relations within the sentence

understanding relations between parts of texuiindexical cohesion devices

understanding cohesion between parts of a teatitfir grammatical cohesion
devices

e interpreting text by going outside it

e recognising indicators in discourse

e identifying the main point or important informatién discourse
e distinguishing the main idea from supporting dstai

e extracting salient details to summarise (the textidea)

e extracting relevant points from the a text seledyi

e using basic reference skills

e skimming

e scanning to locate specifically required inforroati

e transcoding information to diagrammatic display

According to Nutall(1998), sample reading strategiee:
e specifying a purpose for reading

e planning what to do/what steps to take

e previewing the text

e predicting the contents of the text or sectioteat

e checking predictions

e posing questions about the text

e finding answers to posed questions

e connecting text to background knowledge

e summarising information
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e making inferences

e connecting one part of the text to another

e paying attention to text structure

e rereading

e guessing the meaning of a new word from context

e using discourse markers to see relationships

e checking comprehension

e identifying difficulties

e taking steps to repair faulty comprehension

e critiquing the text

e judging how well objectives were met

e reflecting on what has been learned from the text

The author of the Diploma Paper understands treatimg strategies are deliberate,
goal-directed attempts to control and modify thader’s efforts to decode the text,
understand words, and construct meanings of the tex

This chapter described the reading approachesddaem and bottom-up models,
their importance in the reading process, as weataseading skills and strategies.

In the next chapter the reading process in thesidas will be described.
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3. READING IN THE CLASSROOM

The best way to improve your knowledge of a foreigfanguage is to go and live

among its speakers. The next best way is to readtersively in it.

(Nutall, 1998)

Snowball (2006) sets a question: If a student eand words but doesn’t comprehend
their meaning, is he or she really reading? Thevanss no. Therefore, teaching and
learning about comprehension is of paramount ingpae, from the very beginning of
reading instruction and right through all yearsadtfool, in all curriculum areas.

Scharlach (2008) states that teachers often lathemttheir students caread but
they do notunderstand.She emphasizes that the most important thing ateading is
comprehension. It is the reason that ones read.eMery she admits, that many teachers
express concern about their ability to effectivedach all of their students to become
strategic metacognitive readers. Scarlach refeasitioors (Klein, Hamilton, McCaffrey, &
Stecher, 2000; Linn, 2000) who describe that schdotlay are spending enormous
amounts of time and money preparing students fgin-stakes tests even though such a
narrow focus on test preparation does not transtdatereal learning. She also refers to
Guthrie that one of the most well-established figdi in reading research is that
comprehension develops through a variety of purfahsenotivated reading activities. By
fostering students to become active, engaged readeachers enable them to gain
competence and a sense of self-efficacy.

Sharlach (2008) refers to Block, Gambrell, & Pregsl2002 that although
comprehension improves through extensive readiegearchers have concluded that
comprehension could improve more if all readersewtaught to use the comprehension
strategies that good readers use.

Sharlach refers to Hilden & Pressley, 2007 wheestiaat teachers often struggle with
teaching reading comprehension strategies dueet@dmplexity of designing purposeful
comprehension strategy instruction, and many readiomprehension programs are
overwhelming in terms of time to learn and requieats for implementation.

Sharlach refers to authors (Block et al., 2002;ri€e& Zimmermann, 1997; Pearson,
Roehler, Dole, & Duffy, 1992; Pressley, 2002a) wiave concluded that comprehension
strategies should be taught to students as theiynanersed in reading rather than separate
from reading. She refers to (Keene & Zimmerman®7)vho states that good readers are

active and use a variety of strategies as they. lakdwise she refers to (Guthrie, 2002)
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who points out that direct instruction in compretien strategies includes the teacher
modelling and explaining when and how to use thatesgies, repeated opportunities for
guided practise, and extended independent readPngssley (2006) concluded that
effective comprehension instruction includes teagha small repertoire of strategies,
modelling and explaining, and facilitating scaffetd practice. These comprehension
strategies include making predictions and connastito ideas in text based on prior
knowledge, constructing mental images that reptesieas in text, asking questions and
seeking answers, and constructing summaries of hdmmtbeen read. As students practice
reading comprehension strategies through activ&tesfic reading, the use of the strategies
will gradually become self-regulated and studentd rgach a level of metacognition
where they will not only be able to use the straedut will also know when and where to
apply them.

Nutall (1998) defines that the overall aim for theading programme should be

proposed:

To enable students to enjoy (or at least feel comtable with) reading in the
foreign language, and to read without help unfamikr authentic texts, at

appropriate speed, silently and with adequate undetanding.

After completing the reading programme, the studenwill read in the foreign

language for his own purposes, and in doing so will

e recognize the importance of defining his purpokenvhe reads;

e read in different ways according to his purpose the type of text;

e respond to the text a fully and accurately apbipose demands;

e recognize that both top-down and bottom-up apgresito text are valuable, and
use each as appropriate;

e be aware, when necessary, that he has not unae iz text and be able to locate
the source of misunderstanding and tackle it;

e not worry if he does not understand every wordeex where accuracy is
important;

e use skimming when necessary to ensure he reagisvbat is relevant, and to
assist subsequent comprehension;

e make use of non-linear information (figures, stlayout, etc) to supplement the

text and increase understanding;
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e make use of word attack skills of interpretingtsycand cohesion, in order to
establish the plain sense of the text;

e be aware that a sentence may have a differentiéuna¢ value in different contexts,
and be able to identify the value;

e make use of rhetorical organization to help imerp complex text;

e be aware that his own expectations influencertiexrpretation and recognize
those occasions when writer's assumptions diftan his own;

e be aware that a writer does not express everystiegneans, and be able to make
inferences as required to fill out the meaning;

e recognize that a good writer chooses her wordsfally and would have meant
something different if she had chosen A rathantB (advanced students will also
be able to explain the difference);

e use library catalogues, titles, contents pagest@identify relevant material.

Singer & Doulan (1985) describe that reading dgwelent consists of two
overlapping phases: (1) learning how to read ahteéning from text.

Learning how to read(reading acquisition) can be mastered by mostestisd
Indeed, many students master the process of leahow to read prior to eighth grade.
Individual differences in this first phase of raaglidevelopment consequentgcreaseas
a group of students progresses through the graBless. even though students have
mastered the process of reading , they will saWéto learn how to pronounce and read
technical terms, symbols, and other features dfgeguliar to each content area.

Learning from texis a process that is highly correlated with gelnerantal ability.

In progressing through school, students increase #bility to learn from text as they
acquire new information, vocabulary, and concepss;they improve in their reasoning
abilities; and as they learn modes of thinking i@ characteristic of each content area.
This improvement is related not only to learningl amstruction in the content areas, but
also to mental age which increase from grade tdegréherefore, the ability to learn from
texts alsancreasesas students progress through school. Hence, ther naaik of teachers
shifts from teaching students how to read towagdshing them how to learn from texts in
the content areas (Singer & Doulan, 1985).

According to Brumfit & Caster (1986), a literaryxteis an authentic text, real
language in context, to which one can respond tjrett offers a context in which
exploration and discussion obntent(which if appropriately selected can be an impurta
motivation for study) lead on naturally to examioatof language. What is said is bound

up very closely with how it is said, and studertsne to understand and appreciate this.
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Literary texts provide examples of language ressaitmeing used to the full, and the reader
is placed in armactiveinteractional role in working with and making sertd this language.
Thus, literature lessons make for genuine oppdrasmin group work and/or open-ended
exploration by the individual student. Not all wer&f literature are fiction, but the reader
does not read literature for factual truth or infiation, and this fluidity of representation
prohibits restriction to formulaic language praetitt is this open, questioning spirit with
which ones would hope students might face a lijetext. It also helps them to explore the
nature of the object itself and learn about it amunication. It is basis for students to
work out why they like reading what they read, &oidextending their language into the
more abstract domains associated with increasemyyanced language competence.

Wallace (1992) notes that when one encounters, texisther written or spoken, one
recognizes them as pieces of communication rathan tmere strings of words or
sentences. This is because of the way parts oktarééate to each other to create a
meaningful whole, and the whole takes on meanimgnfiits situational and cultural
context. It is possible to look at texts in threfedent ways (1) in terms of theformal
features,that is , at ways features of the grammaticalesysare used to link sentences or
paragraphs; (2) in terms of thgiropositional meaningthat is how ideas or concepts are
expressed and related to each other, and (3)nmstef theircommunicative functigrboth
the ways in which sections of a text can be inttgat in relation to other sections and of
the function of any text as a whole.

Once reading of a continuous text begins, the eggyabriented teacher will be as
concerned to observe readers in the course ofnmgadi to assess outcomes in the form of
answers to the comprehension questions which généstiow a reading task. He or she
is likely to be interested not merely in the suefdluency with which a text is rendered
aloud, but also in the nature of miscues, or, sildnt reading, the reader’s own perception
of problems during the reading process. In thiseenstrategic approach to the teaching of
reading demonstrates interest in processes as asugtoducts, that is what goes on during
reading itself as well as the nature of goals artdames.

The successful readers tend to select from a rahgtrategies. For example, they
skip inessential words, guess from context, redut@gad phrases, and continue reading the
text where they were unsuccessful in decoding alwoiphrase (Wallace, 1992).

Hedge (2001) describes that, if extensive reading serve a useful purpose in terms
of developing reading skills, then ones can setttitexe are implications for the type of
material which should be made available to studelRts example, if students are to

develop strategies for guessing word meaning fioencbntext, then texts need to present

29



new and unfamiliar words or new meanings of knowords, but they should not be so
difficult as to undermine the students’ confidebgedefeating all attempts to understand.

One reads books mainly for information of for ple@s Successful reading is
determined on the one hand by the students’ asijitknowledge and interest and on the
other hand by the language, content and presemtatithe reading book.

Hedge (2001) emphasizes that talking to studerdsitaiheir reading is one way of
preparing students ‘psychologically’ for readingtemsively in a foreign language. The
teacher can ask students what they read in thestrlfinguage, how often they read, what
sorts of books they enjoy most. And questions eaadked about their attempts to read in
English, too. With the advice of a teacher if nsagg, students can select books, according
to their own reading interests and abilities. Imdisal private reading is a way of
organising language learning, which recognises shadents have different experiences,
interests, motivation, intellectual capacities,teéasand levels of maturity. Success in
developing reading skills depends on respectingadloding for these differences.

Grellet (1990) states that reading is a constaotgss of guessing, and what one
brings to the text is often more important than tdr@e finds in it. This is why, from the
very beginning, the students should be taught ® wkat they know to understand
unknown elements, whether these are ideas or sivigs. She agrees with other authors
that it is important to use authentic texts whemewessible. Authenticity means that
nothing of the original text is changed and alsa tts presentation and layout are retained.
Reading comprehension should not be separatedtfrernther skills. When constructing
reading comprehension exercises on a given teid,atways preferable to start with the
overall meaning of the text, its function and amather than working on vocabulary or
more specific ideas. Reading is an active skilcdnstantly involves guessing, predicting,
checking and asking oneself questions. This shthddefore be taken into consideration
when devising reading comprehension exercises.cArskaspect of reading as an active
skill is its communicative function. Exercises mbst meaningful and correspond as often
as possible to what one is expected to do withtélxé Another important point when
devising reading comprehension exercises is thatatttivities should be flexible and
varied. Few exercise-types are intrinsically goodbad. They only become so when used
in relation to a given text. Reading comprehensiotivities should be suited to the texts
and to one’s reasons for reading them. It is esddottake into account the author’s point
of view, intention and tone for a full understargliof the text. This may be covered by
open questions, multiple-choice questions, righivoong questions, etc. the aim of the

exercises must be clearly defined.
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The students must be taught how to approach andid=mnthe text in order to
become independent and efficient readers. It s iatportant to remember that meaning is
not inherent in the text, that each reader bring®tvn meaning to what he reads based on
what he expects from the text and his previous kaedge. This shows how difficult it is to
test competence in reading comprehension and heat gre temptation is to impose one’s
own interpretation on the learners (Grellet, 1990).

Snowball (2006) points out although comprehensitmtegies may be learned
informally to some extent, teacher’s instructioowd include:

e Explaining the purpose of the instruction

e Specifically describing the strategy plus how areen it is helpful for reading

e Demonstrating use of the strategy in authentidirgpsituations

e Thinking aloud about strategy use as you readr{atievery time you read)

e Encouraging your students to collaboratively igedtrategy with you and with

each other

e Asking your students to explain how they are psst® texts

e Guiding your students’ practice of the strateggnmall groups and individually

e Emphasizing that different strategies may be uselifferent situations

e Integrating the use of different strategies anolaring why, how and when

e Relating the strategy to your student’s indepehdeading

e Providing many opportunities for your studentsise all comprehension strategies

Independently, across all curriculum areas aitidl avrange of texts.

Nancy Frey (2006) emphasizes that when looking &ocomprehensive reading
program, look for one that builds on a solid fourala of research, features reading
comprehension strategies and offers an instrudtiomadel that begins with teacher
modelling and ends with students working indepetigein addition, a good program
should help students build the habits of mind tratat readers possess including seeing
themselves as readers. Making sense of text, kmpwirat they know, understanding how
stories work, reading to learn, monitoring and aigag ideas and information, and
thinking critically about text.

According to the USA National Reading Panel’s (208&port on the teaching of
reading, five strategies should be taught to engacal reading comprehension. These are:
prediction, questioning, clarifying, imagining and summarisation. To varying extents,
these skills draw upon linguistic and cognitiveorges. In concert they can be used to
ensure that students are able to build coherentailherdels of the texts they read.

The following is a more detailed look at thosetsiyées.
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Prediction

It could be argued that the ability to predict whatext entails is the first step to
successful comprehension. A reader obtains thedinges to what a text is about via its
title. Together with the opening sentences this lealp the reader decide if the text is
appropriate to their purpose (in the case of notiefn) or to activate a story schema (in the
case of fiction). The good reader then activelyk®tor cues to enrich their mental model
of the text as reading proceeds, In turn, the dpwet) representation of the text can be
used to set ugxpectanciesat the word, sentence and text levels. This witliliiate

reading fluency and deepen understanding.

Questioning and clarifying

An actively engaged reader can usaf-questioning to monitor his/her reading
comprehension and to help clarify points that tfaglyto understand. Closely related to this
is the use of the look back strategy to find infatibn that is needed to resolve
ambiguities. A successful comprehender knows hogeteerate pertinent questions, and
can fall back on their mental model of the text Kmow where to locate relevant

information.
Imagining

Imagining refers to the use afental imagery to enhance text comprehension by
enriching the mental model of a text. Many sucadssbmprehenders translate the story
they are reading into a series of images, almbkstdifilm that can be replayed during story

recall. Students who do not this spontaneously lantaught to use the strategy to

incorporate the details of what they read aroundrdral theme.

Summarisation

32



The process afummarisation is perhaps most closely allied to the developmént o
the situation model. Summarisation involves theastion of the gist and main themes of
what is read (while putting aside the irrelevantads), and integrating the details into a
coherent whole. Additional processes may includedtaluation of style and mood and
making generalisations. Summarisation depends aic blanguage skills, inferential

abilities and knowledge and engagement with texts.

Reciprocal teaching is a classic method for tearhieading comprehension
strategies. Students are first shown how to apgmystrategies by their teacher who models
the process. Students then read a piece of thep@wegraph by paragraph, and they learn
to practise the strategies of:

e generating questions

e summarising

e attempting to clarify word meanings or confusiegtf and

e predicting what will happen in the next paragraph.

The teacher supports students while they pracgiséng feedback and additional
modelling (guiding) as necessary. Gradually intended that the guided practise becomes
a dialogue in which groups of students work togethi¢h a text, asking questions of one
another, commenting on answers, summarising andowvimg the summary. In a similar
vein, activities can include helping one anotheinfer the meaning of a word or to reason
about story events.

The author of the Diploma Paper understood thadimg good readers begins in
knowing what actions good readers take while regadimd what teachers can do to teach
students to take those actions.

This chapter provided an insight into reading i& ttkassroom and described the main
reading strategies. Therefore, teaching and legralbout comprehension is of paramount
importance, from the very beginning of readingrmstion and right through all years of
school, in all curriculum areas.

The next chapter will describe a case study.
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4. CASE STUDY

The aim of the practical research was to find @r#tegies for improving students’
reading comprehension based on the ideas studibe ithheoretical part. The research took
place at Riga’s secondary school No. 3, where thbkoa of the Paper had the teaching
practice from & of February till &' of April. To carry out the research 29 studentsewe
involved from forms 10 and 11 where the author thedEnglish lessons.

The case study was used as a research method estibgnaires were used as a data
collection method.

One of the first steps to be done to complete itmevaas to find out students’ attitude
towards reading giving them the questionnaire arget different tips which later could be
used in the selection of the reading tasks in #se study.

The second step was to work out the criteria ferdalection of the tasks based on
the study of the literature.

The third step was to select of activities accaydia the criteria worked out and
trying them out in the lessons.

The fourth step was to carry out the questionnaiiter reading activities to find out
students’ reflections about the reading tasks.

The fifth step was to analyze the data and to dramnclusions.
4.1 Data of the questionnaire before the reading #uities

The first questionnaire was given to students d@eoto get the necessary information
of students’ attitude towards reading. The questine consisted of 10 questions.

The author of the Diploma Paper started the questie with a question whether

students liked to read in general, and why or wity n
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Do you like to read in general?

30

25

15

10 7
5
0

‘D yes mno Ol have not thought of it ‘

Figure 1. Students’ answers to the question: “Do you likesi@d in general?”

As Figure 1 showed, the most part of students wiich7 from 29 liked to read in
general, 5 students did not like, and 7 studerdsniad thought of it.

To the question why or why not they like to readhsostudents did not answer, the
others’ answers varied from that they just liked books to because it was interesting, it
was possible to get new knowledge from books, anddcthink about things one did not
think in one’s daily routine. For the rest who diot like to read the author thought that to
attract these students the teacher had to thinktefesting tasks and texts to provide the
opportunity also for them to enjoy reading. Allah, the results showed that students liked
to read.

In the second question students had to rate oe sdab to 1 how much they like

reading.
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How much do you like reading?

30

25

20

15

10

12

~

7

——

‘D lowe it! mlike it a lot! O like it! O like it a little

Figure 2.Students’ rating of their liking of reading.

Figure 2 showed that the great part of respondehish is 12 from 29 simply liked

reading, 7 liked it a lot, 7 liked it a little, ar®dstudents, nicely to say, loved it. This meant

that students understand the worth of the readmag it was a vital skill in English

language learning.

The author of the Paper was interested in whatesitiscchought about themselves as

readers. Whether they read well, it is, fluently amderstanding well what they read, or

read quickly or carefully trying to understand gvenord.

The third question was connected with studentsugihts about themselves as what

kind of readers they were.

Do you think you are:

30
25 -
20 -
15

10

11

4 6 5

B | .

magood reader  maquick reader 0O a careful reader
O a bad reader W a slow reader O a careless reader

Figure. 3 Students’ thoughts about themselves as readers
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Figure 3 represents students’ thoughts about tHeessas readers. 11 students from
29 students consider that they are good readestsidénts think about themselves as quick
readers, 6 students are careful readers, 5 studstuw readers, 1 student - a bad reader,
and 2 students consider that they are carelesenmeathis means that the teacher should
pay more attention to weaker students

In the next question the author asked studentsditem they read on average.

On average how often do you read?

30

25
20 +
15

10 7
5 —
0 I

O every day m every other day O once a week O once a month m other ‘

Figure 4. Students’ answers to the question on frequencgaiding.

As figure 4 shows, 5 students from 29 read evegy 8astudents read every other
day, 4 students read once a week, 7 students rdgdoce a month, and 4 students has
other answers such as; it depended if students al@eeto find a good book they read
every day if not, they did not read for months. sThieant that the teacher for these
students who read a little may be could suggesesateresting books.

The author of the Paper was interested in how ntineh on average students spent

on reading daily.
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On average how much time do you spend on

reading?
30
25
20 16
15
10
6 5
: B ==
0

‘D 30 min. @ 20 min. o 10 min. O other‘

Figure 5. Students’ answers to the question concerning teeage time spent on reading
daily.

Figure 4 demonstrated that on average 6 studeots #9 read 30 min. daily, 5
students read 20 min, 2 students read 10 min.l&rsludents gave other answers, such as
1 hour, 1 student read even 5 hours, 1 studemati#now, and 1 student answered that he
read till he was fed with it. It is pleasing thatl in all, all students read some material
daily.

When asked about what kind of materials studensyeeading they could choose

three the most popular for them.

What kind of materials do you enjoy reading?
30
25
20 18 17
15 - [ ]
10{ ¢ 7 7 8 7
L L
O T |_| T T — T — T |_| T T '_| T T T T '_|
o ] & 4 S
¢ EFFTE S ES S
R D L QLSS S S e 9
L & L o8 ¥ o T M & T
N & & © W @ &
® QO eé}e NG

Figure 6. Materials students enjoy reading.

The most popular are magazines. 18 students frone@&9 them. Then come novels

which 17 students read. Mysteries are popular anBosigidents. 7 students enjoy reading
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science fiction, adventure and history. 6 studékésto read newspapers, 4 students read
comic books, 3 students enjoy reading travel gui@estudents like to read crimes, 1
students enjoys reading thrillers, 1 student- atas@nd 2 students have other answers;
they read autobiographies and philosophical or lpslpgical articles. These results were
important for the author of the Diploma Paper talfthe appropriate texts.

The author of the Diploma Paper wanted to clarifiyether students decided in

advance what their reading purpose was and thehwith that goal in mind or not.

| decide in advance what my reading purpose is,
and then | read with that goal in mind

30
25 A
20
15 12

10

5 6 6
o
0

‘ @ often m occasionally O rarely O never

Figure 7. Students’ reading purpose.

As figure 6 shows 5 students from 29 often decisleddvance what their reading
purpose was, 6 students occasionally, 12 studantéyr and 6 students never decided in
advance what their reading purpose was. Resultweshthat, more or less, the most part
of students decided in advance what their readimggse was and then read with that goal
in mind.

The next question asked students to decide if tiey to choose the adjective to

describe the reading activities in their coursekispavhich one would they underline.
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If you had to choose the adjective to describe the
reading activity, which one would you underline?

30

25

20

15

10 7 5
5 3 3 ]

N — e

‘D exciting m fascinating 0O interesting 0 educational m complicated @ boring ‘

Figure 8. Adjectives describing reading activities.

Figure 7 showed that students’ answers are diffe@istudents from 29 answered
that reading activities were interesting, thendakd 7 students who considered that
reading activities were educational, for 5 studehtsy seemed boring, equally 3 and 3
students called reading activities exciting ancaifesing, and for 2 students they seemed
complicated. This meant that students’ attitudeatals reading activities depended on how
they like to read in general.

The next question asked students about how théyhiemselves while reading.

How do you feel while reading?

30

25

20

15 ~ 13
10

10

N

@ completely at ease m rather relaxed O normal O somewhat stressed

Figure 9. Students’ feelings while reading.
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As figure 9 demonstrates, the great part whiclBistlidents from 29 felt normal, 10
students felt rather relaxed, 4 students compledelgase, and 2 students felt somewhat
stressed while reading.

And the last question asked students whether eyt fvas necessary to understand

every word.

Do you feel it is necessary to understand every
word?

30
25 -
20
15 |
10 8

Figure 10. Students’ answers to the question about the sigés understand every word.

Figure 10 represented that the great part of stademnsidered that to understand
every word is not necessary that the main goal isnderstand the idea of text; however,
for 8 students it was important to understand ewersd.

After the distributing and collecting the resule thext step was working out criteria
for selecting the tasks, which were based on thelystof the literature about the
development of reading comprehension, the pods#silito increase students’ interest

during the reading and to teach them some readiategies.

4.2 Activities

The authors Flood and Lapp (1991) identify thedwihg actions that are part of a
competent reader’s generalizable plan (strategy):
The student:
e previews the text by looking at the title, thetpies, and the print in order to
evoke relevant thoughts and memories
e builds background by activating appropriate pkisowledge trough self-

questioning about what is already known thedapiselection, the vocabulary,
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and the form (structure) in which the topic elestion is presented

e sets purposes for reading by asking questionstativat he or she wants to learn
during the reading episode

e checks understanding of the text by paraphrasiagtithor’'s words

e monitors comprehension by using context cluesndetstand the meanings of

unknown words and by imaging, imagining, infereggiand predicting

e integrates new concepts with existing knowledgatiaually revising purposes
for reading

e summarizes what has been read by retelling theopl® story or the main idea of
a text

e evaluates the ideas contained in the text

e makes applications of the ideas in the text tayuaisituations, extending the

ideas to broader perspectives

At the beginning of the teaching practice the autiidhe Diploma Paper introduced
students with some of the reading comprehensioategfies such as prediction,

guestioning, imagining, summarizing etc.

The first activity

The first activity was home reading. Students hahé readings approximately once
in two months. It happened that the author had haadings with her students at the very
beginning and the end of the teaching practicede3tts had to read a book or an article
from the magazine or internet sources for the hoesling. Their first task was to
summarize the story retelling it and give the mdaas. The second task was to find in the
text or an article five unknown words, write themtbe board and explain to others. While
the student presented a book or an article, otbhdents had the task to listen carefully, fill
in the home reading observation sheets the auitier,one sentence of plot (what was the
book about?) and the main characters. Also theythadite words that the presenter had
found in their notebooks and then after home rapditivities make their own sentences
and read. These home reading activities were veeydsting because each student brought

his or her own interests, opinions and suggesiiotise class.
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The second activity

In the second activity students read a scientfficla “Pulp friction”. The first task
was to find the main idea of each paragraph chgasia right answer from four variants.
There were five paragraphs in the text. In the sédask students had to reread the text
and select the right answer to the comprehensiestmuns given to the text. The third task
gave sentences from the text and students had dosehthe right explaining to the
unknown words, for example:

“In British Columbia, where, since 1990, thirteeminforest valleys have been clear-
cut, 142 species of salmon have already becomecexXti

What does “clear-cut” mean?

a few trees have been cut down
many trees have been cut down
all the trees have been cut down

Students worked individually, then they compareeirtianswers with the pair, and
then a whole class discussion followed.

Students successfully managed this activity, howetle author of the Diploma

Paper should admit that for some students thisseemned too complicated and boring.

The third activity

In the third activity students were given a texbaibthe sea turtles. Before students
began reading the text they had to write down dliery they knew about the subject.
What they had heard others said about it, what liaelyread or seen in television programs
about these sea animals. Next, students had te doivn what would they like to know
about the subject. After students had done thei#rpading notes on what they knew and
what they wanted to know they went ahead and readeixt. When students had finished,
they returned to their notes and wrote a paragmphwhat they had learned. They
compared the reading with what they already knewutlthe topic. Then a discussion
followed about if there were any ideas that werensed surprising, what things they
already knew, if there was any new information, thibe the text answered any of the
guestions that students wanted to know.

Students liked this activity. They did not know mdacts about sea turtles but they
actively put their background knowledge on the s@tbout what they knew, for example,
that they lived in the ocean that turtles laid eiggthe sand etc.
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It was funny that after the reading all studentsited to taste the meat of turtles.

The fourth activity

In the fourth activity students were given the té®umatra Ghoshal”, which
consisted of fourteen paragraphs. Paragraphs Ahavé been removed from the text.
Students’ task was to read the text of the lecture put the missing paragraphs in the
correct places. At first students had to read dmagraphs which had been removed from
the text. Then they read the text of the lecture decided where each paragraph should
go. One of the answers was given as an example.

Students worked in pairs then a class discussidiowied. Although students

managed this activity, they complained that the weas too long and not interesting.

The fifth activity

The fifth activity was an activity of predictiontulents were given sheets of paper
with a title and pictures. Students had to thinkatvthis story would be about, what the
titte was, what characters they saw in the pictusesd what they were doing. Then
students were given worksheets where they hadite down what they thought the story
would be. After the making prediction students egegading the story. As they read, they
had to think about their prediction. If after sosstence their predictions were not correct
they had to go back and write different predictions

Students liked this activity very much. The textswaery easy and short, however,
students had different predictions and this furasythey called it, activity gave them good

relaxation.

The sixth activity

In the sixth activity students were given workskeetith title the “What Is a
Newspaper?” At first students had to look at thle tatnd answer what they expected from
the text. Then they read the text about what a papexr was and what its structure was.
After they had read students had to answer eattedbllowing questions. Then they read
the following news story and answered the questions

After students read the information about the di@sssection of a newspaper where

ads were placed: people who wanted to apply faba puy a house, or make any other
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similar transaction were very interested in thistise. Students had to read the following
ad and explain what was being sold.

The next task was connected with an advertisenoera job placed in the newspaper.
Students had to read the ad and answer the gquesttunh followed.

Students worked in pairs and then a whole classudgsion followed. Students

managed this activity successfully.

The seventh activity

The seventh activity was connected with historyd8nts were given two texts about
Alexander the Great. The first text’s title was f'étan warriors defeated”. Before reading
the story students had to answer questions corthedgtl the phrases from the text. To
find the explanation of these phrases they usdddaries. Then students read the text and
tried to guess the meaning of underlined words authiooking under the text where
explanations were given. The author suggestedstinaients also tried to visualize what
they read. In the following task students had tewar the review questions. After that
students had the task with multiple choice and fofawed a matching task.

The second text’s title was “Persepolis goes uftaimes”. The tasks were the same
as in the first text.

Students liked this activity. They got to know néaets about Alexander the Great,

acquired new vocabulary, they managed this actstitycessfully.

4.3 Data of the questionnaire after reading activies

To see students’ progress in the reading compredredsiring the case study, there
was a guestionnairing after reading activitiesiedrout. The questionnaire consisted of 14
guestions, where the first 10 were connected wghding strategies which students
acquired during the teaching practice; if they kribam, if they used them and how often
they used them. The other 4 questions were givdimdoout students’ opinion about texts
and tasks. Students had to rate on a scale franmipwhere:

5= | used this strategy very frequently

4= | used this strategy frequently

3=l used this strategy sometimes

2= 1 did not use this strategy

1=1don’t know this strategy
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According to literature about reading strategiesniprove reading comprehension,

one of the reading strategies is rereading. Tis¢ diuestion was asked to students if they

used this strategy.

| reread part of the article
30
25
20
13
10 -
4
S 1 ]
o T T
| used this | used this | used this Idin't use this | don't know
strategy very strategy strategy strategy this strategy
frequently frequently sometimes

Figure 11.Students’ answers to the question about rereadpagtaf the article.

As figure 11 showed, only one student from 29 usesistrategy very frequently, 4

students answered that they used this strategudraly, 13 students used sometimes, and

11 students did not use this strategy. This mdwaitriot all students understood the utility

of this reading strategy and they needed furthplagmation.

The next strategy is picturing article or readingtenial in the mind and students

were asked if they pictured what they read in theirds.

| pictured it in my mind
30
25 -
20
15
9 9 9
10
5 2
O T T
| used this | used this lused this Idin't use this |don't know
strategy very strategy strategy strategy this strategy
frequently frequently sometimes

Figure 12.Students’ answers to the question about makingigstin their mind.
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Figure 12 represents that, all in all, all studeetecept 2 used this strategy, they
pictured reading material in their minds, respes}ivd students used this strategy very
frequently, 9- frequently, and 9- sometimes. Conicey to these 2 students who did not
use this strategy, they did not like to read adad it was rather hard to work with them.

The next strategy was based on students’ previoog/ledge if they thought about

what they already knew about the subject.

| thought what | already knew about the subject
30
25
20
15 12
10
10 7
5
O T T
| used this | used this | used this Idin't use this |don't know
strategy very strategy strategy strategy this strategy
frequently frequently sometimes

Figure 13.Students’ answers to the question about the preoowledge on the subject.

Figure 13 demonstrated that all students knew aed this strategy, 7 students from
29 used this strategy very frequently, 12 studdrgguently, and 10 students used
sometimes. This meant that students built backgtdoy activating appropriate prior
knowledge through self-questioning about what thlegady knew about the topic.

The next strategy was concerned whether studetistitied words in the article

with their own words.
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| substituted my own words for those in the article

30
25
20

15 11 11
10

-~

O T T

| used this | used this | used this 1 din't use this | don't know

strategy very strategy strategy strategy this strategy
frequently frequently sometimes

Figure 14.Students’ answers to the question on the substitutf words in the article.

As figure 14 showed, students had difficulties witiis strategy. Only 7 students
from 29 used this strategy sometimes, 11 studedtsal use this strategy, and 11 students
did not know this strategy. Students unwillinglyedstheir own words they better tried to
use the author’'s words. This meant that this gyateeeded further work with students
because it was checking understanding of the tepibaphrasing the author’s words.

The next strategy was summarizing what had beahlre¢aetelling the plot of a story

or the main idea of the text.

| summarized what | read
30
25 -
20 17
15
10 7
5
. [ ]
O T T
| used this | used this lused this Idin't use this |don't know
strategy very strategy strategy strategy this strategy
frequently frequently sometimes

Figure 15.Students’ answers to the question about summarizing
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Figure 15 represented that 5 students from 29 suipetafrequently what they read,
17 students used this strategy sometimes, budésts did not use this strategy.

The author was amazed for these answers who argwlaaethey did not use this
strategy and thought that students did not undeiisiae essence of this question because,
all in all, in home reading all students summariadtt they had read.

The next question was whether students lookedHermain idea in the text and

related other ideas to that.

| looked for the main idea an related other ideast o
that
30
25
19
20 -
15 -
10 7
54 1 2
o T T
| used this | used this | used this I din't use this | don't know
strategy very strategy strategy strategy this strategy
frequently frequently sometimes

Figure 16. Students’ answers to the question concerning |lepkon the main idea and
relating other ideas to that.

As figure 16 showed, only 1 student from 29 useid #irategy frequently, 19
students used this strategy sometimes, 7 studehtsotl use this strategy, and 2 students
did not know this strategy. Overall, students dasyd the main ideas in the texts but they
did not try to relate other ideas to that. Partidyl it was, may be the fault of the author
who could not explain enough this strategy to thdents.

The next question was connected with the authaterést in how students read, all

in turn or skipped parts that they did not undemdta
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| skipped parts that | did not understand

30

25
20

[HEN
~

15

10

5 3

0

0 ]
O T T
| used this | used this | used this | din't use this

strategy very strategy strategy strategy
frequently frequently sometimes

| don't know

this strategy

Figure 17. Students’ answers to the question about skippings pat they did not

understand.

Figure 17 demonstrated that only 3 students fromskipped parts frequently that
they did not understand, 9 students skipped pan®tmes. It was pleasing to say that the
great part which was 17 students did not skip pghesthey did not understand but tried go

through them.

The next strategy was about predicting whetheresttedmade a guess about what

some part of the article meant.

I made a guess about what part of the article
meant
30
25 1 20
20
15
10 - 7
5 2
O T T
| used this | used this | used this I din't use this | don't know
strategy very strategy strategy strategy this strategy
frequently frequently sometimes

Figure 18.Students’ answers to the question concerning piadic
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As figure 18 represented, only 2 students from &8duhis strategy frequently, 20
students made guess sometimes, and 7 studentetdidenthis strategy at all.

Actually students said that when they read indialtjuthey did not guess what
would be further they tried to read quicker to &mel of the book or article.

The next strategy is connected with the informatidrether students looked for

important words and their definitions.

| looked for important words and their definitions
30
25
20
9
10 - 6
5 T
O T T
| used this | used this | used this Idin't use this |don't know
strategy very strategy strategy strategy this strategy
frequently frequently sometimes

Figure 19. Students’ answers to the question about lookingnigrortant words and their

definitions.

As figure showed 6 students from 29 looked for ingoat words very frequently, 9
students frequently, 13 students sometimes, andtkent, did not look. It was pleasing
that, overall, students considered that it was mamb to look for important words.

The last strategy in this questionnaire was absking questions, whether students

asked questions as they went along.
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| asked questions as | went along
30
25
20
15 13 12
10
5. 4
o T | |
| used this | used this | used this 1 din't use this | don't know
strategy very strategy strategy strategy this strategy
frequently frequently sometimes

Figure 20.Students’ answers to the question about askingignesas they went along.

Figure 20 showed that 4 students from 29 used stisgegy very frequently, 13
students- frequently, 12 students- sometimes. Meant that all students more or less
wanted to understand the text completely.

The following question asked students to expreef thpinion how interesting for

them seemed the texts given them by the author.

How interesting did seem the texts for you?

30
25
20 I7
15
10 - 8

5 4

0 [ ]

very interesting rather boring very boring
interesting interesting

Figure 21. Students’ answers to the question:” How interestiid) the texts seem for
you?”

Figure 21 demonstrated that for 17 students fromte8 seemed interesting, for 8
students rather interesting, and for 4 students seemed boring.

The next question asked students on how interetsig seemed for them.
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How interesting did seem the tasks for you?

30
25
20 I7
15
10 8

5 4

0 [ ]

very interesting rather boring very boring
interesting interesting

Figure 22. Students’ answers to the question:” How interestiiaythe tasks seem for

you?”

Figure 22 demonstrated that for 17 students fronta®Rs seemed interesting, for 8
students rather interesting, and for 4 studenkstasemed boring.
The following question was asked to find out ifdgnts understood the teacher’s

instructions for the tasks.

Did you understand the teacher's instructions for
the tasks?

30
25 - 21
20
5 a party
10 8

; B

0

1

Figure 23. Students’ answers to the question:” Did you undecstthe teacher’s
instructions for the tasks?”

The figure showed that 21 students from 29 undedstbe teacher’s instructions for
the tasks, but 8 students understood partly. Tleiannthat the teacher needed to pay more

attention to these students.
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The last question was connected with students’ wiewthe percentage they thought

their reading comprehension had improved.

What do you think by what percentage have your
reading comprehension improved?

30
25
20
15 - 10 11
10 7

5 1

0 R

5-10% 15-20% 25-30% 35-40%

Figure 24. Students’ answers to the question:” What do yooktliy what percentage has
your reading comprehension improved?’

Figure 24 showed that 7 students from 29 thougdt tiieir reading comprehension
had improved by 5-10%, 10 students- 15-20%, 1lestigd 25-30%, and one student- 35-
40%

Research had shown that comprehension strategiggoved the reading

comprehension of all students of about 20-25%.
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CONCLUSION

The author of the Diploma Paper was interesteésearching the question about the
applicability of the strategies for improving reagicomprehension in English lessons at
secondary school. The author had studied literadgtigifferent authors about reading and
reading comprehension. The most important thingiateading is comprehension. It is the
reason that one reads. Comprehension could impnave if all readers were taught to use
the comprehension strategies. Knowledge of readitudes knowledge of reading
strategies- knowledge of the goals of the readimg,various factors affecting the reading
process, what reading strategies to apply, howpglyathem effectively, when each
strategy should be applied and why. Such knowlealfmvs the reader, under various
reading conditions, to identify, select and userappate strategies, such as: clarification
of information in the text, self-evaluation by gtiesing one’s understanding, generation
of intermediate summaries and prediction of whabigome in a text. As authors from
studied literature pointed out, students practiezaling comprehension strategies through
active, strategic reading, the use of the strasegieuld gradually become self-regulated
and students would reach a level of metacognitibere they would not only be able to
use the strategies but would also know when andemioeapply them.

According to the theoretical part during the reskawvhich was carried out in Riga’s
Secondary school No. 3 the author of the DiplomaePapplied some strategies to
improve students’ reading comprehension. 29 padrtis from Forms 10 and 11 took part
in the research. Particular reading activities wazkected. During reading activities the
author provided explanations of the reading stiagegpplied as well as contribute mental
modelling of their use. For example, within the o of the reading passage, the author
explicitly stated which strategy was being taugid ahen it would be used.

Students had to fill two questionnaires before aftdr reading activities. The first
guestionnaire was carried out with the aim to find students’ attitude about reading, the
second to check students’ learning outcomes aftating activities.

The study on reading asked students why they likectad and what they chose to
read gave overwhelming evidence that reading playeidnportant role in helping students
understand the world and their place in it, namely:

e reading allowed students to envision and creatienpial futures

e reading meant gathering and organizing informagibaut the wider world and
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how it worked and how one fit into it

e reading enabled students to mediate competingslér truth in their lives

e reading was an escape from the pressures of dagriife

e reading transformed lives.

Students tended to select from a range of stratedier example, they skipped
inessential words, guessed from the context, neditdad phrases, and continued reading
the text where they were unsuccessful in decodiwgra or phrase.

Research had shown that comprehension strategigwoved the reading
comprehension of all readers. They helped studémtsinderstand, remember and
communicate with others about what they read. Thieax of the Diploma Paper is certain
that they would help students want to read more.

The implications for the author of the Diploma Pafwe the further work would be
the improvement of the reading comprehension gfiede Thus the aim of the Diploma

paper was achieved, the objectives set were fdfiind the hypothesis was verified.
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THESES

1. The text is full of meaning like a jug full of vater; the reader’s mind soaks it up like

a sponge

2. Thus, contrary to conventional wisdom, which st@s that comprehension is the
process of getting meaning from a page, comprehensi is...the process of bringing

meaning to a text

3. In the literature on the reading process, both dttom-up and top-down models are
represented, and both have been influential in thedevelopment of policies and

methods for teaching of reading
4. A skill is an ability which has been automatisedand operates largely
subconsciously, whereas a strategy is a consciou®gedure carried out in order to

solve a problem.

5. The best way to improve your knowledge of a forgn language is to go and live

among its speakers. The next best way is to readtersively in it.

6. The students should be taught to use what they knowo understand unknown

elements, whether these are ideas or simple words.

7. Reading is an active skill. It constantly involes guessing, predicting, checking and

asking oneself questions.
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