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Abstract





During the last 30 years much attention is devoted to the importance of the de�velopment of the skill of reading. One attitude is prevailing among researchers: we must teach the skill of reading and not use reading to teach. Teachers should always become familiar to the new findings in theory and practice so that they can be efficient in teaching their students the different skills.


	This paper aims at presenting, in brief, the recent theories on what a skilled reader knows and does when reading. It also focuses on the learner-centered ap�proach to teaching and, finally, attempts to present an instructional framework for the teaching of reading as a skill.








Περίληψη





Κατά τη διάρκεια των τριάντα τελευταίων χρόνων ιδιαίτερη σημασία έχει δοθεί στην έρευνα πάνω στη σπουδαιότητα της καλλιέργειας της αναγνωστικής ικανό�τητας. Η άποψη που κυριαρχεί είναι ότι θα πρέπει να διδάσκονται μέθοδοι που θα προάγουν την ικανότητα ανάγνωσης στους μαθητές και όχι να χρησιμοποιεί�ται η ανάγνωση απλά ως μέσο διδασκαλίας της δομής, σύνταξης ή του λεξιλο�γίου της γλώσσας ( Teach reading and not use reading to teach). Είναι επομένως επιτακτική η ανάγκη ενημέρωσης των εκπαιδευτικών πάνω σε θέματα θεωρίας και πράξης στη διδασκαλία της ικανότητας αυτής. 


	Η εργασία αυτή παρουσιάζει συνοπτικά τις τελευταίες θεωρίες σχετικά με το πώς ένας ικανός αναγνώστης αντιλαμβάνεται και ενεργεί κατά τη διαδικασία της ανάγνωσης, επικεντρώνεται στην εξέταση της τελευταίας φάσης στην εξέλιξη των θεωριών κατά την οποία ο μαθητής είναι το κέντρο του ενδιαφέροντος και, τέλος, επιδιώκει να παρουσιάσει ένα πλαίσιο διδασκαλίας της αναγνωστικής ικανότητας βασισμένο στις παραπάνω θεωρίες. 
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I.	Introduction. Researchers and views that influenced the development of Reading as a skill





In the course of about 3 decades of research on reading theory and practice large steps have been taken towards the development of reading as a skill; it is espe�cially acknowledged that reading is probably the most important skill for second language learners in «academic contexts» (Grabe,1991:275). Two of the most influential researchers were Goodman and Smith who led to the evolution of a «psycholinguistic model» of reading. Clarke and Silberstein further developed the theory to include ESL contexts and Coady «reinterpreted Goodman’s psy�cholinguistic model» (ibid.:277) to suit second language learners.


	It is admitted that, for a number of theoretical and practical reasons, research in L1 learners shapes the views of L2 language teaching, something which is also true for other skills (Richards, 1983:220). Some researchers, though, (e.g. Eskey, 1988; Bernhardt, 1991; Grabe, 1991) argue that differences such as the way reading is used in L1’s social context and the student’s access to reading material are important and should be considered before we apply the findings of L1 research to L2 contexts. However contradictory these views may seem, one belief has become predominant among those concerned with reading: communi�cation through language is of a highly imprecise character; readers need to be�come aware that what is vital is an openness to what a writer might mean, a rea�sonable interpretation rather than the extraction of exact meanings (Widdowson 1979:174; Byrne undated:4; Carrell and Eisterhold 1988:74, 79). Goodman’s psycholinguistic model of reading provided the well known definition for read�ing as a «psycholinguistic guessing game» (Goodman 1967: 126, quoted in Wil�liams, 1984:3), in which «the reader reconstructs, as best as he can, a message which has been encoded by a writer as a graphic display».


	This paper will first consider some physical and psychological aspects of reading and then it will examine the factors which influence the nature of com�prehension. These factors include the reader’s knowledge of the world, interests on particular topics, purpose in reading, abilities in predicting, sampling from the text and recalling. Finally we will set up an instructional framework based on recent methodology. A basic notion which permeates this paper is that the reader does not «receive» information while the writer provides it. In Mc Donough’s words: the reader is not seen as an «empty vessel» to be filled with information (1993:104)








�
II.	Physical and psychological aspects in reading





1.	A physical (eye) movement which activates memory





While we are reading our eyes move along the lines in a series of jerks, fixing in points between these moves; those points are called fixations. The eyes also move back (regress) often while reading. Much research has been devoted in analyzing where and why fixations and regresses occur�, basically to prove that we do not read word by word. Julian Dakin (undated:101-107) deals extensively with the subject and finds that fixations more often than not fall on content words and not on grammatical ones. He consequently concludes that skilled readers look for lexical information to confirm their predictions and promote new ones. Regressions occur when they find that their predictions go wrong so they feel they must have a second look. 


	What happens when we move our eyes along the lines on a paper is that we start activating our memory. Memory works in an intricate way during reading: its main objective is to get Short Term Memory (STM) process the incoming message, achieve comprehension of its content and then store it in the Long Term Memory (LTM) for retrieval in the future. Each short stretch of meaning�ful mate�rial has to be identified as such through consulting our LTM for back�ground knowledge (schemata) in order to be able to predict what is going to come next. During this phase more processes take place: the listener tries to work out its relationship to the context and not only decode speech (discover the message using processes already known) but also codebreak it: discover the processes themselves from the message (for more details on decod�ing/codebreaking see Cook, 1991:81). Each discourse chunk has to be «held in STM long enough for it to be related to what has gone before and/or after what follows» (Clark and Clark, 1977:49).It is an ongoing process out of which the meaning of the incoming material is stored in LTM. LTM will not retain any of the redundant features used to merely facilitate the passage of the message from the writer to the reader (e.g. grammatical features, weakly informative words). New pieces of information stored in the LTM for recall - seconds or years later - can also modify it as we go along. All of the notions highlighted here will be further discussed in relation to the process of effective teaching of reading.





�
2.	Towards a learner-centered approach





Mike Beaumont (1996:6-12) identifies five phases in developing and refining reading. We can still observe, some or all of them, being used in classrooms without the one necessarily precluding the use of the other. The five phases are considered by Beaumont in the chronological order of their appearance. They are the translation, the grammar-comprehension or traditional, the communica�tive, the information transfer and, the current one, the learner centered phase. In this part we will consider the current approach and the purposes which such an approach will serve for the learner. 


	A most striking assumption, and one which must have had an impact on theo�rists, is Rinvolucri’s realization (1980:35) that people who have a right to ask other people questions -a common practice in a classroom where the teacher is in a status of superiority- are those who have power of the people being questioned, among others, policemen, doctors, even torturers! I don’ t think any teacher would be flattered by such a realization. The feeling was shared by some theo�rists who realized it was time for new developments. One of them, Arna Peretz, (1988:181-190) makes positive proposals for the transition from the «Traditional Teacher -Student Roles» to the «Restructured Student - Teacher Roles». Her main argument which is the main argument of the learner - centered approach to reading, is that students should assume responsibility for their learning and be�come aware of what they need to learn and how to accomplish it. Students are regarded as active creators -they have tasks to perform and decisions to make - and not passive recipients thus being able to develop intellectually (they develop a critical mind towards what they read and broaden their mental world), socially (they use the language for real-world communication goals) and linguistically (they can learn the language in a creative environment). The teacher becomes the learning manager: «a coach / classroom organizer / trouble-shooter / consultant / personnel manager / catalyst» (Williams R.:1986:44), a quite demanding role. Barnes (1983) terms this «hot» education. The aim of the learner-centered ap�proach is to make learners able to reach a stage where they will not need the teacher; such will an autonomous learner be.








3.	Purposes in reading and associated approaches





Reading may fulfill four purposes for the learner: a) recreational, that is reading for pleasure usually during free time, b) functional, reading in everyday life for example reading signs, directions, labels and so on, c) occupational, for the pur�poses of one’s work and d) educational, the kind of reading that provides an authentic purpose for reading in a classroom. It is often difficult to assign a sin�gle purpose and possible combinations may be detected. In fact, depending on the circumstances, any of the four purposes might serve our reading. 


	Accordingly, four of the most important approaches to reading are usually as�sociated with each of the four purposes for reading : scanning ,focusing on the main ideas the text wants to get across, is associated with the functional purpose. Skimming, which puts the focus on specific details, mostly relates to occupa�tional purposes. Extensive reading encouraging students to read for gist, could be mainly used for recreational reading and intensive listening, used to stimulate students to pick out specific pieces of information, is associated with educational purposes of reading. 








III.Features contributing to an effective teaching of reading





1.a.The role of content in an interactive process





The «narrow approach» to language learning considered it sufficient to involve the learner with language; in the broader perspective the learner’s intellect must also be involved with the content: the meanings or message of a body of lan�guage, the ideas, the relationships among them and perhaps the attitude of the writer towards them. When students are confronted with a written page, a pur�pose must be provided to stimulate their interest in exploring this daunting mass of signs. An intriguing content might prove vital. When there is no interest, little can be done. We cannot expect a student who learns the language to use it at some indefinite time in future to be motivated by this mere fact, in contrast to a learner who has an immediate need to use it; this «immediate» need as it is op�posed to the «deferred» one, is in itself a motivation. Therefore, Johns and Davies (1983) distinguish two categories of text: Text as a Linguistic Object (TALO) and Text as a Vehicle for Information (TAVI).� The former focuses on grammar practice while the latter uses information towards authentic (real-life) uses of the language. They find that TAVI is more of a profit to learners. They give three reasons to support their argument: first, they consider that the content of texts will meet the learners needs because learners are given the chance to choose texts themselves according to their own interests. Second, the discovery of information from the text will also focus on the processes employed to achieve comprehension; as a result the learner gradually becomes a more con�scious reader. Finally, the emphasis is on global meaning first which will acti�vate the learner’s background knowledge. In this way reading becomes active involvement in the process of knowledge acquisition and the reader is not ren�dered to a passive recipient of information. 


	It is at this point that our knowledge of the world becomes handy. Schema theory has contributed a lot to our understanding of how knowledge is stored.� Our mental models of the world reflect our stereotyped knowledge about current affairs, people, culture and so on and it is against those models (schemata or scripts or frames) that any new knowledge is matched. Content schemata com�prise our background knowledge of the content area of a text and formal sche�mata our background knowledge of the formal, rhetorical organizational struc�tures of different types of texts (Carrell 1983:81). They are both indispensable for the reader, as failure to activate the relevant schemata will most surely lead to mis or non-comprehension. A severe problem arises also when the reader and writer do not share the same cultural background, therefore culture-specific schemata may impede understanding sometimes in a greater degree than lexical or grammatical unknown features. Such problems, if dealt appropriately in class, will allow content to be employed as a vehicle for the teaching of culture along with other issues.


	Reading is viewed as an interactive process, its interaction pointing to four directions:





the authors interact with the readers. Authors have potential readers in their mind to whom they address and, while they write, they try to judge possible reactions, anticipate possible difficulties and, consequently, clarify ambigu�ous points more in order to achieve their aim : to convey ideas, information, feelings. Widdowson (1979:178) insists that this is a «covert dialogue with a supposed interlocutor in a non-reciprocal situation (reciprocal being for ex�ample a face to face conversation). 


In the above sense the readers also interact with the authors when they are trying to «negotiate» the meaning of what is conveyed through the medium of language. «The reader is expected to cooperate in the progressive con�struction of the meaning» (Susbielles:1987:198). 


The readers are also involved in an on-going interaction with themselves: they consult , modify, reject their existing schemata, they use them to expect, predict, verify, doubt and so on. Ray Williams (1986:43) concludes: «Reading is just as interactive as audible conversation».


Last but not least, the interaction of many component skills listed in Grabe (1991:379) -automatic recognition skills, vocabulary and structural knowl�edge, formal discourse structure knowledge, synthesis and evaluation skills, metacognitive knowledge- is another major reason for referring to reading as an interactive process. 





From this perspective both bottom-up (primary emphasis on textual decoding from lower level processes such as letter and word recognition) and top down (primary emphasis on reader interpretation and prior knowledge) processes must be employed simultaneously and at all levels to achieve comprehension.


	What kind of input data might we use, then for our learners? Authentic texts, for many years an indispensable tool of the communicative approach to teach�ing, have long been considered as more interesting and motivating; the learners could best cope with «real world» texts when they had experienced them in class. We could never, though, doubt that in class students should also learn vo�cabulary, syntax, grammar. What kind of «authentic» response could be elicited by reading, for example, a poem with the purpose to learn vocabulary? An adapted or specially written text, on the other hand, which does not reflect the target language «superstructure» (Beaumont 1996, Unit2 :44) may cause similar problems. In reading, then, it is concluded that authenticity does not rely on the text itself but on the interaction of reader and text. Any text («authentic» or not) that the reader finds suitable for his purpose is «authentic» to the reader.








1.b. Skills and strategies to achieve fluency in reading





A skill to be developed in teaching reading is that of inferring. The text will never fully reveal itself. The amount of shared knowledge between writer - reader, the ability of the reader to activate relevant schemata and appropriate use of bottom-up processes will determine interpretation. Different readers will in�terpret differently, possibly adopting a different interpretation even from the author. Inferring from the text can be a way to overcome problems with vo�cabulary, therefore this skill should not be disregarded by teachers if they do not wish their students to rely heavily on dictionaries. Predicting can work in a similar way. Titles, summaries, pictures can work as tools for the learner to sam�ple texts against schemata and anticipate what the writer will say next. The reading process becomes in part a verification of what the reader expects. Effi�cient readers react to the text and have ideas about its purpose and outcomes.


	The observation of fixations of the eye movement has led a number of re�searchers to support that a reader does not necessarily need to look at everything in a text. This would lead the reader to read slowly as if he were extracting meaning. We normally read in groups of words and avoid putting much attention to words such as «and», «that», or articles. This redundancy facilitates fast reading which is a way to fluency in reading. More attention is given to words which convey some kind of meaning -content words. N. Susbielles (1987:290) argues that «pupils should first be introduced between strongly and weakly in�formative words and then trained to skip the latter».


	Training students on the above skills may result in putting less load on LTM and the store/retrieval process. New information can be more readily stored in existing schemata by slightly expanding or modifying them. Redundant features will not burden memory and recalling for application will be more effective. Thus, Grabe (1991:381) concludes that synthesis and evaluation skills and strategies are critical components of reading abilities. Williams R. (1986:43) and Alderson (1984: 1-27) welcome the recent emphasis given on teaching appropri�ate skills and strategies but they, rightfully, claim that «a minimum language threshold is necessary before reading skills and strategies can successfully oper�ate». No one , though, proposes any kind of close linguistic analysis of texts as this may consequently develop distorted reading strategies; any such analysis is not a real life one, so its outcome will also be abnormal. Catherine Wallace (1989:278) gives a summary on the above themes: «reading is a process which essentially involves using one’s language competence to predict structural, se�mantic and pragmatic features of text. If the learner is unable to predict even ba�sic structures in the L2 because control of the English language system is still weak, reading for sense will not take place». Efficient bottom-up processing frees the reader from being word-bound and leads to automatic recognition of the lower levels of the linguistic hierarchy and in this way we can promote flu�ency. When the readers use little processing effort this means that they can sub�consciously control many features of the written word, therefore they can be quicker and more efficient (quickness alone is not always a sign of fluency) and can concentrate more on top down interpretation.








1.c. The role of metacognition





Comprehension means apprehending a text holistically. Among the vast variety of skills and strategies, the ones to be given priority are those that serve to this end. Given that we have trained our students to achieve a good managing of the processes involved towards comprehension, then it would be reasonable to focus on the product (comprehension) itself. In this way we hope that distortions to the purposes of teaching reading will be prevented. The teaching of reading com�prehension will not become testing it. But who are those that can estimate the value of the teaching methodology first hand? Of course, we could rely on teachers, but they only perceive the outcome of what is primarily considered to be an inner process: comprehension. Therefore, we heavily rely on our students’ evaluation of the processes. By listening to what they say about the texts they are asked to read we can have an insight to their hidden comprehension prob�lems. They can also estimate the value of the strategies they have used and rede�fine them or use other strategies next time if they realize that the previous ones did not work. Furthermore, if we get our students to evaluate their experience, then a reading lesson will not be seen as a «lesson». We give them a chance to react as people rather than learners (Byrne, undated :5) and contribute more.


�
IV. As a Conclusion : Instructional framework





Three stages in teaching reading are recognized: pre-reading, while-reading where the students develop the skill of eliciting messages, and post-reading where the teacher can extend and develop the reading tasks, provide feedback and discuss the problems raised during the two previous stages.


	Schema theory findings have greatly influenced researchers to consider pre- reading activities as very important. They generally have the purpose to activate the reader’s schemata, provide information about new ones to be created or older ones to be modified, inform about the situation, the characters, activate the proc�ess of prediction and, even more important, set a purpose for reading. During the pre-reading stage there will be presentation and discussion of the topic, investi�gation of the learner’s opinions, provision of background information, possibly using visual or audio sources. The teacher can take this as a chance to elaborate on some vocabulary items which s/he considers to be essential during reading. Explaining vocabulary and syntax should not be overemphasized as the learners might shift their focus to them. 


	Motivation and interest can be maintained through the while-reading phase by developing purposeful activities. Skimming and scanning strategies, the for�mer focusing on the main ideas and the latter on detecting specific details, can be developed. Students can take notes to remember the key points and get the gist. This activity also enables them to put their comprehension in order by using ideational frameworks: grids (or tables or matrices) to represent descriptive and attributive language, flow diagrams to show the sequence of stories and similar texts and tree diagrams to relate ideas in order of generality (J. Burgess, 1994, gives a detailed analysis of the above frameworks). In this case the teacher should provide some help beforehand (give students a worksheet with a grid to fill in, etc.). Extensive reading which encourages students to read for gist could be followed by a second reading to stimulate learners to pick out specific pieces of information (intensive reading). 


	«Jigsaw reading» can be a useful technique. The class is split into groups, they read different pieces of the text and then are asked to consult the other groups and build up the total set of information (usually by putting sets of pic�tures in the right order or putting different pieces of the texts in the right order). The above technique comes in several guises and is easily manipulated by teach�ers to achieve their pre-set goals.


	Post - reading tasks will integrate the different skills: summarizing the key points at the post- reading phase will enhance the skill of writing, reporting orally of their findings to the rest of the class will practice the skill of speaking. Expanding on stories and retelling them, setting out to write similar ones, will be the reasonable and welcome outcome of such tasks. Many prominent linguists have given lists of activities fit for purposeful reading tasks and their integration with other skills.�


	The teaching of reading will be successful only if immediate feedback is pro�vided. This involves giving students the answers after the tasks and explaining in detail why these responses were preferred. We must make sure that some sort of vagueness is unavoidable due to the multi directional interaction involved in reading. Students will now be able to check their own performance, having thus made a large step towards self monitoring in the reading activities. Moreover, causes of failure should be diagnosed and ways must be found to prevent similar failures in the future. Error analysis is a vast area to be further explored by re�searchers. Learners must feel that the classroom is not an environment where testing prevails.


	Current methodology in teaching reading involves primarily good knowledge of the processes involved in reading and an imaginative crew of teachers who will make the best of current research. Teaching reading is a quite demanding task. The reward is the development of active and eager readers. 
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