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CHAPTER II

REVIEW OF RELATED LITERATURE
A
The Definition of Reading Comprehension 

Reading is very important skill that the students must be mastered, because the reading can not be separated in the process of teaching and learning. 
Rivers supports that reading is the most important activity in any class, not only as a source of information, but also as a means of consolidating and extending one’s idea and knowledge of language.
 
Reading is the construction of meaning from a printed or written message.
 Reading begins with the accurate, swift, and automatic visual recognition of vocabulary, independent of the context in which it occurs. 
Regarding to the nature of reading, Simanjuntak reveals that reading is the process of putting the reader in contact and communication with ideas.
On the other hand, Nuttall defines reading as a communicative process in which a reader, a text, and a writer are involved.

Comprehension is the process of generating meaning from varied sources-directly observing phenomena; reading, looking at a sign, cartoon, paiting, listening to a lecture or discussion, viewing a film.

Comprehension is constructing meaning from the printed material.
 It is an interactive process that requires using prior knowledge in combination with the printed material.

Comprehension is the process of building a connection between what the reader knows and what he or she doesn`t know, between the new and the old.
 Comprehension is an evolving process, often beginning before a book is opened, changing as the material is read, and continuing to change even after the book is completed.
The developmental nature of compreehension is enhanced when the child interacts with others about aspects of the material after it has been read.
 Therefore, classroom interaction about reading materials is important to comprehension development and should be planned carrefully.

The RRSG define reding comprehension as the process of simultaneously extracting and constructing meaning through interaction and involvement with ritten language.
 They use the words extracting and constructing to emphasize both the importance and the insufficiency of the text as a determinant of reading comprehension.

Comprehension entails three elements :

1. The reader who is doing the comprehending
2. The text that is to be comprehended.
3. The activity in which comprehension is a part.
1) The Reader

To comprehend, the reder must have a wide range of capacities and abilities. These include cognitive capacities (e.g. attention, memory, critical analytic ability, inferencing, visualization ability), motivation (a purpose for reading, an interest in the content being read, self-efficacy as a reader); and various types of knowledge (vocabulary, domain and topic knowledge,linguistic and discourse knowledge, knowledge of specific comprehension strategies).

Fluency can be conceptualized as both an antecedent to and a consequence of comprehension. Some apects of fluent, expressive reading may depend on a through understanding of the text. However some components of fluency quick and efficient recognition of words and at least some aspects of syntactic parcing-appear tobe prerequisities for compreehension. As a reader begins to read and completes whatever activity is at hand, some of the knowledge and capabilities of the reader change. For example, a reader might increase domain knowledge during reading. Similarly, vocabulary, linguistic, or discourse knowledge might increase.

Another important source of changes in knowledge and capasities is the instruction that a reader receives. Appropriate instruction will foster reading comprehension, which is defined in two ways: the comprehension of the text under current consideration and comprehension capacities more generally.

Thus although teacher may focus their content area instruction on helping students understand the material, an important concurent goal is helping students learn ho to become self-regulated, active readers who have a variety of strategies to help them comprehend. Effective teachers incoporate both goals into their comprehension instruction. They have a clear understanding of which students need which type of instruction for which text, and they give students the instruction they need to meet both short-term and long-term comprehension goals. 
2) The Text
The features of the text have a large effect on comprehension. Comprehension does not occur by simply extracting meaning from text. During reading the reader constructs different representation of the text that are important for comprehension.
These representation include for example, the surface code (the exact wording of the text) the text base (idea units representing the meaning), and a representation of the mental models embedded in the text.

A well-written text exhibits two important features. It has coherence, and it has cohesion.These inherent features of a well-written text facilitate the interpretation of the text during the  reading process. While creating the text, the writer invests time and effort to make the text coherent and cohesive; the effective reader takes advantage of these features. However, we must remember that not all texts are necessarly “well-written” and therefore the interpretation process might be hindered.

Coherence is the quality that makes a text conform to a consistent world view based on one`s experience and culture or convention, and it should be viewed as a features related to all three participants in the interactive process the writer, the written text, and the reader.
 
Widdowson relates coherence to illocutionary development. According to Widdowson, coherence is perceived through the interpretation of the particular illocutionary act or acts and through the illocutionary development of the conversation of the written text. In other words, Widdowson percieves the reading of the text as a dialog between reader and writer where the illocutionary intention of the writer (persuation, declaration, suggestion, and so forth) need to be understood by the reader.

Widdowson describes reading as a nonreciprocal activity; “The writer is a participant in that he is enacting a discourse with an assumed and absent interlocutor but he is at the same time detached from immediate involvement, and similarly the reader is a nonreciprocal participant when trying to interpret the written text.

For schemata theorists, the coherence of a text is central, and cohesion is a linguistict consequence of coherence. This is compatible with top down or concept-driven theories of reading. For a while Halliday and Hasan were criticized by Carrell and others for taking the position that cohesion is the basis for coherence. But later, Hasan clearly stated her position, which is that coherence is a feature of the text that indicates “the property of hanging together”. Halliday and Hasan are concerned with describing the language system, whereas schema theoreticians such as Carrell are primarily interested in human psycology and the reading process. They seem tobe loking at the same process from two different perspective. Hasan furtherassert that “.....cohesion is  the foundation on which the edifice of coherence is built”.In addition, to the possibility of following same conventional format, a text need to “make sense” to the reader in order to be fully coherent.

Cohesion is an overt feature of the text, providing surface evidence for the text`s unity and connectedness.
 Cohesion is relized linguistically by devices and ties that are elements or units of language use to form a large text (spoken or written). Cohesion is not to be confused with coherence. A text may be obstensibly cohesive but make no sense (lacking coherence).
3) The Activity

A reading activity involves one or more purposes, some operations to process the text at hand, and the consequences of performing the activity, all which occur  within some specific context. The initial purpose for the activity can change as the reader reads. Processing the text involves decoding the text, higher-level linguistic and semantic processing, and self-monitoring for  comprehension. All of which depend on reader capabilities as well as on the various text features.

These three dimension (reader, tex, activity) define a phenomenon that occurs within a larger sosiocultural context that shapes and is shaped by the reader and that interacts with each of the three elements.

Most models of reading comprehension view the process in terms of generating meaning. Reader (listener, observer) must create meaning from the signs or symbols presented to them. The meaning (especially meaning contained in written or oral information) is not an objective rigid entity for the readers to some how obserb. Rather, comprehending is a subjective process that involves interpreting information and relating it to what we already know. Comprehension draws on the reader’s prior knowledge of the language, of the world, of the text types, and of the topic.
 
As subtle as this characteristic seems, it has profound implications for teaching comprehension. It imlies the learners are likely to find some meaning in what they read or hear because they bring to bear what they already know about the topic. A useful metaphor for the comprehension process is that of weaving a tapestry- taking what we already know aout the topic and integrating in with new informatn presented in the text to create a new “picture” of the topic. The weaving metaphor puts the emphasis on the reader or listener (where it should be), not on the absorbtion of pre-set content.
B.
The Interactive of Reading Comprehension Process

In the process of trying to understand a written text, the reader has to perform a number of simultaneous tasks: decode the message by recognizing the written signs, interpret the message by assigning meaning to the string of word, and understand what the author`s intention was.
 In this process there are at least three participants: the writer, the text, and the reader. The psycolinguitic-cognigtve approach to reading (barnet,1989) is learner – centered and places cognitive  development and text processing at the core of it`s view on reading. Prior knowledge that individuals bring to the reading or writing situation is central in this approach. An important term employed by the psycolinguistic cognitive group is schema to refer to prior knowledge.

Historically to sparate approaches to reading developed in the literature and research bottom-up approaches and top-down approach. Reading includes discovering meaning in print and script, within a social context, through bottom-up and top-down processing and the use of strategies and skills.
 Bottom-up approaches view reading as “a series of stages that proceed in a fixed order from sensory input to comprehensive”. Hudson and Gough is one of the propenent of this approach. In the other hand top-down approach view interpretation process as a continuum of changing hyphotheses about the incoming information. Smith and Goodman are mayor proponent of such an approach. More resently, approach that take an interactive view of reading require an integration and combination of both top-down and bottom-up approach to describe the reading process.

Since top-down and bottom-up processing take place simultanconsly- the reader need to recruit his or her prior knowledge and prior reading experience  apply knowledge of reading conventions, and considers the purpose of reding in orde to engage in top-down processing. 
 C.  Extensive Reading and Intensive Reading

To get maximum benefit from their reading, students need to be involved in both extensive and intensive reading. Whereas with the former, a teacher encourages students to choose for themselves what they read and to do so for pleasure and general language improvement, the latter is often (but not eclusively) teacher-chosen and directed. It is designed to enable studentss to develop specific receptive skills such as reading for gist (or general understanding-often called skimming), reading for specific information (often called scanning), reading for  detailed comprehension or reading for inference (what is behind the words) and attitude.
1. Extensive Reading

One of the fundamental conditin of a successful extensive reading programme is that students should be reading material which they can understand.
 If they are struggling to understand every word, they can hardly be reading for pleasure-the main goal of this activity. This mean that we need to provide books which either by chance, or because they have  been specially written, are readily accessible to our students. Specially written materials for extensive reading-what Richard Day and Jullian Bamford call`language learner literature` are often referred to as graded readers or simplified readers. They can take the form of original fiction and non-fiction books as well as simplifications of established works of literature.
2. Intensive Reading: The Roles of The Teacher

In order to get students to read enthusiastically in class, we need to work to create interest in the topic and task.
 However, there are further roles we need to adopt when asking students to read intensively;

a. Organiser: we need to tell students exacly what their reading purpose is, give them clear instruction about how to achieve it and explain how long they have to do this. Once we have said You have four minutes for this, we should not change that time unless observation suggest that it is necessary.
b. Observer: when we ask students to read on their own, we need to give them space to do so. This means restraining ourselves from interruting that reading, even though the temptation may be to add more information or instructions. While students are reading we can observe their progress since this will give us valuable information about how well they are doing individually and collectively. It will also tell us whether to give them some extra time or, instead, move to organising feedback more quickly than we had anticipated.        
D.
Difficulties Encountered By Readers While Reading  

1. Global Processing Difficulties

Readers often face dilema with respect to the plausibility of the message or the information presented in the text, when perceived from their own point of view. In cases like these, we say that there is a mismatch between the reader`s view of the world and the view that seems to be presented in the text. When there is no such mismatch, the interaction between plausibility and context works well in advancing the interpretation of the text.When, however, a mismatch occurs, it greatly interferes with comprehension and demonstrates the disadvantages of relying too heavily on top-down processing.

Since at this intratextual level of processing there needs to be interaction betwen global coherence and local coherence, language teachers can help students look for and recognize some of the features related to these concepts by asking these questions: Where did the text appear and what do we know about the journal or the book where it appeared? Who is the author and what did we know about him/her? When was the text published and what were the issues of concern at that time?. Strategies that combine top-down processing with scanning the text for the key sentences can help the reader construct the over all coherence of the text.

Another source  of difficulty might be in the interaction betwen old and new information. This starts outlinguistic, cohesive devices that separate new information from information in the text with the writer making certain assumptions about prior or shared knowledge with the reader. There are linguistic, cohesive devices that separete new information from old information in the text, but the assumed background knowledge usually can not be retrived from the text since it is extratextual in nature.

Carrell discusses two types of difficulties that learners may encounter when reading: too much reliance on text-based features via bottom-up processing resulting in text boundedness, or alternaatively, to much reliance on knowledge-based processing, thereby allowing inappropriate schemata and irrelevant extratextual knowledge to interfere with proper text interpretation
2. Gramatical Features That Cause Reading Difficulties

Every language has some linguistic features at the sentence level that can be perceived as difficult. In English, nominalization is a gramatical process that enable the writer to compact a greatdeal of information into one noun phrase.This density of information and the complexity of the resultig stucture greatly affect the processing of the written text
3. Discourse Features That Might Cause Problem

Reference needs to be maintaned throughout a written message of any sort in order to ensure both cohesion and coherence. The reader relies on gramatical features that provide indications of reference such as the pronoun system, the article system, or demonstrative. However, English often creates ambiguity in terms of such referential ties since redundant elements such as case and gender are not always available, or if available, still allow for multiple possible antecedents.

Another important device of English discourse and grammar that creates intersentential cohesion within a written text is the use of tense and aspect markers. In narrative texts it is usually the simple past tense, or its historical present variant, that carries the plot forward and helps the reader focus on the main events and on the protagonist`s main actions. The progressive aspect within the past time frame of reference, on the other hand, enables the writer to provide background for the main story and to set the sence.
4. Lexical Accessibility

Psycholinguistic models of reading have placed special emphasis on the reader being able to combine personal knowledge (i.e., top-down processing) with textual information (i.e.,bottom-up processing) in order to get at the meaning of written text. Accordingly, text book writers and reading specialists have often suggested that readers guess the meaning of unfamiliar words by using clues from the text, thus minimizing the use of dictionaries.This strategy is useful and  generally very effective and provides readers with important short cuts and increases decoding speed.

Dubin and Olshtain further emphasize the need for teachers to consider the extent to which a given text provides useful contextual clues.
 The authors arrived at a deffinition of the contextual support needed in the text for proper interpretation of unfamiliar lexical items, which includes thematic clues derived from the main idea of the text as well as semantic information at the paragraph and sentence level. Only when readers can chance that guessing word meanings from context will be successful. The optimal level of textual support, from the reader`s point of view, for any particular lexical item in the text should be derived from a combination of five different sources:

· The reader`s general schemata or general knowledge structures extending beyond the text.
· The reader`s familiarity with the overall content of the text.
· Semantic information provided in the paragraph within which the lexical item appears.
· Semantic information in the same sentence.
· Structural constraints in the sentence.

For teaching purposes it is necessary to alalyze reading passages carefully before they are assigned to intermediate-level students. Words that have high textual support in apassage should be desighnated as words that students can guess from context. Students should be encouraged to identify the clues that help them guess from context so that they become efficient guessers whenever sufficient clues are available. 
On the other hand, the teacher or textbook writer should identify the words that have no textual support in the passage and provide easily accessible glosses for them. Students should be shown why the meaning of certain words cannot be guessed from the context. If learners feel they need the meaning of such words in order to understand the passage, they will have to look them up in the dictionary if a gloss has not been provided.
One of the most useful skills we can develop in ESL/EFL readers is the ability to distinguish between words that can be guessed from context and words that need to be locked up in the dictionsry.Experience with appropriate activities at the intermediate level should enable advanced students to make such decisions on their own.

E.
The Technique of Reading Comprehension through Directed Reading- Thinking Activity
There are a number of prediction strategies that can greatly improve young child`s comprehension skills. For example, encouraging children to use prediction both before and during reading is undoubtedly a highly effective way of improving reading comprehension. This simple strategy requires no special materials but merely a mind-set on the part of the young reader.If children make predictions about the content of the material before and during reading, their comprehension greatly improves.

Prediction can begin as early as the pre school level when children are asked to make simple predictions about story content from hearing the title of a book read to them and during the reading aloud of the material. Before listening to a trade book being read aloud or reading it for themselves, children can answer the teacher questions such as these:

What do you think this book (story) will be about?

What do you think will happen in this book (story)?

What would you like to have happen in this book (story)?

During the reading of the material, such questions as the following can be asked:

What do you think will happen next in this book (story)?

What would you like to have happen next in this book (story)?

What do you think that (story character) will do next in the book (story)?

What do you think that (story character) should do next in this book (story)?

DR-TA strategy is one of prediction strategies that were developed in some form by the late Russell G. Stauffer of the University of Delaware. DR-TA encourage active involvement with the reading material by having children generate hypotheses about the material and then checking the accuracy of their predictions.
 Here are the basic steps of DR-TA:

1. Have the children listen to (read) the title of the trade book and then on the basis of this title and their own prior knowledge formulate predictions about the content of the book (text). If you wish, in the DR-TA the child or student can dictate (or write if he or she is able) the predictions.
2. Tell the children or students that they sould listen to (read) the trade book or to see if the material confirms or disconfirms the predictions they made. Then have the children or students listen to (read) the book a section at a time. After the trade book is completed, have the children or students to discuss each of their predictions, indicating which one were confirmed and which one were not.
3. Help the children or students to determine what criteria should be used in deciding whether or not the predictions were confirmed. This portion of DR-TA also can be written if you wish. If the trade book was not read at one time, alternate periods of  silent reading and discussion until the entire book has been read. In each case, emphasize the validity of the children or student`s reasoning rather than the correctness of the original hypotheses. 
Comprehension strategies:
a. Making prediction about the text

Effective readers prepare to read. They try to predict what in a text before they read it. Why/ predicting helps prepare you for the information in the text. Good readers are good predictors. The first thing to predict is the topic of the text. It used to predict the topic.
b. Exploring what you already know
Recall what you know about the topic. Your knowledge may be general. It may even be incorrect. However, you may know more than you think. It used to predict the language
c. Asking Question about the text

“What am I going to learn?” Asking question about the information in a text is another way to predict. It has a special effect. It helps you prepare to “listen” to the text when you read it. It is used to predict the content.
Developed by Jones and her collagues are cast as activities that occur before, during, and after reading and listening.
Before Reading/Listening

1. Preview The information

a. Survey the text features (title, subtitles, and graphics) or the preliminary information.

b. Survey the organizational patterns.

c. Survey the content focus.

2. Activate/ Access Prior knowledge

a. Recall content and vocabularies.

b. Recall relevant categories of information and organizational patterns.

3. Focus Interest/ Set Purposes

a. Ask questions.

b. Predict content and organizational patterns.

During Reading/listening
1. Confirm/ Reject Predictions

a. Assimilate new ideas.

b. With hold judgment

2. Clarify Ideas

a. Attend to key vocabulary.

b. Generate new questions.

c. Evaluate ideas.

3. Construct Meaning for Each Segment of information

a. Select important ideas.

b. Connect and organize ideas.
After Reading/Listening

1. Construct Meaning for the implementation as a whole.
a. Categorized integrated information.
b. Summarize key ideas and the connection.

2. Assess Achievement of Purpose

a. Confirm predictions.

b. Identify gaps in learning.

c. Extend learning to answer new questions/ fill in gaps.
3. Consolidate/ Apply Learning

a.    Transfer to new situations.
b.    Rehearse and study.
F.
Testing Reading
Numerous language testing studies have examined how specific discourse features such as discourse topics/content, discourse domains, and discourse types/styles manifest themselves in testing situations. We will first look at studies concerned with the role of subject matter content on reading comprehension test takers` scores 
1. Effect of Subject Matter or Content

The examination of the effect of subject matter on reading test takers` score The examination of the effect of subject matter on reading test takers` score s has yealded largely controversial results. Douglas and Selinker in an investigation of the effect of subject matter on test takers` score on reding tests demonstrated how performance can vary when different topics are covered (e.g.,profesional specialization versus everyday subjects). They found thet familiarity with the content of what the text communicates affects the respective roles of language proficiency and cognition. As a result, the nature  and fluency of communication are also affected. They concluded that generalizing language ability from one type of subject matter or content to another on language tests may not be justified.

Hock showed that both language proficiency and prior knowledge predicted test takers` score on a cloze test (ei.e., a reading passage where every nth word is deleted and the test taker fills in the mising words); however, even in cases favoring prior knowledge, language proficiency appeared to be  a more important predictore of scores.
In the IELTS test (International English Language Testing System), texts are selected to be relevant to the various academic specializations of the test takers. Yet, Clapham examined the effect of background knowledge in relation to test performance in reading for academic purposes on the IELTS tests with a large sample (n=842) and found no such effect. She therefore recommends that EAP proficiency test should not have subject matter-specific reading modules. The reading passages should come from authentic texts in different academic fields, but should be equally comprehensible to students in all subject areas.
2. Effect of Titles

We regard to the effect of the title of a passage on reading comprehension, Brown investigated tasks calling on one test taker to explain in writing to another test taker the content of a short video. When the test taker writing the explanation is given a title for the video, both the writer’s explanation and the reader’s understanding are better.
3. Effect of Clear Rhetorical Structure

Jonz showed that subjects did better on a cloze test that had a clear rhetorical structure than on one that did not, and Lee and Riley demonstrated that students did better on a free recall task when there was a clear rhetorical structure to the information they were asked to recall.

4. Effect of Missing Cohesiveties

Research on discourse processing is reported by Jonz who experimented with a discourse-type cloze test and found that scores on a cohesion-based test showed that nonnatives are far less capable of coping with the loss of redundant cohesive information than are native speakers. When cohesive ties are available, nonnatives employ them in comprehension to a greater extent than native speakers do. On cloze tests, nonnative speakers appear to be far more relient on text in comprehension processes than are natives. Such a study also provides support for the notion that cohesion-based cloze tests can be used to assess text processing skills.
5. Effect of Different Question Types and Test Types

Shohamy and Gordon examined the processing of texts in second language reading comprehension tests using different question types-multiple-choice in the L1 and L2, open ended questions in the L1 or L2- and found significant differences in the scores that subjects received on the tests. It was shown that strategies that test takers utilize in processing discourse are heavily dependent on the discourse type of the question. Specifically, the multiple-choice format- which consists of a statement plus a number of additional statements (i.e., the alternatives) – represents a special text type that readers processed differently from other types of texts.

In related study that examined discourse processing on reading comprehension tests, Fillmore showed that the discourse genre  appearing in reading comprehension tests represents a genre that is used only on standardized tests, and that the procedures for processing such discourse differs from those which learners normally use in non testing reading situations. For example, on reading comprehension tests readers refer to the test questions, which guide them to focus on specific information in the text, thereby creating different discourse processing strategies in the reader.

Summing up all of these problems with reading comprehension tests, Spolsky points to the complexity in measuring text comprehension on tests, given all the possible sources of miscomprehension present in different discourse types and genres. The specific potential sources of discourse-level miscomprehension that Spolsky identifies are (1) the texts used for the tests, (2) the test questions, (3) the answers produced in response to the test questions, and (4) the interpretation of the answers produced and the assignment of scores.
When our students have completed the task, we can lead a feedback session to check that they have completed it successfully. We may start by having them compare their answers in pairs and then ask for answers from the class in general or from pairs in particular. Students often appreciate giving paired answers like this since, by sharing their knowledge, they are also sharing their responsibility for the answers.
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