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CHAPTER II

REVIEW OF RELATED LITERATURE
A.
Definition of Comprehension

We define reading comprehension as the process of simultaneously extracting and constructing meaning through interaction and involvement with written language. We use the words extracting and constructing and constructing to emphasize both the importance and the insufficiency of the text as a determinant of reading comprehension. Comprehension installs three elements:

· The reader who is doing the comprehending

· The text that is to be comprehended 

· The activity in which comprehension is a part.

In considering the reader, we include all the capacities, abilities, knowledge, and experiences that a person brings to the act of reading. Text is broadly construed to include any printed text or electronic text. In considering activity, we include the purposes, processes, and consequences associated with the act of reading.

These three dimensions define a phenomenon that occurs within a larger socio cultural context (see Figure 1) that shapes and is shaped by the reader and that interacts with each of the three elements. The identities and capacities of readers, this the texts that are available and valued, and the activities in which readers are engaged with those texts are all influenced by, and in come cases determined by, the socio cultural context. The socio cultural context mediates students’ experiences, just as students’ experiences influence the context. We elaborate on each element in subsequent section.

Reader, text, and activity are also interrelated in dynamic ways that vary across pre-reading, reading, and post-reading. We consider each of these three “micro periods” in reading because it is important to distinguish between what the reader brings to reading and what the reader takes from reading. Each act of reading macro period, the reader arrives with a host of characteristics, including cognitive, motivational, language, and non-linguistic capabilities, along with a particular level of fluency. During the reading micro period, some of these reader characteristics may change. Likewise, during the post-reading micro period of the same reading event, some of these same reader characteristics. 

To comprehend, a reader must have a wide range of capacities and abilities. These include cognitive capacities (e.g., attention, memory), critical analytic ability, interferents, 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). Of course, the specific cognitive, motivational, and linguistic capacities and the knowledge base called on in any act of reading comprehension depend on the in use and the specific activity in which one is an engaged.

Fluency can be to conceptualized as both an antecedent to and a consequence of comprehension. Some aspects of a texts. However, some components of fluency-quick and efficient recognition of words and at least some aspects of syntactic parsing-appear to be prerequisites for comprehension.

Then the features of text have a large effect on comprehension. Comprehension does not occur by simply extracting meaning from text. During reading, the reader constructs different representations of the text that are important for comprehension. These representations 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. The proliferation of computers and electronic text has led us to broaden the definition of text to include electronic text and has led us to broaden the definition of text to include electronic and multimedia documents in addition to conventional print. Electronic text can present particular challenges to comprehension, such as dealing with the non-linear nature of hypertext, but it also offers the potential for supporting the comprehension of complex texts, for example, through hyperlinks to definitions or translations of difficult words or to paraphrasing of complex sentences.

Next reading does not occur in a vacuum. It is done for a purpose, to achieve some end. Activities refer to this dimension of reading. A reading activity involves one or more purpose, some operations to process the text at hand, and the consequences of performing the activity. Prior to reading, a reader has a purpose, which can be either externally imposed (e.g., completing a class assignment) or internally generated (wanting to program a VCR). The purpose is influenced by a cluster of motivational variables. Including interest and prior knowledge. The Initial purposes can change as the reader reads. That is, a reader might encounter information that raises new questions that make the original purpose, either incomplete or irrelevant. When the purpose is externally mandated, as in instruction, the reader might accept the purpose and complete the activity; for example, if the assignment is “read a paragraph in order to write a summary,” the compliant students will accept that purpose and engage in reading operations designed to address it. If the reader does not fully accept the mandated purpose, internally generated purpose may conflict with the externally mandated purpose. Such conflicts may lead to incomplete comprehension. For example, if students fail to see the relevance of an assignment, they may not read purposively, thus compromising their comprehension of the text.

The last one important set of reading activities occurs in the context of instruction. Understanding how the reader’s purpose for reading and operations are shaped by instruction, and how short-and long-term consequences are influenced by instruction, constitutes a major issue within the research agenda we propose.

B.
Comprehension Strategies

Readers who struggle with texts are usually unaware of strategies that will help them construct meaning. Teachers can use think-alouds, reciprocal teaching, and question-answer relationships (QARs) to scaffold students’ use of comprehension strategies.


1.
Using Think-Alouds to Model Comprehension Strategies

In think-alouds, teacher make their thinking explicit by verbalizing their thoughts while reading orally. Davey (1983) explains that this process helps readers clarify their understanding of reading and their understanding of how to use strategies. Students will more clearly understand the strategies after a teacher uses think-alouds because they can see how a mind actively responds to thinking through trouble spots and constructing meaning from the text.

Devey (1983) suggests five basic steps when using think-alouds. First, select passages to read aloud that contain points of difficulty, ambiguities, contradictions, or unknown words. Second, while orally reading and modeling thinking alouds, have students follow silently and listen to how trouble sports are thought through. Third, have students work with partners to practice think-alouds by taking turns reading short, carefully prepared passages and sharing thoughts. Fourth, have students practice independently. Finally, to provide for provide for transfer, integrates practice with other lessons, and provide occasional demonstrations on how, why, and when to use think-alouds. 

Five points that can be made during think-alouds are showing how :

1.
To develop hypotheses by making predictions.

2.
To develop images by describing pictures forming in one’s head from the information being read.

3.
To link new information with prior knowledge by sharing analogies.

4.
To monitor comprehension by verbalizing a confusing point.

5.
To regulate comprehension by demonstrating strategies.

2. Using Reciprocal Teaching to Model Comprehension Strategies
When using reciprocal teaching, you model how to use four comprehension activities (generating questions, summarizing, predicting, and clarifying) while leading a dialogue (Palinscar & Brown 1984). 
Then students take turns assuming the teacher’s role. A key to the effectiveness of this strategy is adjusting the task demand to support the students when difficulty occurs. That is, when students experience difficulty, you provide assistance by lowering the demands of the task. As the process goes on, you slowly withdraw support so that students continue learning.

When planning a reciprocal teaching lesson, there are two phases. The first phase has five steps:

1.
Find text selections that demonstrate the four comprehension activities.

2.
Generate appropriate questions.

3.
Generate predictions about each selection.

4.
Locate summarizing sentences and develop summaries for each selection.

5.
Note difficult vocabulary and concepts.

3. Using Question - Answer Relationship (Q-ARs) to Model Comprehenesion Startegies.

The type of question asked to guide comprehension should be based on information readers need to answer the question. Therefore, teachers must help students become aware of likely sources of information as they respond to questions (Pearson & Johnson 1978).

A reader draws on two broad information sources to answer question: information in the text and information inside the reader’s head. For example, some questions have answers that can be founds directly in the text. These questions are textually explicit and lead to answers that are “right there” in the text.

Other questions have answers that require students to think about the information they have read in the text. They must be able to search for ideas that are related to one another and there put these ideas together in order to answer the questions. These questions are textually implicit and lead to “think and search” answer.

The procedures for learning Q-ARs can be taught directly to students by reading teachers and can be reinforced by content area specialists. Keep in mind, however, that students may come to your class totally unaware of what information sources are available for seeking an answer, or they may not know when to use different sources. In this case, it is worth several days’ effort to teach students the relationship between questions and answers. It may take up to three days to show students how to identify the information sources necessary to answer questions. The following steps, which we have adapted for content area situations, are suggested for teaching Q-ARs:

1. Introduce the concept of Q-ARs by showing students a chart or an overhead transparency containing a description of the four basic question- answer relationships.

2. Begin by assigning students several short passages from the textbook (no more than two to five sentences in longs). Follow each reading with one question from each of the Q-ARs categories on the chart.

3. Continue the second day by practicing with short passages, using one question for each Q-ARs category per passage. First, give students a passage to read along with questions and answers and identified Q-ARs.

4. Review briefly on the third day. Then assign a longer passage (75-200 words) with up to six questions (at least one each from the four Q-ARs categories). First, have students work in groups to decide the Q-ARs category for each question and the answer for each). Next, assign a second passage, comparable in length, with five questions for students to work on individually. Discuss their responses either in small groups or with the whole class.

5. Apply the Q-ARs strategy to actual content area assignments. For each question asked, students decide on the appropriate Q-ARs strategy and write out their answer.

D.
Planning an Instructional Frame Work
Teachers tend to do their planning by focused on activities they will do with students rather than proceeding from a list of objectives to instructional activities .The preparation of core text lessons should focus on what will be happening in the classroom-for example, what the teacher will be doing. The value of imagining should not be underestimated as a planning tool. Teachers think about instruction by envisioning in their minds how classroom activities are likely to unfold for a particular group of students in a particular instructional context. This thinking through of a lesson is like playing an imaginary videotape of the lesson in which the teacher plans the questions to be asked, the sequence of instructional activity, and the adjustments to be made should something not work.

To imagine how alternative instructional strategies and activities with work and what adjustments you may have to make to meet your own particular needs and fit your own classroom context. If you have yet to teach, we invite you to imagine how you might use strategies and activities in thoughtfully planned lessons.

There is no one way to plan an effective core text lesson. The instructional framework (IF) offers the content area teacher a fairly representative approach to lesson organization (Herber 1978).
 Regardless of which type of plan is used, certain provisions must be made for any text-centered lesson to be effective. What the teacher does before reading, during reading, and after reading is crucial to active and purposeful reading.

The IF can help teachers envision a single lesson involving reading. A lesson doesn’t necessarily take place in a single class session; several class meetings may be needed to achieve the objectives of the lesson. Not do all the components of an IF necessarily receive the same emphasis in any given reading assignment; the difficulty of the material students’ familiarly with the topic, and your judgment all play a part when you decide on the sequence of activities you will organize. What the IF tells you is that readers need varying degrees of guidance. As we show throughout this book, there are prereading, reading, and post reading activities that will support student’s efforts to make meaning and construct knowledge through integrated language use. 

Instructional Framework



Before reading
                                                             To establish purpose,                     

                                                                                      activate background, sustain 

                                                                                      motivation,  and provide      

                                                                                      direction                                                                     

During reading                                                                   To prompt an active 


response to reading 




After reading





      To extend elaborate ideas 

from the text

1.
Pre-reading 

An IF that includes activity and discussion before reading reduces the uncertainty that students bring to an assignment. Pre-reading activities get students ready to read, to approach text material. During the pre-reading phase of instruction, a teacher often places emphasis on one or more of the following: (1) motivating readers, (2) building and activating prior knowledge, (3) introducing key vocabulary and concepts, and (4) developing meta-cognitive awareness of the task demands of assignment and the strategies necessary for effective learning.

A key factor related to motivation is activating students’ interest in the text reading. However, before we take into consideration how to motivate students, we must first raise a fundamental question: Why should students be interested in this lesson? A teacher may even wish to consider whether he or she is interested in the material. If teachers are going to be models of enthusiasm for students, then the first step is to find something in the material to get really excited about. Enthusiasm-it is almost too obvious to suggest-is contagious.

Building and activating prior knowledge for a lesson and presenting key vocabularies and concepts are also essential to pre-reading preparation. In making decisions related to prior knowledge, it’s important to review previous lessons in light of present material. What does yesterday’s lesson have to do with today’s? Will students make the connection to previously studies immaterial? Sometimes several minutes of review before forging into uncharted realms of learning can make all the difference in linking new information to old. Furthermore, when deciding which vocabulary terms to single out for pre-reading instruction we emphasize three questions that should be considered: What key words will students need to understand? Are all the terms equally important? Which new words carry heavy concept loads?

Pre-reading may also include discussions that develop anawareness of the reading task at hand and of the strategies needed to handle the task effectively. These are meta-cognitive discussions. Providing direction is an other way of saying that students will develop task knowledge and them self knowledge about their own learning strategies. Helping students analyze the reading task ahead of them and modeling a learning strategy that students will need during reading are two meta-cognitive activities that quickly come to mind. Here are some general questions to ask in planning for a meta-cognitive discussion: What are the most important ideas in the lesson? What strategies will students need to learn these ideas? Are the students aware of these strategies?

An IF also includes provisions for guiding the search for meaning during reading. In other words, students need to be shown to think with texts as they read.

2.
Reader-text Interactions
The Teacher paisley recognizes the important parts of a text assignment. Most students don’t. Instead, they tend to read (if indeed they read at all) every passage in every chapter in the same monotonous way. Each word, each sentence, each paragraph is treated with equal reverence. No wonder a gap often exists between the text material and the student.

The gap between text and student is especially wide in content areas where readers must interact with highly specialized and technical language. Nowhere, for example, is content literacy more challenging than in the read-densed system of language (Curry 1989).
 Students must perceive and decode mathematical symbols, construct meanings for specialized and technical vocabulary and concepts, analyze and interpret relationship, and apply interpretations to the solution of problems.   

3.
Post-reading

Guidance during reading bridges the gap between students and text so that students learn how to distinguish important from less important ideas, to perceive relationships, and to respond actively to meaning.

E.
Procedure of Teaching Reading
Modeling comprehension strategies through think-alouds, reciprocal teaching, and Q-ArS provides the instructional support that will help students do more than just read the words on a page. These procedures scaffold students use of strategies that will help them read texts in a more thoughtful and thought-provoking manner. Another dimension of strategy instruction is to show diverse learners how to generate meaning for unfamiliar words and concept that they encounter during reading.

1.
Vocabulary Strategies

Diverse learners will often encounter an enormous number of unfamiliar words during reading that may pose comprehension problems for them. Strategy instruction, therefore, should take into account tactics and procedures that will help students build meaning for important concept terms. Vocabulary self-collection strategy (VSS), concept of definition (CD) word maps, and vocabulary-building strategies scaffold students’ ability to define concepts in the context of their use.

2.
Vocabulary Self-Collection Strategy

VSS promotes the long-term acquisition of language in an academic discipline (Haggard 1986).
 As a result of the repeated use of the strategy, students learn how to make decisions related to the importance of concepts and how to use context to determine what words mean. VSS begins once students read and discuss a text assignment. The teacher asks students, who are divided into teams, to nominate one word that they would like to learn more about. The word must be important enough for the team to share it with the class. The teacher also nominates a word.

Here are several suggested steps in VSS:

1. Divide the class into nominating teams of two to five students. Together the students on a nominating team decide which word to select for emphasis in the text selection. 

2. Present the word that each team has selected to the entire class. A spokesperson for each team identifies the nominated word and responds to the questions.       

To introduce VSS to the students, the teacher first presents his or her nominated word to the class, modeling how respond to the three questions. During the team presentations, the teacher facilitates the discussion, writes the nominated words on the board with their meanings, and invites class members to contribute additional clarifications of the words.

To conclude the class session, students record  all the nominated words and their meaning in a section of their learning logs or in a separate vocabulary notebook. These lists may be used for review and study. As a consequence of VSS, the teacher has a set of student-generated words that can be incorporated into a variety of follow-up extension activities.

3.
Concept of Definition Word Maps

CD instruction provides a framework for organizing conceptual information in the process of defining a word (Schwartz 1988; Schwartz & Raphael 1985).
 Conceptual information can be organized in terms of three types of relationships: the general class or category in which the concept belongs, the attributes or properties of the concept and those that distinguish it from other members of the category and examples or illustrations of the concept. Students from elementary school through high school can use CD to learn how to construct meaning for unknown words encountered in texts.

CD instruction supports vocabulary and concept learning by helping students internalize a strategy for defining and clarifying the meaning of unknown words. The hierarchical structure of a concept has an organizational pattern that is reflected by the general structure of a CD word map.

F.
Reading of Literature

In far too many classrooms love of reading and literature has long since flown through the window. Rather than an affair with peaks of emotion and thrills of new discovery, what ensues between student and book is the daily bread winning routine of recognizing and analyzing words and stretching a meager budget of context clues until the life of the reader becomes deprived, or at least disadvantaged. The reader, like the partner in any union, can get from reading only what he takes to it. His competence must include reading of a type that is different from that required for science material, mathematics problems, and social studies discussions. He must go beyond facts and think and imagine and wonder about the people and places and things and conditions that an author includes.

An ancient concept of high school literature program, and one which still, unfortunately, is prevalent in some secondary schools, is that all students should read and minutely analyze certain books and selections. These certain books and selections are often placed in some sequence across the grades; hence a teacher eventually becomes an expert in the study of “The Rime of the Ancient Mariner” or Macbeth. In the minds of some students classic are developed because they are handed down from one English teacher to the next.

F.
Testing Reading Comprehension
The wide range of reading material specially written or adapted for english language learning purposes, there is as yet no comprehensive sistymatic programme which has been constructed from a detailed analysis of the skills equeres for efiesien reading. Most exercise material is still limited to short reading extracts on which are based general comprehension question. Since one of the chief concerns of the contructor of any test must always be to define is a positive cintribution which testing can make to the development of the reading skills. 
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