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INTRODUCTION 
 
 
 

"La pasión de Bastián Baltasar Bux eran los libros... pasaba tardes 

enteras delante de un libro, con las orejas ardiéndole y el pelo caído 

sobre la cara, leyendo y leyendo, olvidado del mundo y sin darse cuenta 

de que tenía hambre o se estaba quedando helado..." 

Michael Ende, La Historia Interminable, 1991.  

 

In very oppressed societies like ours which day after day are more conscious of the 

need to build up a more viable future, in which there is a need for democracy, 

equality, social justice,   peace and harmony, education plays a preponderant role. 

Education becomes, under these circumstances, the force of a better future due to 

the fact that it has the most powerful tools to make the necessary changes for the 

society. In this special sense Alcorta (1986) claims that  education is one of the 

means to get  plain  freedom, being reading its basic resource. 

 

When reading, students should not only enjoy what they read, but also make a 

distinction of  the different texts, relate them with their own lives and gain 

experience to analyze them and finally write their own ones. These very decisive 

factors should be common, not unknown,  to the members of our society.  

 

In general terms, the reading habit does not seem to be crucial for the students , 

being this a disadvantage in terms of cultural and economical competence,  

compared to other countries. In this sense, Ferro (2004) affirms:  ―Se ha dicho en 
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repetidas  veces que la lectura es un hábito. Habrá que seguir repitiéndolo porque 

los hábitos se crean y se afirman con la frecuencia de actos que llegan a volverse 

una necesidad‖. (El HERALDO, Nov. 17/2004, Pág. 3a). 

 

Being this so, the Revolución Educativa of President Uribe, for instance,  proposes 

a transformation of the school system to guarantee the competitiveness of the 

country,  and to assure the betterment of Colombians‘  quality of life and education.    

 

This seems to be a global  main concern, as well. More and more students are 

looking forward to acquiring good reading skills in a second or  foreign language. 

Such a concern  has grown through the years. One argument to support this is the 

demand for both effective reading courses as well as high quality second language 

reading materials (Aebersold and Field, 1997).  

 

This increased interest has its raison d'être in developing a solid reading 

proficiency and  comprehension. Similarly, such a view has supporters who 

observe readings as paramount in contexts where reading materials written in 

English are used. Thus, effective reading is critical at least for students of  

EFL/ESL. In this sense, theorists depict the use of  a myriad of pedagogical 

instructions, which may include the development of certain reading strategies and 

the use of different texts types,  so as to give an answer to such desired reading 

effectiveness. 
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Traditionally, reading comprehension refers to a reader's complete understanding 

or full grasp of meanings in a text. However, this broad definition results in some 

confusion when different levels of comprehension cannot be appropriately 

identified and explained. The conception of reading that underlines this paper is 

interactive, i.e., the view of reading as an interaction between the reader and the 

text. ((Aebersold & Field, 1997; Alderson, 2000). 

 

My research will also portray different perspectives concerning the  learning 

strategies models (Oxford,  1990; O‘Malley and  Chamot, 1990) which  seem the 

most adequate for the purposes of my study. Insights on  the different text types 

(Weaver & Kintsch, 1991; Seidenberg,  1989). will also be taken into account. 

Added to this is a description of the research approach and the  techniques of data 

gathering (Nunan, 2002; Seliger and Shohamy, 2001; Hatch and Farhady , 1982 in 

Holmes, 1986; Faerch and Kasper, 1987;  Filstead,  1970;  Bogdan and Biklen, 

1982).  The data analysis sought to find answers to research questions which will 

be provided below. A final step of the study shall deal with the interpretation of 

results and  conclusions. 
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2.  RATIONALE 

 

This  research proposal  is intended to identify the current 10th grade  students‘  

possible reading comprehension deficiencies at El Pinar School; to enhance the 

knowledge base about their reading processing style; to ensure a strong, two-way 

relationship between reading and comprehension  with the relevance of the theory 

and the concepts concerning the reading matter. 

 

Also,  to gain insights in terms of their performance when dealing with different 

texts, the text features affecting them, and the reading strategies they currently 

use. In this special sense,  Alderson (2000),  for instance, affirms that there has 

been surprisingly little empirical research into the reader‘s knowledge of the text 

features of particular genres, and its relationship to the reading process  or 

product. The theorist similarly states that  most research has tended to concentrate 

on the textual features themselves, and how they contribute to text readability, 

rather than on the state of the readers‘ knowledge of such features. 

 

This attempt shall also set the bases to improve the students‘ quality of reading 

and development of the process, the use of  suitable strategies when reading,  and 

explore the appropiacy of  the reading materials regarding students‘ language 

ability, interest,  and motivation. Similarly, the convenience of the research shall  
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confirm the validity of theoretical frameworks in relation to the way students 

presently tackle texts and the factors that mainly interfere with this process.    
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3.  THEORETICAL BACKGROUND 

 

My objective in this chapter is to depict the theory underlying this research analysis 

on the way 10th grade students develop the process of reading when dealing with 

different texts types and determine the reading strategies  they use and  the 

contextual factors in terms of text types and text  features that interfere with the 

process.  I have organized this chapter into several sections. Initially, I will describe 

a view of education, in which educators and  institutions have the autonomy to 

propose diverse contexts in which language helps to enhance the culture, and 

develop  students as self-critical members of the society.  Comments on education 

and reading, as well as  broad ideas about language and language learning  will 

follow.  Then, the concept of language acquisition and literacy  will give way to 

concept of reading, and as it unfolds, to the reading process, theories of learning to 

read, the reader, and factors affecting the process of reading. Parallel to this, it 

would be important to mention the different text types and text features along with 

the reading strategies underlying the process of reading. 

 

3.1 A VIEW OF EDUCATION 

 
 
 
A worldwide scope on thinking of the future regularly generates uncertainty. 

Colombians are not exempted from this affliction; consequently, adults, 
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primordially,  wonder about the world‘s affairs the new generations will face. It is  at 

this point when we educators are to underpin the grounding for such an oncoming 

event. It is not  a mystery that those new generations will live in a quite different 

environment. As a result, one should begin working on the construction of a viable 

future, one where democracy, equality, social justice, peace, and harmony have a 

place. In this sense, education plays a preponderant role. It is the force of the 

future since it has the most powerful tools to make such a change. 

 

One of the most difficult challenges will  be to adjust the way we think so we are 

able to deal with the growing complexity, the rapidity of changes and 

unpredictability of  our world. We have to rebuild the organization of our 

knowledge. In order to do  this, it is necessary to put down traditional obstacles 

among the different fields and to conceive the way to join aspects that have 

traditionally been separated.  We have an enormous responsibility with the new 

generations that obliges us to renovate educational policies and curricula. 

 

Morin (1999) stresses four pillars to put great emphasis on when considering 

approaches to learning: learning to know, learning to be, learning to do, and 

learning to live together. The first two are highlighted by this author, who states that 

it is not fair that education, which wishes to promote knowledge, ‗remains blind‘ 

towards the knowledge of  the humans, their dispositions, imperfections, 

difficulties, tendencies, and does not absolutely worry about  the promotion of the 

first pillar mention above: learning to know. 
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Learning to know should be seen as a first necessity that helps prepare ourselves 

to confront the permanent risks of  mistakes and illusions which invade the human 

spirit.  

 

The second pillar, learning to be,  again,  stresses the knowledge of a human being 

who is, at the same time, physical, biological, psychological, cultural, social, and 

historic. The incapacity to conceive humans as such has made it difficult to 

understand the meaning of being. 

 

Drawing on the other two pillars, learning to do, for instance, other than learning 

skills,  Delors (1996,  in Asken and Carnell, 1998) argues that  also includes the 

acquisition of a competence that enables people to deal with a variety of situations, 

often enforceable, and to work in teams, a feature to which educational methods 

do not at present pay enough attention. 

  

 The UNESCO report (1996,  in Morin 1999) says that learning to live together 

urges developing and understanding of others and their history, traditions, and 

spiritual values  and,  on this basis, creating a new spirit which, guided by 

recognition of our growing interdependence  and a common analysis of the risks 

and challenges of the future, would induce people to implement  common projects 

or to manage the inevitable conflicts in an intelligent way.  
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Delors (1996) argues that this assumption owes quite a lot to our role of helping  

build up the principles of a pertinent knowledge, which also leads to understand 

global and fundamental problems. This procedure would contribute to realize that 

all humans have a shared destiny and their own identity. 

 

Finally, we are to promote the ethic of the human genre. Such ethic has to be built 

based on the idea of a species. As a final premise, Morin (1999) concludes that  „la 

Educación debe no sólo construir  una toma de conciencia de nuestra Tierra-

Patria, sino también permitir que esta conciencia se traduzca en una voluntad de 

ejercer la ciudadanía terrenal‟.   

 

In order to achieve effective results, changes have been introduced to our 

educational framework, e.g., the Constitution has been reformed to adapt the 

priorities established in the new world order,  and in which education is viewed as a 

public service with  a social function to provide access to culture, science, 

technology, and different branches of knowledge. Resolución 2343 (1996) reflects 

the type of education we need for the current world, which one wishes to have 

according to the broader knowledge we have about the human potential and his 

possibility to grow up.  

 

Educational institutions must develop a process of study, analysis and acceptance 

of such regulations to fulfill them with responsibility, joy, and creativity so that  they 

contribute to produce beneficial results to each Colombian in particular and to the 
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society in general. A logical consequence of the process proposed and mentioned 

above is to improve the learners‘ performance at all levels of competence. It 

implies a two-way compromise: „Si mejorar es la esencia de quienes aprenden, 

también lo es de quienes se dedican a la enseñanza‟. 

 

The quality of the Colombian education is a national policy and a present  decision 

of the government, which should call the attention of every person involved in the 

education of the  new generation of children and adolescents. In short, our 

compromise is to focus  on the students‘ needs as to  strengthen their natural 

potential and recognize their diverse learning styles to help them know what to do, 

with what they already know. The ‗Ley General de la Educación 115 de 1994‘ 

urges our communication to be significant since listening, speaking, reading and 

writing become really valuable when they help us to understand each other in a 

better way.  

 

Educators and institutions have the autonomy to propose diverse contexts in which 

language helps us enhance our culture, and develop as self-critical members of 

our society. From the very beginning of the educational instruction, it is basic to 

develop abilities to listen, read,  analyze, and  become interlocutors of any kind of 

texts.  

 

Literature should not be discarded from schools. It makes us dream, feel, imagine, 

get to know other people. During the process of reading, students shall not only 
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enjoy what they read,  but they shall also learn to differentiate texts, to relate them 

with their own lives, and gain insights to analyze them, and finally write their own 

ones. These decisive factors should be common sense and shared among all of 

us. 

 

3.2 EDUCATION AND READING 

 

A rationale for a direct connection between education and reading is Alcorta‘s 

(1986) viewpoint on illiterate societies, which live under permanent  vigilance.  In 

this special,  such an assumption is still valid and brings about the believing that 

education is one of the means to get  plain  freedom, being reading its basic 

resource.  

 

A comparison among the models of  education in Latin-American countries and the 

developed nations shows that  the major difference is the diversity of contents, the 

quality of the infrastructure or the training of their teachers. It is true that there is a 

quite big educational  underdevelopment concerning these last aspects, but the 

greater differences are the central model,  the basic idea of education, and  the 

foundation of the teaching practice developed in our country.  Fundamentally, the 

model is based in the oral communication and the use of the written texts to 

memorize its contents.  Such  model corresponds to the cultural habits of the 
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Colombian society, which never became one whose culture would be based on the 

written text.    

 

Going back in time, and with respect to individual instruction, the majority of 

contents were passed on orally in the family, at church, at work or at school.   

Today, very few people have access to reading texts from recent published issues. 

The other readers‘ minority learnt to read after having access to the radio or the 

television.  

 

The logical consequence should have been to have passed from the oral to the 

written form and then to the audiovisual mass media, but in Colombia, people 

changed from the oral to the radio and the television, without having time for 

getting accustomed to the books, with a serious consequence:  

 

Melo (1998) asserts that  la radio y la televisión hacen innecesario el dominio de la 

letra y un analfabeta puede hoy, como hace 1000 años en Europa, tener casi tanta 

información sobre las peripecias básicas y elementales del mundo como el más 

sofisticado intelectual, y un mínimo de capacidad lectora le permite a la mayoría 

de los colombianos desenvolverse en el medio urbano y seguir las instrucciones 

mínimas de avisos e instructivos. Muchos analfabetas pueden hoy pasar su vida 

sin que nadie advierta su limitación, apoyados en la omnipresencia de la 

información audiovisual. 
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Recent studies show that the reading habits in our country come from scenarios 

where there is a  ―family‖ library or where a frequent reading practice is done. 

Unfortunately, such circumstances are rarely seen at schools where, in general 

terms, learning to read does not seem crucial for the students.  Incidentally, if what 

was stated above is correct, the cultural and economical productivity shall be 

affected, due to the fact of having inhabitants whose reading habits and capacity  

are so limited.  

 

In effect, the lack of  reading habits is what brings about an educational  focus on a 

process of  passivity  and  memorization. At this point,  the analysis ability 

development, the critical and logical thinking, the research practice, the problem-

solving  ability,  and so forth,  are frustrated for it is quite difficult to give instruction 

in these aspects without having reading habits. 

 

Additionally,  the process of learning to read should go in accordance with the 

process of learning to write. Perfetti & Zhang (1995) argue that learning to read is 

coming to know how one‘s writing system works. The student already has 

knowledge of language. It is the writing system that must be learned: how the 

student‘s writing system encodes his or her language. The student who will learn to 

read English must learn how one writing system works.  Unfortunately, this natural 

association does not happen in a great number of  Colombian schools. The school 

system does not seem to worry about this last aspect and,  as a result,  a large 

number of  first year university students lack reading and writing skills.  
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Thus, there is a need of an educational re-arrangement as to make it  suitable to 

the current necessities of our society  and to transform it into an active and creative  

process of students‘ shaping so they have the capacity  to learn to learn and not 

only to  dedicate time to memorize information. 

 

However, it seems that there is not  much awareness of the problem. Apparently, it 

is not uncommon to come across teachers with reading disabilities who do not feel 

attracted to a teaching reading methodology, which they ignore.  Thus, if the 

teacher does not read or has reading problems, it is quite difficult that s/he may 

well  teach to read.    

 

Gómez (1999),  writing about educational problems, argues that it would be  a 

waste of time to intend for an educational transformation if the books were not 

taken into account. This is a central component in education and the students‘ 

teaching worldwide.  

 

A final word on this should lead to possible solutions. Having and using  libraries at 

schools is one; although it is well known there is a rejecting reaction from the 

students towards  the idea.  However,  current cultural issues go up against dealing 

with books and the reading experience itself,  due to the immediacy of the 

audiovisual narrative,  and the idea of  libraries with lots of out-of-date books.  

Gómez argues that without books Colombians shall not enter an existing  world of  
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reading, research, and discovery, and that books make schools a better place for  

reading, reasoning, and critical thinking.  

 

Other authors (Barthe, 2000) argue that  teachers should make readers,  and to be 

it, the books must be drawn near them: it would be something like  ―books looking 

for readers‖ ;  Being this so, it would make them active readers, who consider 

reading a conscious and free-willing activity. Readers would similarly understand  

the text meaning by  questioning  it  from a real-expectation point of view.  

 

Perfetti (1992) states that practice in reading is critical to success in reading for a 

number of reasons, most of which point to the development of orthographically 

addressable word representations. Perfetti additionally argues that practice in 

reading leads to the development of superior word representations. 

Thus, the teacher should empower students‘ reading capacity instead of merely  

teaching them. Lévi-Strauss (1969) affirms that It is at this point when the purpose 

of the education deals with the dilemma ― teaching to obey or teaching to think‖. 

 

Concerning the first standpoint, teaching to obey, Lopez (1988) states that it deals 

with a monologue and the interpersonal relation implies ―me-it‖, reducing the other 

to a ―thing‖ condition. Here, a tense, theatening,  and ambivalent atmosphere is 

generated towards the authority and the homework routine.  Whereas ―teaching to 

think‖ involves a dialogical language and the interpersonal relation is ―me-you‖,  

considering the other as a person. Here, the  objectives and activities are decided 
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on by the group of students and all of them agree with such objectives and 

activities. The teacher only makes sure the sequence is  logic and contributes with 

having students‘ duties on  a good track. 

 

After all these ideas, how shall we  help fight illiteracy? What type of education do 

we want? What sort of reading are we talking about? Patte (1984) affirms that a 

significant first step shall be changing ‗El leedor‘, who has a very passive and 

reliant  approach towards the text and the reading matter, to ‗a lector‘, who has a 

more liberal and active  attitude towards them. 

  

3.3  THEORIES OF  READING 

 

A preliminary effort to define the concept of reading shall guide us to go back in 

time and explore the different conceptions given to this matter in the last fifty years. 

Initially,  it was referred to as a set of abilities or a simple information transference 

followed by  the idea of reading as a product of the interaction between thinking 

and language. Nevertheless,  A more recent tendency focuses on the idea of 

reading as a process of transaction between the reader and the text (Dubois, 

1991). These attempts to give narrow concepts of reading  should also  lead us  to 

consider the  concepts of language acquisition and literacy.  

 
 
 



 23 

3.3.1 Language acquisition. Theoretically, Language acquisition is the 

product of strong biological constraints that produce rapid learning of any language 

over the first few years of life and that learning is a matter of biological readiness 

that is stimulated by exposure to language (Pinker, 1984).  Krashen (1987) asserts  

acquisition is the product of a subconscious process very similar to the process 

children undergo when they acquire their first language. 

 

In this sense, Johnson & Newport (1989) claim that  learning a second language 

may have a significant period in which early learning appears to be better-quality to 

later learning, taking into account the total duration of second-language 

experience. Curtiss (1977) states  that a young adult who, through atypical 

conditions, fails to be exposed to language as a child is not likely to achieve the 

same language proficiency when opportunities for learning are presented later. 

Consequently, authors like Chase and  Ericsson (1981) question whether in 

literacy acquisition learning to read is  like learning a language.   

 

Even though O‘Malley and Uhl (1990) argue there has not been an analysis 

describing the influence of  cognition in language acquisition,  there have been 

theoretical efforts to identify important influences on second language acquisition.   

One of the theorists who included an articulated cognitive component, Bialystok 

(1988)  identified four categories of learning strategies:  Inferencing, monitoring, 

formal practicing, and functional practice. Here,  the  type of strategy used by the 
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learner depends on the type of  knowledge required for a given task.   Such 

strategies, which can be introduced explicitly,  can contribute to implicit language 

knowledge and therefore to students‘ ability to comprehend  and produce 

spontaneous learning. (O‘Malley and Uhl, 1990). 

 

3.3.2  Literacy.  Literacy in reading is directly related to academic, economic, 

societal, political, and personal life and values.  Gates (1985) described reading as 

the most important and the most troublesome subject at schools.  Since mastering 

reading is essential to learning,  almost every other school subject failure at 

schools is directly related to deficiencies in reading.   

 

Giving an explanation of literacy involves narrow, broader, and extended 

definitions.  Wagner (1986) says that an extended definition, for example, entails 

the achievement of a broad range of skills that are fixed in cultural and 

technological contexts. For instance, a person who can recite religious texts from 

memory without being able to read them is included in such a definition. It suggests 

that  reading may not even be a critical part of literacy. 

 

An extended functional point of view (Kirsch et al., 1993) defines  literacy as using 

printed and written information to function in society, to achieve one‘s goals, and to 

develop one‘s knowledge and potential. Such a definition  is of practical use in 

specifying expectations for achievement and in helping to make clear the wide 
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range of literacy tasks that a society might present to its members. That ―literacy‖ 

used in a variety of ways partly reflects a discipline perspective.  

 

Reading researchers tend to define literacy acquisition narrowly as reading 

acquisition. Anthropologists, sociologists, and other social scientists tend to define 

reading broadly as the acquisition of cultural, social,  and educational skills 

(Wagner, 1986). Each definition brings an important perspective to some aspects 

of a complex problem.  For my  purpose, it is more convenient to  adopt a relatively 

narrow definition of literacy, one that refers to learning to read rather than to 

particular literacy  functions. One might argue that it is naive to assume that 

―reading is reading‖;   however, the rationale for this relationship between literacy 

and reading has its bases in Perfetti‘s (1989) point of view on one kind of argument 

for generalized reading ability:   „If there are no generalized reading abilities, then 

there is no useful concept of fundamental literacy‟.  

 

There is a correspondence  between definitions of literacy and definitions of 

learning to read. To put this another way, Perfetti  (1989), for instance, argues that  

there are differences within the narrow definition of literacy.  Broader definitions of 

literacy acquisition as reading acquisition would emphasize comprehension; 

narrower definitions would focus on decoding.  

 

Still,  broader definitions embrace not only comprehension, but writing, literature, 

and all other literacy activities.  This all-inclusive approach to the teaching of 
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reading, known as Whole Language, has become dominant in the training of 

teachers. Goodman (1986) points out that  in schools of education, future teachers 

are instructed that teaching reading is a matter of helping children learn to 

―construct meaning‖ and to use their prior learning and experience to make sense 

of texts. 

 

As a result,  the goal seems to be for  future teachers to keep language ―whole,‖ 

not to break words down into smaller phonemic segments,  to make reading and 

writing meaningful, purposeful, student-centered acts.  

 

Drawing on the concept of reading as such, it is a complex information processing 

skill in which the reader interacts with the text to (re) create meaningful discourse. 

Such  an ongoing interaction makes the process active opposing to other authors‘ 

point of view, e.g., Thorndike (1977) who characterizes it as  passive or merely 

receptive.  

 

Thorndike‘s (1977) view of reading as a receptive process proposed above,  

opposes   Melo‘s, (1998)  who argues that  la lectura es un ejercicio constante de 

creación de sentido, de comprensión y de experiencia, en el que entran en juego 

prácticamente todos los recursos de la inteligencia y la sensibilidad, es 

esencialmente desciframiento, comprensión y construcción de sentido de un texto.  

Similarly, Barthe (2000) affirms that  los lectores activos son los que buscan libros 

y los que consideran la lectura como una actividad consciente y voluntaria. Para 
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ellos leer es un proceso de interacción entre lector y texto. Es construir el 

significado del texto; interrogar al texto a partir de una expectativa real.   

 

Clearly, reading involves perceiving the written form of language either visually or 

kinesthetically. Such a perception activity is similar to the process of  listening  and  

such identification of printed words makes the reading skill the most powerful for all 

varieties of reading. Perfetti (1989) states that the problem in saying that reading 

acquisition is ―learning to get meaning from print‖ is that this formulation doesn‘t 

specify a learning problem. Whatever else learning to read is, it is learning. And 

what is learned is a writing system. The other generalized components of reading 

are shared with language processes.  

 

Goodman (1967) views reading as a selective process, which  involves partial use 

of available minimal language cues selected from perceptual input on the basis of 

the reader‘s expectation. As this partial information is processed, tentative 

decisions are made to be confirmed, rejected, or refined as reading progresses. 

 

Pinker‘s (1984) research findings question what advanced information a student 

has in learning,  how his or her writing system works,  and affirm that  in learning 

the native language, the student has had a considerable head start in the biological 

constraints that represent the universally designed features of language.  
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Nevertheless,  the act of  reading has not totally been understood nor simply 

described,  and disputes over the definition of reading are bogus,  to some extent, 

because they confuse reading with attitudes toward education and child education. 

Some authors may  be uncertain to give a clear definition of it.  Nuttall (1983) dears 

to say that reading  can not  be  taught; and Alderson (2000) is skeptical towards 

the study of its nature. 

 

Reviewing the state of ESL reading, Carrell and Eisterhold (1983)  perceive it as an 

interaction that occurs between the reader and the text in an interpretative way.  

From a cognitive point of view, a simple definition is that reading is the construction 

of meaning from a printed or written message.  This theory implies word knowledge 

as the  first level when reading, followed by a second level  which entails 

comprehension, and a third level which deals with evaluation. Particularly, the 

second level mentioned above includes sub-levels, i.e., comprehension or the 

ability to explicitly understand what the text says, inferencing or  the ability to 

comprehend what is implicit  in the text, and critical reading or the ability to 

evaluate the text quality, the ideas and the author‘s purpose.  

 

Based on this point of view, the reader comprehends a texts when s/he is just  able 

to understand the meaning the text brings itself.  In application, this demands the 

ability to be aware of the fact that the meaning of any  given text corresponds to 

the  words and sentences which make such a text up,  and the role of the reader is 

to search for it.  
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While searching, Perfetti (1989) says that the important competences that can be 

transferred are not specific elements of domain knowledge, but rather language 

comprehension abilities that are carried across domains. There is a distinction 

between achieving a meaning and an interpretation for text. Text interpretation 

requires inference and it is more independent of the text. Constructing meaning 

depends on knowledge of the language, not  knowledge of the situation described 

in the text.  

 

Researches carried out by Rockwell (1982), Collins and Smith (1980), and  Solé 

(1987) reveal that both teachers‘ idea about what learning to read implies and the 

reading activities developed in the classes do not include aspects concerned with 

reading comprehension. This means that a great deal of teachers share  a button-

up view of reading in  which reading comprehension is based on the correct 

reading aloud process. This viewpoint suggests that if a student  decodes the text 

well, s/he will understand it because s/he has the ability to speak and understand 

the oral language.  

 

In this same sense, Alderson (2000) affirms that due to this reading instruction 

orientation, readers have poorly developed knowledge about how the reading 

system works, and find it difficult to evaluate text for clarity consistency and 

plausibility. Instead  they often believe that the purpose of reading is errorless word 

pronunciation, and the good reading includes nothing more than verbatim recall. 
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Although this theory was widely accepted in the past, it is surprising that a lot of 

schools still follow  and base their reading instruction on it. Our country is not the 

exception to the rule. A quick look at the Spanish syllabi teaching and text guides, 

in which the instructions and reading exercises only have the students get the 

meaning of the text, shall confirm this assert.  

 
3.4 THE READING PROCESS 
  
 

When students are learning to read they often sound out words letter by letter, 

make numerous vacillations, add words not on the page, omit words altogether, or 

are overly dependent upon pictures as an aid to word recognition. Readers may 

mispronounce words and stop both to repeat words or to go back and self-correct, 

all in efforts to make sense of or comprehend the text.  For many students, oral 

reading is demanding with both inappropriate phrasing and repetition. Punctuation 

may be ignored altogether. Some pupils may even show lack of enthusiasm to 

read aloud orally, while others are overwhelmed by the task of reading a whole 

page of text silently. Thus, for many students,  learning to read is an extremely 

difficult task. 

 

Barthe (2000) wonders how readers become real readers and affirms: ―los 

verdaderos lectores se forman de adentro hacia fuera: Formar es tomar una 

materia prima y darle forma, moldearla, organizarla. Debemos rehusarnos a 

formar.  La formación brota de la  misma persona, crece de adentro hacia afuera”. 
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It is common to make a distinction between the process of reading and the product 

that results from that process. Perfetti (1995) argues that readers improve with 

practice. Practice improves many components, but central among them is the 

representation of word forms.  Experience in reading allows the increasingly 

accurate representation of a word‘s spelling (its specificity), as well.  Stanovich & 

Cunningham (1992) state that  one benefit of reading practice is that it supports 

comprehension ability, spelling skill, and vocabulary. 

 

 Understanding reading as a process implies that we know what it means to read: 

to process text through interaction with print. Along with this, there are several 

important points to emphasize when raising the standard to include 

comprehension. Perfetti (1989) states that the first point is that comprehension is a 

matter of language understanding and the second component of comprehension is  

basic language skills.  

 

Gernsbacher et al. (1990) argue that  the disagreement here is that comprehension 

is, indeed, important, but that most of what is important about it is highly general to 

language, not unique to reading. Evidence for this comes from the high correlations 

observed between written and spoken language comprehension among adults.  

Comprehension strategies (knowledge and basic language processes that guide a 

reader‘s comprehension) are important in explaining comprehension. But in 

referring to extreme cases of ―word reading without comprehending,‖  normal 

variations in such skills are not what one can think of.  
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In this sense, Grabe (1988) contradicts the view of reading as a process of simply 

a matter of extracting information from a text.  Similarly, Melo (1998) affirms that el 

aprendizaje de la lectura es un proceso complejo que por supuesto va mucho más 

allá de la asociación entre unos signos y unos sonidos. Quien aprende a descifrar 

estos signos apenas comienza el proceso.  Sólo el uso reiterado del instrumento 

desarrolla una capacidad para utilizarlo de manera adecuada, es decir, para 

comprender textos complejos, comparar argumentaciones, leer entre líneas, 

evaluar la racionalidad de una exposición escrita, detectar la mentira y el engaño, 

separar lo importante y relevante de lo secundario y prescindible, captar las 

sutilezas del lenguaje, advertir las trampas y seducciones de la retórica, escuchar 

la sonoridad de la palabra y disfrutar el placer del juego verbal. 

 

Widdowson (1979)  goes further and argues that the process implies the 

combination of  textual information with the information the reader brings to the 

text. Reading is consequently viewed as a kind of dialogue between the reader and 

the text.  In a general sense, Aebersold and Field‘s (1997) view of  reading is what 

happens when people look at a text and assign meaning to the written symbols in 

that text. Barnett (1989) claims that we need to know as much as possible about 

how the reading process works and find out the ways to integrate that knowledge 

effectively into our reading pedagogy.   

 

In reflecting on the information that the reader brings to the text,  Goodman‘s 

(1986) approach has led  to affirm  that reading is basically concept driven in the 
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sense that the reader samples the text as necessary to confirm hypothesis and to 

form a new one.    

 

At this point,  it is necessary to say what happens when a reader reads. Obviously, 

many different things  can be going on and that different processes will occur with 

different readers using the same text at a different time  or with a different objective 

for reading.  It is known that learning to read in a broader sense (i.e., learning to 

get meaning from a text) presents problems beyond word identification to learners. 

As successful readers acquire word identification skills, they naturally transfer their 

abilities of language comprehension to written texts. When they fail to understand a 

text, they need to ask questions, reread the text, or otherwise repair their 

comprehension problem. For this comprehension repair, they must be aware of 

their current level of understanding and be motivated to achieve understanding.  

 

In addition to this comprehension-monitoring ability, they need to apply the basic 

strategies that are assumed by written texts: calling on their relevant knowledge, 

making inferences, and attending to important information. These comprehension 

strategies appear to emerge as relatively natural transfers of cognitive and 

language skills for most readers. 

 

Oakhill (1993) argues that  for some, however, failures in these comprehension 

strategies can be obstacles to text understanding, and the meaning gotten from it. 
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Still, researchers like Yuill and Oakhill (1991) suggest that these problems can be 

addressed by training.  

 

Likewise,  Aebersold and  Field (1997) argue that  the meaning that one reader 

gets from a text may be different  from that of  other readers reading the same text. 

Thus, the meaning given when reading varies from one reader to another.  

 

Due to the fact that the process of reading is normally silent, internal, and private, 

the understanding of  such a  process becomes apparently significant to have a 

better idea of the nature of reading. 

 

3.4.1  Theories of learning to read.  Theories of reading acquisition have usually 

framed the question in terms of stages of increasing reading skill. One example of 

a stage theory comes from Chall (1983) in which  the child  is described as moving 

from a non-reading stage through successive stages of skill. 

 

I shall provide initially  two simpler theories that have been developed to focus on 

the child‘s earliest steps in reading and how a transition to a next step occurs. 

Parallel to this, Perfetti (1992) presents  a non-stage theory that focuses on the 

representation question, i.e., how a reader mentally represents words, and how 

that representation changes with learning.  
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 GOUGH’S THEORY OF LEARNING TO READ 

 

Gough and Juel  (1991) have described a two-stage account of reading: an early 

visual association stage and a second stage of decoding-based learning. In the 

first stage, the reader who lacks knowledge of decoding uses any conceivable 

source of information in order to discriminate one word from another. In doing this, 

the reader builds up a visually accessible lexicon.   

 

They  refer to this first stage as selective association, because the basic learning 

mechanism establishes idiosyncratic associations between some part of a printed 

word and the name of the word. Under the right circumstances, including an 

increase in phonological awareness and an intention to encode all rather than just 

some of the letters of the word, the child can move into the cipher (secret 

messages) stage of true reading. As the child reaches the limits of learning 

associations, there is pressure to adopt a new procedure, one that is based on the 

alphabetic principle. 

 

 EHRI’S THEORY 

 

In this alternative model, Ehri (1991) does not present a pure visual stage as there 

is in Gough‘s account. Here, children use the names of the letters as cues to word 

identification from their very first opportunity to read.  It is the names of the letters 

of the alphabet that provide the opportunity.  Although letter names do not 
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generally represent the phonemes of words in which they appear, they have 

enough phonetic overlap to be useful.   

 

For instance, a child might use the names of the letters J and L to remember the 

sound of the word jail.  Learning the alphabet, not necessarily the alphabetic 

principle, is the key that moves a child into the first stage of reading, resulting in a 

stage that Ehri (1991) calls phonetic cue reading. The acquisition process entails 

the establishment of word representations that have both phonological and 

orthographic components. 

 

 PERFETTI’S RESTRICTED-INTERACTIVE THEORY 

 

Perfetti (1991, 1992) describes a framework without specific stages to explain the 

acquisition of word representations, based on a general model of the 

representation of information in word reading. The acquisition of increasing 

numbers of orthographically addressable words (quantity acquisition) and the 

alteration of individual representations along quality dimensions is what the author 

considers as learning to read. This process is important in establishing sub-lexical 

connections and  phonemic awareness to  increase context-sensitive decoding 

knowledge. As individual words become fully specified and redundant, they move 

from the functional lexicon, which allows reading, to the autonomous lexicon, which 

allows resource-cheap reading. 
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These three theories are mutually compatible and, indeed, share a fundamental 

assumption that moving into a true stage of reading requires some use of the 

alphabetic principle and, thus, some knowledge of phonological structure. 

 

Research findings suggest that the term reading may take a number of  

perceptions as follows.  Reading as a process, as a model or  as textual interaction 

or interaction among the elements of a text product.  In the first, reading as a 

process,  and based on Grabe‘s ideas (1991), readers develop different processes 

when reading.  They either use interactive perspectives or schematas. The former 

deals with the capacity to use low or high level skills when comprehending or 

interpreting texts; and the latter, considers knowledge of rhetorical structures and 

conventions as well as the knowledge of the world beyond texts. 

 

As a process, it also implies the application of several models to describe the 

interaction between reader and text and what happens when people read.  Other 

than the models described above, theorists (e.g., Barnett , 1989; Carrell, et al 

1988; Eskey, 1988) argue that there are three main models of how reading occurs:  

 

 BOTTOM-UP THEORY 

 

Here the reader constructs the text from the smallest units. Eskey (1988) and 

Stanovich (1990) argue that it makes readers unaware of how the process works 



 38 

due to the automaticity of their performance. In this sense,  the process becomes 

one of merely decoding from letters to words and from words to sentences.   

Despite the simplicity that it may imply in relation to the level in question,  Eskey 

(1988) claims that good readers are good decoders and good interpreters of texts. 

Besides, the idea of simple language decoding has a major role to play in the 

process.         

 

 

 

 

 

 

 

 

 

 TOP-DOWN THEORY 

 

Much research has put emphasis on the significance in reading of the knowledge 

that the reader brings to text. The top-down school of reading affirms that readers 

fit the text into knowledge they already have, then check back when new or 

unanticipated information comes out.  

LEVEL  III 
 
 
 
 
 

LEVEL  II 
 
 
 
 
 

LEVEL  I 

Figure 1. Data-Driven or  Bottom-Up Model 
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In this sense, the central part of the process becomes the activation of  a previous 

schema, i.e.,  what they believe to be significant existing schemata and map 

external information into them.  In consequence, Alderson (2000) claims that the 

core of this theory is  the emphasis on the importance of these schemata, and the 

reader‘s contribution, over the incoming text. 

 

 

 

 

 

 

 

 

 

 THE INTERACTIVE THEORY 

 

Theorists (Barnett, 1989; Carrell, Devine, and Eskey,  1988; Grabe, 1991) describe 

this process as parallel rather than sequential. In fact,  these theorists explain, see 

figure 3 below, that both bottom-up and top-down occur either at the same time or 

interchangeably.  Waltz and Pollack (1985, in Carrell, et al, 1988) argue that top-

Figure 2. Hypothesis-Test or Top-Down Model 

LEVEL  III 
 
 
 
 
 

LEVEL  II 
 
 
 
 
 

LEVEL  I 
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down and bottom-up strategies are incorporated in a parallel processing model 

distributed simultaneously and systematically.   

 

There are different aspects going on while reading depending on the type of text, 

as well as the reader‘s  background knowledge, language proficiency level, 

motivation, use of strategies, beliefs, and so forth.  Stanovich (1980) affirms that 

the interaction of  the two components, i.e., bottom-up and top-down, depends 

upon knowledge deficits in individual components. In this sense, there is interaction 

based on the need for deficit compensation.  

 

 

 

 

 

 

 

 

 

 
Figure 3.  Interactive Reading Adapted from Rummelhart, 1977 
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3.5  THE READER 

 

The reader is seen as an active, problem-solving individual who coordinates a 

number of skills and strategies to facilitate comprehension. As it was previously 

pointed out that reading is an interactive process that goes on between the reader 

and the text, resulting in comprehension, and that  the text presents letters, words, 

sentences, and paragraphs that encode meaning, one  may also find helpful to  

say  that the reader uses knowledge, skills, and strategies to determine what that 

meaning is. In this special sense,  the reader‘s knowledge, skills, and strategies 

include:  

 Linguistic competence: the ability to recognize the elements of the writing 

system; knowledge of vocabulary; knowledge of how words are structured into 

sentences.  

 

 Discourse competence: knowledge of discourse markers and how they connect 

parts of the text to one another  

 

 Sociolinguistic competence: knowledge about different types of texts and their 

usual structure and content  

 

 Strategic competence: the ability to use top-down strategies, as well as 

knowledge of the language (a bottom-up strategy)  
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Other aspects also include a psycholinguistic point of view where the reader makes 

predictions about contents and/or develops expectations about the reading, for 

instance. 

 

The role of the reader has received considerable attention and reading research 

shows that good readers: 

 

 Read extensively. 

 Integrate information in the text with existing knowledge. 

 Have a flexible reading style, depending on what they are reading. 

 Are motivated. 

 Rely on different skills interacting: perceptual processing, phonemic processing, 

recall. 

 Read for a purpose; his reading serves a function. 

 

3.6  FACTORS AFFECTING THE PROCESS OF READING 

 

Although the reading process in L1 shares numerous important basic elements 

with L2/FL, investigations have found significant differences.  Similarly,  research 

(Alderson, 2000) has looked at the way readers themselves affect the reading 

process and product.  Aebersold and Field (2003) argue that a  categorization of  
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factors makes them easier to remember and easier to recognize in student 

behavior.  

 

Aebersold and Field (2003) have compiled a list of factors that influence reading in 

L2/FL: 

 

 Cognitive development and style orientation 

Language acquisition  in relation with the age has  been part of an ongoing 

debate. In this sense,  Aebersold and Field affirm that  teachers who give 

instruction on  reading have little control over when  students begin to study and 

on their  cognitive,  or mental, development levels at the time they begin 

studying L2/FL.  Similarly, the idea of  L1 reading levels, world knowledge, 

reading strategies acquired in L1, and some other factors is presented as 

influencing the success of language learning.  Segalowitz (1986, in Aebersold 

and Field, 2003) claims that L1 and L2  readers use different underlying 

cognitive processes. These are some of the factors  that shape L2/FL reading, 

which have to be taken into account  when the reader begins to study the 

L2/FL. 

 

This also suggests shedding lights on the issue of learning styles (also called 

cognitive style orientation).  Messick (1976, in Whyte et al, 1996) defines 

cognitive styles in the following quote: ―cognitive styles help explain how an 

individual responds to a wide range of  intellectual and perceptual stimuli. Each 
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person‘s style is determined by the way he takes note of  his total surroundings 

(...) how s/he seeks meaning, how s/he becomes informed.‖  

 

Aebersold and Field state that  each person brings a preferred learning style to 

the learning process. Scarcella and Oxford (1992, in Aebersold and Field, 

2003) argue that  most learners have  style orientation preferences for sensory 

input, i.e., they prefer visual or auditory or kinesthetic modes. Hence,  the 

teacher‘s tasks is to identify these various cognitive differences, seeing when 

students are using unsuitable strategies, and helping them regulate or at least 

be aware of  how their cognitive style shapes the way they deal with a text. 

 

 Reading performance and competence in L1 

 

Ellis (1986, in Aebersold and Field, 1997) indicates that performance is the 

ability to produce language and it is influenced by language situation. 

Competence specifies a conscious understanding of the language rules that 

govern language production. Based on these assumptions, the level of reading 

proficiency that a reader has in L1 also appears to be a factor in the 

development of L2/FL reading skills. In the same way, there seems to be a 

transfer of reading skills from the L1 to an L2 and a facilitation of such 

transmission by teaching reading skills in the native language. Conversely, an 

unskilled reader in L1 may essentially progress by having systematic training 

and awareness of reading processes in the L2/FL.  
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 Metacognitive knowledge 

Mokhtari and Reichard (2002) assert that recent trends within the domain of 

reading comprehension have led to an increasing emphasis on the role of 

metacognitive awareness of one‘s cognitive and motivational processes while 

reading.  In fact, researchers agree that awareness and monitoring of one‘s 

comprehension processes are critically important aspects of skilled reading. 

Such awareness and monitoring processes are often referred to in the literature 

as metacognition, which can be thought of as the knowledge of the readers‘ 

cognition about reading and the self-control mechanisms they exercise when 

monitoring and regulating text comprehension.  

 

Tei & Stewart (1985) define the term  as having knowledge (cognition) and 

having understanding, control over, and appropriate use of that knowledge. 

Thus, it involves both the conscious awareness and the conscious control of 

one's learning. 

 

Metacognitive knowledge deals with the student‘s ability to discuss, describe, 

give rules for, and comment on L1 language use (Aebersold and Field, 1997).  

In this sense, those with a solid metacognitive knowledge of the structure of 

their own language will better apply such linguistic knowledge in L2/FL learning 

and reading (Alderson, 2000). 
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Mokhtari and Reichard (2002)  agree that metacognition refers to the  

knowledge about cognitive states and abilities that can be shared among 

individuals while expanding the construct to include affective and motivational 

characteristics of thinking.  In his article ―Metacognition and Cognitive 

Monitoring,‖ Flavell (1979) described the process of cognitive monitoring as 

occurring through the actions and interactions of four classes or interrelated 

phenomena: Metacognitive knowledge, metacognitive experiences, goals (or 

tasks), and actions (or strategies). Examples of students‘ reflections about their 

thinking while reading to illustrate what they do when they read also result from 

the process of cognitive monitoring. 

 

 L2/FL language proficiency 

 

Authors (Devine, 1988; Alderson, 1984; Clarke, 1980) agree on the strong 

influence L2/FL language proficiency has on reading.  Clarke, for instance,   

argues that limitations in L2 language competence can interfere with reading 

performance. His short circuit hypothesis increases researchers‘ interest in 

knowing whether second language reading is a language problem or a reading 

problem. 

 

Similarly, Devine provides an overview of the hypothesis that L2 reading 

problems are due to inadequate knowledge of the target language.  Alderson 

(2000) affirms that in studies of  first-language reading the language knowledge 
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is often taken for granted. This increased concern raises another problem 

related with what sort of linguistic knowledge is needed and how much of it.  

 

Recent researches ( Laufer, 1989; Liu and Nation, 1985)  into linguistic 

knowledge focuses on vocabulary size and metalinguistic knowledge. They 

show that readers need to know 95% of the words in text to gain adequate 

comprehension and to be able to guess unknown words from context.  Added 

to this is the idea  that  a knowledge of the lexis of the text, as well as more 

general and specific content knowledge, might well compensate for lack of 

linguistic knowledge. 

 

Even though it is well known that Krashen's (1987)  input hypothesis argues 

that  the learner improves and progresses along the 'natural order' when s/he 

receives second language 'input' that is one step beyond his/her current stage 

of linguistic competence, teachers should be quite aware of  such ‗one step 

beyond‘ for it is not only  important to challenge students and make sure they 

continue to learn about the reading process, but  it is also important to avoid the 

learner‘s disappointment and despair that arise from constantly being required 

to tackle L2/FL reading texts that are far ahead of their language proficiency. 

 

Ultimately, van Dijk and Kintsch (1983) affirm that extralinguistic, syntactic and 

semantic cues of text are shown to be related to reading performance. This 

assert points out that if readers have difficulty identifying the constituent 
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structures in sentences with complex or unusual syntax,  such difficulty seems 

to affect the reader‘s ability to understand the text.  

 

 Degree of difference between the L1 and the L2/FL 

 

Another factor in L2/FL which should be considered is the writing systems and 

rhetorical structures of both  the native and the target languages. Wallace 

(1992, in Aebersold and Field, 1997) explains that languages may be so 

different in the way they represent meaning in their written form that there is, 

arguably, no generalization from the first to the target language. Thus, for 

reading comprehension, a major challenge for readers will be the mastery of 

the L2 writing system.  

 

 Cultural orientation 

There is agreement that cultural orientation influences an abundant variety of 

reading behaviours, beliefs, and performance.  Alderson (2000) argues that 

numerous studies with first language readers have examined cultural 

differences among groups of readers: religious group membership, black vs. 

white, inner city vs. rural, members of different dialect groups, and so on. In 

such studies,  effects of cultural differences on reading recall, test scores and 

reading miscues have been consistently found.   Aebersold and Field (1997) 

identify six groups of the most influential ones: 

 



 49 

 Attitudes towards texts and purpose for reading 

 

This is an assumption that owes more to the idea of how cultural orientation 

shapes attitude toward text. In short, readers read with different purposes 

and develop diverse reading abilities based on those purposes.  

 

 Types of reading skills and strategies used in L1 

 

Primordially, readers apply their personal experiences, beliefs, cultural 

training, and educational experiences when reading. This view suggests that 

not all of them will have developed  the same reading strategies, which rely 

on the values and attitude of their culture toward reading and particularly 

toward reading in L2/FL. 

 

 Types of reading skills and strategies appropriate in the L2/FL 

 

Research findings suggest that  different cultural attitudes about what types 

of reading are important will shape the strategies that  beginning readers 

use and develop. 
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 Beliefs about the reading process 

 

In this special sense, it seems that in the early years of education,  teachers 

transmit  and lead the learning patterns they want students to apply during 

the reading process, and,  in part,  such patterns are as well transferred to 

the reading process in L2/FL. 

 

 Knowledge of text types in the L1 (formal schemata) 

 

Analyses on this aspect reveal that text types and organization of text in 

different cultures and readers‘ beliefs about  this issue have an impact on 

the way students perceive the text they are reading.  

 

 Background knowledge (content schemata) 

 

In application, a reasonable hypothesis stresses that  readers would 

understand the texts about their  own culture more precisely than others. In 

this particular sense,  the teacher‘s task is to be aware of the amount of 

background information  necessary,  to make the information easy to get to,  

and to see that the students are able to use that information.  
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Broadly speaking, Grabe (1988) notes conditions such as illiteracy in the 

reader‘s first language, lack of experience in reading for academic purposes 

or transference  of abilities from L1 to the L2, struggle with enormous 

differences in the writing systems of the two languages or inferior L2 

language proficiency . 

 

Alderson (2000), drawing on the factors that affect the process of reading, 

correspondingly  presents a great range of studies related to research on 

aspects (both from the reader  or text) of reading which might affect the 

process itself and the result of the assessment considering such influential 

aspects. 

 

Such aspects include the reader‘s background and subject/topic knowledge, 

their cultural knowledge and their knowledge of the language used in the 

texts being read. In relation to this  last  aspect,  Alderson (2000) includes  

the linguistic and  discourse levels,  as well as the awareness of  the 

relationship between the first and the target languages at all levels.  

 

In addition to this,  the role  of the second language knowledge and the first 

language reading ability is also considered in the context of reading in a 

second language. Here Alderson (2000) says that ‗one is clearly the mirror 

image of the other‘.  
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Another view on the variables is the reader‘s ability to process written 

information which the author considers crucial and valuable for being taken 

into account when assessing students. Even though Alderson (2000) sets 

such a list  of variables, research is unclear as to what extent they should be 

considered as part of ‗reading process‘ or of ‗general language 

understanding process‘. 

 

Alderson (2000) also notes the linguistic features of texts (other than text 

type, organization, genre, text topic) as an influential aspect of the 

readability of the text and readers‘ comprehension process. 

 

3.7  TEXT TYPES AND TEXT FEATURES 

 

Theorists have echoed that reading comprehension is a complex process. 

Similarly, research has increased its interest in analyzing  readers‘ performance on 

tasks considering simple recall, interpretations, analyses of concepts, and 

applications in new contexts. In reflecting on task performance, It is important to 

note that factors such as  the approach followed during  instruction, dimensions of 

the task, readers‘ motivation, and time on task, among others,  affect 

comprehension. Within the broad area of reading comprehension, this part of the 

paper shall deal with a major challenge:  the relation between the types of text and 

reading comprehension. 
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Authors like Kintsch (1974) affirm that the goal of a text is to assist the reader in 

developing a representation of a situation that goes beyond the textual information. 

The reader must actively construct meaning in the reading process. In addition, to 

help with this process, texts should be organized as to build an understanding of 

the topic, with individual statements fitting together logically to build the main points 

or arguments. Connections between points should be well developed and explicit. 

 

Since reading is an activity with a purpose and according to its purpose,  a person 

may read in order to gain information, to obtain very valuable information, i.e., 

traffic signs, ads, and bulletins;  similarly, to verify existing knowledge, or in order 

to critique a writer's ideas or writing style. A person may also read for enjoyment, or 

to enhance knowledge of the language being read. 

 

The purpose for reading also determines the appropriate approach to reading 

comprehension. A person who needs to know whether s/he can afford to eat at a 

particular restaurant needs to comprehend the pricing information provided on the 

menu, but does not need to recognize the name of every appetizer listed. A person 

reading poetry for enjoyment needs to recognize the words the poet uses and the 

ways they are put together, but does not need to identify main idea and supporting 

details. However, a person using a scientific article to support an opinion needs to 

know the vocabulary that is used, understand the facts and cause-effect 

sequences that are presented, and recognize ideas that are presented as 
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hypotheses and givens. In short, the purpose(s) for reading guide the reader's 

selection of texts.  

 

There are other functions like cognitive,  which implies a need for information; 

instrumental function, as a learning tool to find general information or specific data, 

to follow instructions when performing a task.   

 

Other than the purpose for reading, there is a need to consider the objective of the 

reading we present to our students, which may be useful or simply for pleasure.  

Escarpit (1962) points out that the reading should satisfy a cultural necessity. In 

this sense, it is worthy to highlight the text types which correspond to each purpose 

mentioned above.  The functional and informative  readings have a utilitarian 

purpose; whereas the literary and argumentative readings provide a spiritual 

gratification. 

 

Broadly speaking, text structure usually refers to two types of text: narrative and 

expository. Narrative is more common than expository text and is usually a story 

written to entertain the reader (Weaver and Kintsch, 1991). By comparison, 

common expository texts include persuasion, explanation, comparison/contrast, 

enumeration or collection, problem-solution, and description, designed primarily to 

inform the reader.  The distinction between narrative and expository text is not a 

simple dichotomy, however. While narrative text structure primarily entertains, 

expository text primarily communicates information (Weaver and Kintsch, 1991). 
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Textbooks, essays, and most magazine articles are examples of expository text. 

(Seidenberg,  1989). 

 

Common expository text structures include compare/contrast, classification, 

illustration, procedural description (Weaver and Kintsch, 1991), sequence, 

enumeration or collection, problem-solution, and description (Meyer and Rice, 

1984). Each type of expository text structure is represented by an organizational 

pattern that includes differing types of relations between important information in 

the text. Weaver and Kintsch (1991) describe three types of relationships 

expository text: (a) general-to-particular, as in identification, definition, 

classification, or illustration; (b) object-to-object, as in comparison/contrast; and (c) 

object-to-part, as in structural analysis to tell how to put something together, 

functional analysis to tell how something works, or causal analysis to tell a cause 

or consequence. 

 

Narrative and expository texts have been found to have differential effects upon 

readers, with narrative appearing easier to comprehend and monitor than 

expository text. Zabrucky and Ratner (1992) affirm , for instance, that students  

recall significantly more idea units from narrative than expository passages. 

expository text more problematic than narrative text. 

 

Drawing on the text types as such,  a very detailed classification implies the idea of 

saying that : 
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 A persuasive text is a text that really wants you to do something,   

Persuasive texts might use:  

 Repeated words  

 Text in capital letters  

 Exclamation marks  

 Rhetorical questions (questions where no answer is needed)  

 An emotional one-sided argument  

 Humor  

 

Informative texts is a text that wants to advise or tell you about something. 

Informative texts usually:  

 Avoid repetition  

 Contain facts  

 Give information in a clear way - introducing the subject and then 

developing it  

 

 An instructive text is a text that instructs or tells you how to do 

something 

 

Instructive texts:  

 Are written as though the reader is being spoken to - (although the word 

'you' is not usually used)  
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 Language is direct and unnecessary words are left out  

 Often use 'must' and 'must not'  

 Sometimes use diagrams or pictures to help understanding  

 
A descriptive text is a text that wants you to picture what they are describing. 

 
 
Descriptive texts usually:  

 Make use of adjectives and adverbs  

 Use comparisons to help picture it - something is like something  

 Employ your five senses - how it feels, smells, looks, sounds and tastes  

 

Other researchers (Seidenberg, 1989; Winograd, 1984)  go deeper and include 

seven types of texts : instruction classification, structure, mechanism, process, 

concept-principle and hypothesis theory.  

 

Barthe (2000), for instance,  emphasizes that el texto informativo-funcional cumple 

con una función: sirve para satisfacer necesidades cognitivas y el texto por lo 

general ofrece un significado unívoco; es un instrumento de aprendizaje; alcanza 

para buscar información  general o datos específicos. Sólo requiere una lectura 

textual.  Texts  can be organized in very different ways and have a crucial influence 

on the reader‘s comprehension in  the sense that it is significant  to learn to 
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analyze them and develop strategies to comprehend their organizational patterns 

as to  identify  facts such as the  main idea and supporting details of texts , 

problem and solution texts, the sequence in a text, cause and effect texts, 

comparing and contrasting ideas in texts and texts developing an argument not to 

mention the length of sentence, vocabulary frequency, and propositional density as 

other influential aspects. 

 

This lends support to the idea that text structure appears to play an important role 

in reading comprehension. Moreover, there is strong researched evidence, among 

other areas of converge showed in Figure 4 below,   that readers' awareness of 

text structure is highly related to reading comprehension.  
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Figure 4. Overview of a synthesis of the research on text organization and its relation 
to reading comprehension. Taken from: National Center to Improve the Tools of 
Educators, University of Oregon   

 

Put briefly, authors like Eskey (2002) claim that when the reader 

knows which skills and strategies are appropriate for the type of text, 

and understands how to apply them to accomplish the reading 

purpose,  reading results in comprehension, in  a process which is  

much more than decoding.  

 

In other words, student awareness of structural patterns in expository 

writing (e.g., sequence, causation, comparison/contrast) facilitates 

recall of not only more text information, but more theses or main ideas 

(Seidenberg, 1989). In this particular sense, sequence text structure 

seem to be significantly easier than enumeration and description text 

structures, and enumeration and sequence text structures appear to 

be significantly easier than compare/contrast text structure (Englert 

and Thomas, 1987). Specifically, the evidence is clear that text 

structure and students' awareness of text structure are positively 

related to reading comprehension.   

 

Ultimately, mention must be made of another type of text: the literary,  

whose reading has the gratification as a solely objective. Kramsch 

(1985) asserts it broadens in the field of fiction and allows a ludic 
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development through which the students build themselves up as 

subjects while a sense of appreciation concerning the author‘s style, 

analysis of images and  figurative language, and inference takes part 

in it , for instance.  

 

In reflecting on the text organization, it seems valuable to shed lights 

on an array of categories and items (Seidenberg, 1989; Weaver and 

Kintsch, 1991) as to have a better understanding of  its physical 

presentation.  

 

Text organization includes the physical presentation of text and text 

structures. Physical presentation of text includes visual textual cues 

such as headings and subheadings, signal words, and location of main 

idea sentences. Text structures are more abstract, less visual 

presentations of text that involve organizational patterns of text written 

to convey a purpose (e.g., persuade, describe, compare/contrast, or 

entertain with a story). Terms used in this paper are defined below.  

 

Global comprehension: Comprehension measured by questions 

about the topics and main ideas of text. Related terms: 

Macroprocesses, macropropositions.  
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Local comprehension: Comprehension measured by questions about 

details.  Related terms: Microprocesses, micropropositions. 

 

Macropropositions: The top-level "gist" information or meaning of a 

passage; macropropositions are critically important for understanding 

and long-term recall of text. Related terms: global meaning, 

macroprocesses.  

 

Micropropositions: The smallest definable units of meaning in text. 

Related terms: local comprehension, microprocesses. 

 

Physical features: A term used here to include headings, 

subheadings, signal words, location of topic or main idea sentences, 

and spacing between "chunks" or idea units within sentences.  

 

Semantic cues: Indicators of a text structure. One example of a 

semantic cue is a topic sentence that uses words to indicate the text 

structure of the upcoming passage.  

 

Signal words: Words such as "first," "finally," "as a consequence of," 

and "as a result of" that emphasize the structure or organization of a 

passage, but do not add content information  
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Syntactic cues: Indicators of a text structure; key signal words such 

as "first" and "then" signal sequence text structure,  whereas "in 

contrast," "but," and "similarly" signal compare/contrast text structure. 

 

Text structure: The logical connections among ideas in text and 

subordination of some ideas to others,  an overall organizing principle 

for viewing a topic in text,   top-level organization patterns. Related 

terms: text type, rhetorical form, rhetorical schemata, macrostructure,  

genres of text, top-level structures,   structural patterns.  Examples of 

text structures include narrative, persuasive, sequence, 

problem/solution, descriptive, and compare/contrast.  

 

Textual cues: Headings and subheadings, topic sentences, signal 

words, and author's direct statements of importance.  Textual cues 

include semantic and syntactic signals of differing text structures. 

 

Clarity and location of main idea statements: Seidenberg (1989) 

states that the ability to identify main ideas is central to 

comprehension. Similarly, Winograd (1984) asserts that empirical 

support shows that the ability to comprehend main ideas differentiates 

good and poor readers and is directly related to general 

comprehension ability, summarizing, and outlining.  Yet, main idea 
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statements often do not appear as the first sentence in a paragraph or 

are omitted from content area textbooks  

 

Cues to the relations between important ideas: Another skill that is 

important for comprehension is the ability to form relations between 

important information in text. Seidenberg (1989) states that textbooks 

make interrelations between information clear by using semantic and 

syntactic cues. Syntactic cues include noncontent signal words such 

as "first," "second," and "finally" to indicate sequential organization.  

Both normally achieving students and students with diverse learning 

needs have demonstrated difficulty identifying relations between 

important ideas.  

 

As Seidenberg (1989) suggests both normally achieving students and 

students with diverse learning needs have demonstrated difficulty 

identifying relations between important ideas. The physical structure of 

passages provides the basis for strategies that readers use to identify 

main ideas. To identify the main idea, most readers use simple 

strategies and prior knowledge matched to the organizational 

structures of passages.  
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3.8  LANGUAGE LEARNING STRATEGIES 

 

The literature on learning strategies in a second language acquisition became 

known from a concern for identifying the characteristics of effective learners. 

Researchers (Naiman et al. 1978; Rubin 1975; O‘Malley and Chamot, 1990; 

Oxford, 1990) have concentrated on the good language learner and have in the 

same way identified strategies reported by students or observed in language 

learning situations that appear to contribute to learning.   

 

As an example of how this might work, researchers (Chamot and Küpper, 1989; 

Derry, 1990; Gagné, 1985; O‘Malley and Chamot, 1990; Wenden and Rubin, 1987) 

have found  in both first and second language contexts that effective learners use 

appropriate learning strategies when they work on academic tasks, whereas less 

effective learners apply strategies infrequently or inappropriately.  Correspondingly, 

researchers have found that learning strategies can be used with any learning task, 

including mathematics and language tasks, and that they have considerable 

potential for enhancing the academic achievement  of students.  

 

Alexander and Jetton (2000) assert that current tendencies within the area of 

reading comprehension strategies  have led to an increasing emphasis on the role 

of metacognitive awareness of the reader‘s cognitive and motivational processes 

while reading.  Indeed, researchers agree that awareness and monitoring of 



 65 

readers‘  comprehension processes are critically important aspects of skilled 

reading. In this particular sense, Gagné (1985) claims that  Instruction in various 

reading strategies, for example, has significantly improved the reading 

comprehension of poor readers in a number of studies. 

 

Such awareness and monitoring processes are often referred to as metacognition, 

which can be thought of as the knowledge of the readers‘ cognition about reading 

and the self-control mechanisms they exercise when monitoring and regulating text 

comprehension.  

 

Learning strategies also suggest the idea of special thoughts or behaviors that 

individuals use to help them comprehend, learn, or retain new information 

(O‘Malley and Chamot, 1990) and steps taken (by  those individuals) to enhance 

their own learning (Oxford, 1990) . Similarly,  Weinstein and Mayer, (1986) assert 

learning strategies are the purposeful actions and thoughts learners engage in for 

understanding, storing, and remembering new information and skills.  

 

Drawing on the importance of such strategies,  theorists agree they are tools for 

active, self-directed involvement, which are essential for the development of 

communicative competence. Research has also provided evidence of  language 

proficiency and great self-confidence after strategies have  been internalized and  

put into practice. 
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As noted earlier,  reading is defined as an active yet hidden process where a 

reader interacts with a text to obtain meaning. Due to this, it is a difficult task for a 

teacher to know what makes a successful reader. Even a reading comprehension 

test would not provide the teacher with the answer as it only tests a student‘s 

comprehension. In other words, it reflects the student‘s product of comprehension. 

But to know the magic formula of successful reading, a teacher needs to focus on 

the process of understanding. This knowledge of the process involves among 

others, the knowledge of strategies to process the text.  

 

Block (1986) conceives reading strategies as actions which  point out how readers 

visualize a task, what textual clues they attend to, how they make sense of what 

they read and what they do when they do not understand. It is useful to expand this 

conception by saying that learning strategies are specific actions taken by the 

learner to make learning easier, faster, more enjoyable, more self-directed, more 

effective, more transferrable to new situations.   

 

Parallel to this is the fact that some learning strategies are observable, as in note-

taking or writing a plan for problem solution. However, many learning strategies are 

non-observable because they are purely mental processes. Examples of non-

observable strategies are monitoring comprehension or activating prior knowledge. 

In application, the current study has attempted to gain accurate information from  

the study group considering such  useful strategies distinctions. 
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Among others researchers, Pressley and Harris (1990) commonly discuss  three 

types of learning strategies: metacognitive strategies, or the executive strategies 

that individuals use to plan for, monitor, or evaluate learning; cognitive strategies, 

the actual manipulation of learning materials by reorganization and grouping, 

elaboration or relating one new idea to another and relating new ideas to existing 

knowledge; and social affective strategies in which the learner calls on another 

person for assistance or works cooperatively with others on a common task. 

Considerable success in teaching less effective students to apply useful learning 

strategies has been reported for first  and second language students in several 

curriculum areas.  

 

Oxford (1990) explains (see Table below) the central features of  such strategies, 

which are oriented towards the broad goal of communicative competence.  

 
 

Table 1. FEATURES OF LANGUAGE LEARNING STARTEGIES 

Language learning strategies 

1. Contribute to the main goal, communicative competence. 
2. Allow learners to become more self-directed. 
3. Expand  the role of teachers. 
4. Are problem-oriented. 
5. Are specific actions taken by the learner. 
6. Involve many aspects of the learner, not just the cognitive. 
7. Support learning both directly and indirectly. 
8. Are not always observable. 
9. Are often conscious. 
10. Can be taught. 
11. Are flexible. 
12. Are influenced by a variety of factors. 

Source: Oxford (1990). 
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Strategies, therefore, are of two types: direct and indirect.  Cognitive strategies 

which aid in bringing meaning to the text, a framework for understanding are direct. 

O‘Malley et al., (1985) argue  these strategies involve more direct manipulation of 

the learning material itself.  Metacognitive strategies, which are indirect,  on the 

other hand, refer to the understanding of one‘s cognitive process, for instance.  

 

Likewise,  research findings suggest that the choice of strategies is influenced by 

many factors: degree of awareness, stage of learning, task requirements, teacher 

expectations, age, sex, nationality/ethnicity, general learning style, personality 

traits, motivation level, and purpose for learning the language (Oxford, 1990).  

 

As noted, and  due to the fact that  each reader brings an individualized package of 

personal experiences, beliefs, cultural training, and educational experiences to the 

reading process, Aebersold and Field, (1997) emphasize that not all readers will 

use the same reading strategies equally. 

 

Lastly,  researchers (Garner, 1987; Palincsar and Brown, 1984) agree that 

instruction in various reading strategies, for example, has significantly improved the 

reading comprehension of poor readers in a number of studies, and that  readers‘ 

strategy use also  depends on the values and attitudes of their culture towards 

reading and towards reading in L2/FL. 
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4.  STATING OF THE PROBLEM 

 

10th grade high school  students at El Pinar school deal with the study of EFL four 

hours a week. The instruction takes into account the four basic skills development: 

speaking, writing, reading, and listening. Students‘ performance on speaking, 

writing and listening is considered good by the teacher; the process of reading 

comprehension has been presenting difficulties, though.  

 

Apparently, students perceive the English class as one where they have a good  

opportunity to speak and communicate ideas and get in touch with their mates 

through dialogues, role plays, dramas, presentations, and any other classroom 

behavior which implies oral practice. The writing skill practice also has a good 

acceptance due to the appealing strategy suggested by the study materials they 

have and the exhibition of their written works on the bulletin board where other 

mates can see what they do. The listening activities take place either in the 

audiovisual or the computer lab, which are well-equipped air-conditioned rooms 

where students exercise with videos, interactive CD ROM‘s, and  the Internet,   

which make them feel very comfortable and entertained. The  instruction of reading 

goes in accordance with the suggestions in the students‘ book and the 

complementary materials provided by the teacher,  which include literary texts and 

the reading texts of the Test of English as a Foreign Language (TOEFL).  
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Students performance and disposition towards reading has ups and downs. It 

seems that their attitude when performing the reading skill changes and is not as 

involving and participative as it is regarding the others. On the one hand, the texts 

in their student‗s book present topics which may sometimes not be appealing to 

them and the comprehension exercises generally include factual questions, which 

are apparently easy to answer, and   may not seem as challenging and interesting  

enough as they claim the literary texts are. On the other hand, the TOEFL reading 

comprehension texts,  which are based on topics such Science, North American 

history, government or geography, art and literature, including biographies of 

famous people, seem to be quite higher in level of difficulty considering the 

students‘ command of English.   

 

Besides, the questions typology appeared on the TOEFL includes: main idea, 

inference, restatement, vocabulary, referent author‘s attitude/opinion/purpose, text 

organization, precedent /following topic, support, analogy, and negative questions, 

among others, which implies a different and more exhaustive criteria at the 

moment of measuring students‘ ability to understand written texts if compared with 

the reading comprehension exercises contained in the study materials  and the 

literary texts used in their current English classes.  

 

As a consequence, the similarly  good performance  expected diminishes 

considerably when dealing with this kind of comprehension questions typology and, 

consequently,  the reading comprehension success is fairly  being achieved.  
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As a result,   an analysis of the way  students are approaching the  different  kinds 

of texts (those in the TOEFL, mainly) should be put into practice to know the way 

they develop the process of reading comprehension and determine the contextual  

factors that may be interfering with the process. Such analysis of the process shall 

also involve,  among others, the knowledge of strategies to process the text, as 

well. The research questions, consequently, shall be : a)  How do  10th grade 

students at el Pinar school develop reading comprehension? b)  What 

contextual  factors in terms of text types and text features  interfere with  the 

process? c) What reading   strategies do the students use when reading the 

texts?  

 

4.1. OBJECTIVES  

 

4.1.1 General.  Analyze the way 10th grade students develop the process of 

reading when dealing with different texts types and determine the reading 

strategies  they use and  the contextual factors in terms of text types and text  

features that interfere with the process.   

 
4.1.2 Specific. 

 

1. Explore the processing  style of  reading comprehension  of 10th grade  

students at El Pinar school. 

2. Analyze the contextual factors that interfere with the reading  processing. 
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3. Determine the kind of reading strategies students use  when dealing with the 

different reading tasks. 
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5.  METHODOLOGY 

 

5.1.  RESEARCH APPROACH  

 

Essentially, the term research corresponds to a systemic process of inquiry 

consisting of three main components: (1) a question  problem, or hypothesis, (2) 

data, (3) analysis and interpretation of data (Nunan, 2002). Research is also seen 

as part of natural human activity  in the sense that we carry out these activities 

because we seek answers to questions  about phenomena that occur in our daily 

lives. (Seliger and Shohamy, 2001).  Hatch and Farhady (1982 in Holmes, 1986) 

simply define the term as a systemic approach to finding answers to questions. 

 

The reasons for second language learning vary all around the world. Thus, for 

researchers (Seliger and Shohamy, 2001),   it is not surprising that research in this 

field has become one of the exciting frontiers of cognitive science.  Consequently, 

it is quite impossible to carry out research from one single perspective. Therefore, 

variations in  research paradigms in second language depend on: the 

circumstances under which the research is conducted,  the methodology 

employed, and the tools used to study the second language. 

 

Seliger and Shohamy (2001) affirm that  because of the complexity of second 

language acquisition itself and the variety of ways in which it  may be studied, it 



 74 

would be useful to have a coherent and consistent set of characteristics with which 

to categorize the possible approaches, objectives, designs, and data-gathering 

methods used in the field. 

   

Similarly,  Faerch and Kasper (1987) assert that a look at the methodological 

paradigms of Second Language research  during the last 20 years reveals an 

emphasis on the process level  rather than the product level. The rationale for this 

is that  during the early 1970‘s a focus on the learner has increased.  Therefore, a 

focus on  the learner‘s performance has outnumbered the other methodological 

paradigms.  Performance analysis incorporates relevant production features into 

the analysis,   and other important insights can certainly be expected from this 

approach in the future.  

 

However,  reconstructing unobservable phenomena from performance data will 

always entail situations where the ambiguity between product and process cannot 

be solved. Faerch and Kasper emphasize that the challenge consists of looking for 

methods that provide a more direct access to learners‘ processes and knowledge. 

Methods of this type use as data, informants‘ own statements about the way they 

organize and process information, as an alternative or supplement to inferring their 

thoughts from behavioral events.  Methods of this type are known as introspective 

and include stylistic variants, verbal reports, statements, data, protocols among 

others.  
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Whereas the use of introspection was a methodological taboo, during the era of  

behaviorism, the paradigm has renewed researchers‘ interest due to the validity,  

which can be assessed in terms of  explicit models of  information processing 

(Ericsson and Simon, 1980  in Faerch and Kasper, 1987).  

 

Drawing on other methodological paradigms of Second Language research  

mention must equally be made of retrospective reports in which the subject gives a 

report of everything s/he can remember about  his/her thoughts during the 

performance of the task.  

 

In both theoretical and practical domains, introspective and retrospective  methods 

have been the subject of fierce controversy  for they  do not seem  to be objective,  

i. e. they do not provide intersubjectively  replicable results. 

The main pros and cons of these types of data (Nisbett and Wilson 1977 in Faerch 

and Kasper, 1987 ) are among others:  

 

1.  Introspective  

 

Pros:  

 Verbalization of the learners‘ thoughts allows the  researcher more direct 

access to learner processes.  

 The information recently attended by the central processor is kept in short 

term memory and is directly accessible for producing verbal reports. 
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Cons:  

 That the subjects produce verbalizations that are inconsistent with their actual 

behavior. 

 That the verbalization task alters the normal course of the task performance. 

 That the verbalizations are necessarily incomplete even for the conscious part 

of the process.  

 

2. Retrospective: 

 

Pros: 

 The data is collected immediately after task performance, when memory is still 

fresh. 

 The subjects are provided with contextual information to activate their 

memories. 

 

Cons:  

 The information retrieved from long-term memory may not be recalled in its 

original form. 

 Informants can not communicate their thoughts and  there is a risk of only 

getting the expected answers. 

   

Here the terms descriptive and qualitative will be used indistinctively since they are 

both concerned with providing descriptions of phenomena that occur naturally, 
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without the intervention of an experiment or an artificially contrived treatment 

(Selinger and Shohamy, 2001).    Based on the current research topic, the main 

objective is the description and analysis of a certain domain of reality with the aim 

of hypothesis formation. Thus, the style of the investigation shall follow  Seliger and 

Shohamy‘s proposed  analytic parameter in an attempt to analyze  the 

phenomenon into its sub-parts. In such  descriptive and analytic  paradigm,  data 

analysis is often carried out exclusively by means of interpretative procedures.  

Researchers like  Filstead (1970) and Bogdan and Biklen (1982)  affirm that the 

procedure, when using  such paradigm,  includes,   among other methods of 

gathering information, discussions about participant observation and in-depth, 

unstructured  or semi-structured interviews which allow the researcher to learn first 

hand about the social world, and are used to grasp a certain domain of reality, and 

are considered to be qualitative.  In this sense, a qualitative research may be 

generally defined (Creswell, 1998)  as a study, which is conducted in a natural 

setting where the researcher, an instrument of data collection, gathers words or 

pictures, analyzes them inductively, focuses on the meaning of participants, and 

describes a process that is both expressive and persuasive in language.   

 

Thus, since the investigator observes as many factors as possible  and records 

some aspects or context of second language, the research is heuristic, i.e.,  the 

data will be collected in an attempt to include as much of the contextual information 

as possible and then categorized or analyzed descriptively to end with the possible 

formulation of hypotheses. 
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Drawing on the control and manipulation of the research context, Seliger and 

Shohamy suggest  analytic and heuristic  approaches to think of  whether and how 

to set limits on the scope or focus of the investigation. These decisions tend to 

affect the kinds of designs and methods which  are used in the research.  Low 

levels of restriction on scope or focus  will probably make it more difficult to control 

the effect of different factors in the research context,  but  this may also be 

beneficial on the part of the researcher if s/he chooses a heuristic approach to the 

research.  Thus, in exploratory, descriptive, or analytic research no manipulation of 

naturally occurring phenomena occurs.  

 

Although research may be characterized by the degree of control exercised  by the 

research design and methodology over the variables, identified or unidentified, in 

the research context, this is no the case of  the current research, which generally 

do not control for variables. It is interesting to state that , although descriptive 

research methods do not  have a control of variables, it does develop thorough 

methods for data collection and analysis which have produced results that would 

not be possible through experimental designs. 

 

Creswell (1998) asserts that  qualitative study , which is also concerned with 

description, is  an inquiry process of understanding based on distinct 

methodological traditions of inquiry that explore a social or human problem.  The 

researcher builds a complex, holistic picture, analyzes words, reports detailed 

views of informants, and conducts the study in a natural setting. 
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Qualitative research, which is often quantitative,  should not be viewed as an easy 

substitute for a ―statistical‖ or quantitative study.  It demands a commitment to an 

extensive time in the field, engagement in the complex, time-consuming process of 

data analysis, writing of long passages, and participation in a form of social and 

human science research, which does not have firm guidelines or specific 

procedures and is evolving and changing constantly.  

 

Additionally, such method allows the researcher to  get close to the data and to 

understand the definitions, concepts and meanings that participants attribute to the 

social situations. This approach is very narrow and places an unnecessary 

straitjacket on research in the course of learning about the social world. 

 

To engage in qualitative enquiry, there is a need to first determine whether a strong 

rationale exists for choosing a qualitative approach.  The following cases could call 

for a qualitative research. 

  

 Topics that need to be explored: This is a situation where variables cannot be 

easily identified, theories are not available to explain behavior of participants 

or their population of study. 

 Need to present a detailed view of the topic: this is the case where the distant 

panoramic view is not enough to present answers to the problem. 
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 Need to study individuals in their natural setting: this is the case where, if 

participants are removed from their natural setting, it leads to contrived 

findings that are out of context.  

 Time and resources  to spend on extensive data collection in the field and 

detailed data analysis of ―text‖ information. 

 The nature of research question: in a qualitative study, the research question 

often starts with a how  or a what. 

 Audiences are receptive to qualitative research.  

 

5.2.  DESIGN 

 

Seliger and Shohamy (2001)  assert that any research project needs a design or a 

plan, even if the plan is minimal. The aim of the design or plan is to say how the 

various components of the research are assembled into a construction. Since I 

need to figure out how and why things are happening, this research shall put 

emphasis on  descriptive and explanatory methods. The former describes 

behaviors or conditions and uses large collections of data and  random  samples 

so that the variation in whole populations can  be accurately estimated. Attitudinal 

studies, e.g., their satisfaction with the reading texts,  are necessary. The latter 

shall find  explanation to the issues being researched along with their 

corresponding systematic analysis.  
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Thus, the suitability of descriptive design is in the sense of the existing phenomena 

and the necessity to explicitly describe them. 

 

5.3. STUDY GROUP 

 

The study group meets at ‗Centro Educativo El Pinar‘, which is a  secondary school 

with high academic standards, qualified as Muy Superior among private schools by 

the ICFES. It is located in Barranquilla,  Colombia, Autopista Puerto Colombia KM 

2+400 m. The group originally had 17 students. Five of them dropped out of school 

for various reasons.  Most of them have been at this school since kindergarten, 

their age average is 17,  their level of English is heterogeneous, and a few  of them  

have had the chance to travel  to an English speaking country .    

 

The study group has a morning timetable of eight hours a day, five days a week. 

The ‗Pinarista‘ anthropology  has its  basis on values and principles and  there is a 

good academic level. The number of students per class is limited to a maximum  of 

20 students who see in their academic performance their own believing, feelings 

and behaviors, and who make of this school their place of work. In relation to the 

English classes, all the courses have a four-hour-a week schedule.  
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5.4. TECHNIQUES 

 

The data will be  collected using survey questionnaires for students and teachers, 

observations of reading tasks development and introspective/retrospective 

interviews with students. Additionally,  reading tests will be administered as to 

obtain data analyses.   

 

5.5. INSTRUMENTS 

 

The data collection instruments required in the response of the subject included  

interviews with students, survey questionnaires, and subject observations  while 

reading. Also, reading tests  were  administered. Teachers had the chance to give 

their opinion on the issue, as well. They underwent  interviews and answered 

questionnaires, similarly.  

 

5.6. PROCEDURE 

 

a. Survey questionnaires: Initially, the study group answered survey questionnaire 

1 which included aspects related to their language ability, interest when reading 

and personal motivation towards this issue,  as to know if they were related to 

achievement. Teachers also answered a questionnaire focused on their  
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general view on students reading performance, activities,  and level of 

motivation. 

 

b. Observations: To know how informants behave and interact during the reading 

tasks,  three  observation instruments  were elaborated in a very  systematic 

way  and the researcher became a participant observer  through the slight use 

of  introspection.  

 

c. Interviews:  Retrospective procedures were used to learn what the study group 

thought  about the concept of reading, the way they approached texts,  the 

difficulties they had, and strategies used, to identify factors, i.e., organizational 

forms and rhetorical structures,  that were possibly affecting  their 

comprehension of the different texts types.  

 

d. Reading tests: They were administered basically to have a more accurate idea 

of the way students‘ developed the process of reading,   their level of reading 

comprehension and of the possible effect of the different  text types during the 

process. Also, to contrast  the students‘ self-perception in terms of reading 

performance as  stated in the first survey questionnaire.  
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6. RESULTS 

 

I will dedicate this section to the description of the results derived from the analysis 

of data that I obtained for this study. To facilitate such analysis, I will arrange this 

description around the three research questions: a) How do 10th grade students at 

El Pinar school develop reading comprehension? b) What reading strategies do the 

students use when reading the texts?   c) What contextual  factors in terms of text 

types and text features  interfere with  the process?  

 

Reading Processing Models the Study Group Employed When Performing Reading 

Tasks  

 

Specifically, this part corresponds to the answer to the first Research Question:   

How do  10th grade students at El Pinar school develop reading comprehension?  

As mentioned above, I agree with the conception of reading as an interactive 

process.   The most likely accurate and truthful  insights on the way the students 

tackled the different texts, i.e., what they did while  answering the tests and 

performing the reading tasks, as to have a better idea of the predominant reading 

models, resulted from the analysis of the submitted survey questionnaires, the  

interviews and observations done by  the author.  
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To begin with, students‘ idea of reading is directly correlated with the idea of 

comprehending a text, which denotes how --not  what--  we comprehend. In this 

respect,   survey questionnaire 1(see Appendix A), submitted in advance to the 

students, becomes a crux for it  was not only  intended to have a very broad idea of 

the students‘ idea of reading process, but also about their  readiness towards the 

reading skill  as a first step to  gain  insights of the study group to whom the 

reading  tasks were administered afterwards. 

 

Consequently, I rather dedicate some time to describe the data collected and 

analyzed from this instrument. First, it explains that  almost all 10th grader-students 

at El Pinar school were likely to describe themselves by saying:  

 

 I like to read 

 I think I am a good reader 

 

On the one hand, the first  affirmation above features facts which go along with 

why the students  like to read and,  in this respect,  the reasons given point at   the 

newness of  topics and their connection with society and  technology, how helpful 

the texts  are in relation to reading  comprehension and personal improvement, 

how entertaining  and significant it is for the reader, how it gives the chance to 

know about other cultures and language,  and  how imagery is activated. Those 

who refuse the idea of reading think learning by doing is basic and, in this sense,  

reading does not give them the chance to learn at all.  
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On the other hand, the idea of being a good reader or not, ranks  five students who  

do not do reading  for  they think they are obliged to, they recognize a lack of 

practice and constancy, they  refuse to finish the  texts all or there is some kind of 

boredom incidence. Surprisingly, the idea of being a good reader for this group of 

students was not connected with having a good understanding of the texts.  

Besides, in the questionnaire for teachers (see Appendix B), only one of them 

matched the idea of being a good reader with the comprehension of the printed or 

written text; others, on the contrary, matched such idea with the quantity of books 

read in a month and the enjoyment the texts may give while reading. Differently,  

those students who  see themselves as good readers emphasize good 

concentration and understanding, they find reading easy and  enjoyable,  they see 

it as  part of their daily or weekly  routine  and how fast and well they  read and 

pronounce the text  words, accordingly, as well as the capacity to answer 

comprehension questions after reading.  Graphic 1 condenses the interviewees‘  

responses.   

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Graphic 1.  Reading habits and its value. 
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Concerning these two aspects (habits and reading value), teachers conversely 

think students neither like to read nor  have a reading habit and only read for 

grading purposes, for instance. Additionally, they think today‘s students belong to a 

social group in which  there is not a socially generated motivation towards reading 

as to  consider them good readers. Likely, teachers underline the importance of 

reading in the sense that it enhances readers‘ understanding of  the culture and the 

world, and the fact that reading implies the development of one of the most 

important and  fundamental  communicative abilities.   

 

With reference to the third item of the reading habits and its value in survey 

questionnaire ,1, item 1 denotes a considerable  appealing attitude (73.3%)  

towards reading story grammars (narrative) in L1/L2 indistinctly. More than half of 

the group (59.9%) results demotivated when the texts become difficult, but 

curiously such difficulty is not a demotivating issue for the same percentage 

(59.9%)  of students (items 2-3). Item 4 shows an inconsistency in relation with the 

first question.  A considerable group of students (59.9%) confirms the idea that the  

teachers also interviewed have about students doing reading and related 

homework  as part of school demands only (item 5);   however, a  fair percentage 

(39.9%) of students do  feel wiling to it.  

 

Item 6 reports on a big group of students (59.9%) who see and identify  the English 

classes as the scenario not only to gain some knowledge of the language, but of 
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the culture of English speaking countries. Others (39.9%) do not have the same 

perception. 

Items 7 and 8 show the usefulness students see in the language(100%) and how 

entertaining (59.%) it results to be engaged in reading a text in English; a 

considerable group (39.9%) does not have the same idea, though. Table 2 below 

shows the percentages of affirmative and negative answers  to each  reading 

situation.   

 

Table 2. Item 3 . Reading habits and its value  

Items Sí No 

1. Me sumerjo en historias interesantes incluso si son en Inglés.  

 
73.3% 26.6% 

2. Las lecturas difíciles me desmotivan. 
 

59.9% 39.9% 

3.  Me gusta el desafío que representan las lecturas difíciles. 59.9% 39.9% 

4. No tengo deseos de leer textos en Inglés incluso si el contexto 

es interesante. 
 

79.9% 19.9% 

5. No leería voluntariamente en Inglés a no ser que sea una tarea o 
un trabajo de la clase 

39.9% 59.9% 

6. Al ser capaz de leer en Inglés, espero entender más a 
profundidad el estilo de vida y la cultura de los países de habla 
inglesa como EEUU e Inglaterra. 
 

59.9% 39.9% 

7. El leer en Inglés hará de mi a una persona más informada y 
capaz.                   
 

100% 0% 

8. Es aburrido leer en Inglés. 
 

39.9% 59.9% 

 

Regarding  the students‘ reading competence, some of them (4) found reading 

itself difficult due to features such as  a poor command of English,  some of the 

ideas in the reading are not well interpreted and this causes uncertainty; equally, 

vocabulary is a major fact for students make parallel comparisons with their L1 and 



 89 

Reading competence

4

11

0

5

10

15

Yes No

Do you find reading difficult?

Students

think they differ to a great extent.  Graphic 2 condenses the answers to the 

question Do you find reading difficult? 

 

 

 

 

 

 

 

 
       Graphic 2.  Reading competence. 

 

Another aspect of the reading competence deals with the students‘ confidence 

when reading different  text types. On the whole, the choice of texts was 

determined by how interesting or entertaining such texts are for them, how they 

give the chance to ―travel to another world and fantasize‖ (e.g.,  magazines, and 

literary) and the relation to their subject preferences and age, which, consequently, 

make them be more involved in the reading task. Catalogs  were rather accepted, 

unless they  deal with or are related to technical instruction.     

 

Additionally, reading in English is seen as a way of learning no matter the kinds of 

texts they read.  Technical and scientific texts were almost totally rejected for 

students are not familiar with the concepts such texts have,  as well as the hard- 
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to-interpret  diagrams and pictures contained. The texts that have been adapted or 

simplified for teaching purposes are mostly unaccepted mainly due to the fact that 

the topics they present do not  catch their attention or are out-dated.   

Finally, academic texts were fairly accepted by the intellectual-type students or the 

close relation such texts may have with the careers they are likely to follow after 

high school.  Graphic 3 below summarizes this item of confidence. 

 

 

 

 

 

 

 

 

 
      Graphic 3.  Text-types and confidence. 

 

Another aspect of the questionnaire aimed at the students‘ self-classification  

considering the amount of knowledge to the tasks of reading. Although there were 

five levels of  reading abilities, Figure 5 below only shows the ones selected by the 

students. (see Appendix A, Section B, question 5) for the whole classification)  

Many of them (9) consider they are able to read articles and reports concerned 

with contemporary problems in which the writer adopts particular attitudes or points 
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of view and  to understand literary prose. Very few (3) think their command may be 

situated either above or below this category.  Figure 5 illustrates such self-

classification.  

 
Figure 5.  Self-Classification of the Reading Competence  
Source: Council of Europe. 

 

The last aspect of section B about competences is related with the students‘ 

proposal to improve reading comprehension. It features ideas such as   reading 

articles, books, short stories everyday and about something they like,  followed by 

a step-by-step analysis of the passages,  and taking out and learning new 

vocabulary with the use of the dictionary, or by asking the teacher.  

 

 

 

 

  

 

 

 

 

 

 

 

Puedo leer y entender 
textos simples y cortos, 
puedo encontrar 
información específica 
en  textos simples como 
propagandas, folletos,             
menús, horarios y puedo 
entender cartas cortas y 
sencillas.                     

Puedo leer y entender 
prácticamente cualquier  
forma de lenguaje 
escrito, textos de 
estructuras complejas y 
lingüísticos como 
manuales especializados 
y  trabajos literarios 

Puedo leer y entender 
textos literarios 
complejos y apreciar 
diferentes estilos. Puede 
entender artículos 
especializados y 
extensas instrucciones 
de textos técnicos 
incluso cuando no 
conozco de ese campo. 
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Letter C in the questionnaire corresponds to their  reading attitude, interest and 

motivation. Most of them recognize themselves  as totally  concentrated and with a 

positive attitude towards the tasks of reading. Some of them also included 

constancy as a key factor. Graphic 4 below summarizes students‘ answers in this 

respect. 

 

 

 

 

 

 

 

Graphic  4.  Reading attitude. 

 

Finally, survey questionnaire 1 intended to describe some other behaviors, 

interests, opinions, motivations and attitudes when being engaged in reading as to 

gain some more insights from the study group. Table 3 below summarizes 

students‘ answers. 
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Table 3.  Reading attitude, interest and motivation. 

ITEMS SA* A D SD 

Reading is one of my favorite pastimes 19.9% 33.3% 39.9% 0.66% 

Reading is OK if there is nothing else to do 0.66% 73.3% 19.9% 0% 

I only like reading if the language is made simple 0.66% 0% 66.6% 26.6% 

I prefer short stories because I get bored easily 0.66% 33.3% 19.9% 39.9% 
I do not like to give my opinion about what I've read 0% 26.6% 33.3% 53.3% 

I prefer one long story to several short stories 26.6% 33.3% 33.3% 0.66% 

I do not like readings to have pics. It's childish. 0.66% 13.3% 39.9% 39.9% 

Pics. Help me understand. I like them. 26.6% 53.3% 0.66% 13.3% 

Reading is not fun 0.66% 0.66% 33.3% 53.3% 
I read for fun in my own language, but not in English 13.3% 13.3% 33.3% 39.9% 
I have a desire to learn about the topics in the texts 13.3% 53.3% 13.3% 33.3% 

I like to read about new things 73.3% 33.3% 0.66% 0% 

I talk to my friend about what I'm reading 26.6% 39.9% 26.6% 0.66% 

I always do my reading work exactly as the teacher 
wants it 0% 33.3% 53.3% 13.3% 

If the teacher discusses something interesting, I might 
read more about it 33.3% 33.3% 13.3% 33.3% 

I like stories with interesting characters 73.3% 33.3% 0.66% 0% 
* SD: Strongly disagree, D: Disagree, SA: Strongly agree, A: Agree 

 

These first round research findings shed significant  lights on the reading behaviors 

of the group. At this point, I will retake the matter of the Research Question 1 by 

saying that most (66.6%)  of the students seem to begin reading  at a bottom-up 

level, i.e., they begin to construct the meaning from decoding words, phrases, 

sentences, etc. Then,  they start to connect that meaning to what they already 

know about the topic. One of them stated, for instance: 

“Cuando empiezo a leer...eh...voy descifrando las palabras, las frases...es 

decir, las oraciones,  que hay allí... en el texto. Así voy...hasta que me dan una 

idea para relacionarla con la siguiente en el mismo escrito” (Interview 1). 
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Other bottom-up processing strategies (observed during the reading task 

performance considering the percentage of students and the frequency of use)  

include: 

 

 Individual word focus 

“ „Led‟ aquí  es el pasado  o participio de „lead‟?” (task 1, text No 2) 

 Use of grammatical structure 

“Ah...‟rose‟ no es „rosa‟...it‟s the past for „rise‟...Teacher, verdad? (task 1, text 

No 3b)  

“Pero „Will‟  es para futuro..entoces no entiendo... (task 1, text No 3a) 

 Intrasentencial features 

“Teacher...¿pero es que la „coma‟ aquí no me indica que en esos países fue 

después?”. (task 1, text  No 1) 

 Restatement 

“Tienen que buscar comida en otro  lado ” ( “Birds must fly long distances for 

food” ) (task 6, text No 10) 

 Hypothesizing word meaning 

„Czar‟ debe ser ‟Zar‟ porque esa era la época de ellos... se parece al 

Español..no sé”  (task 5, text No 9) 

“ ¿‟Falkirk‟?... no ningún nombre...mira que tiene „at‟ delante... debe ser más 

bien el lugar donde pelearon...el  lugar” (task 1, text No 2) 
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Table 4 summarizes other behaviors that were monitored during the observation 

sessions. The instrument below was designed to record information on how 

students currently go about using observable cognitive reading  strategies when 

they read the different text types.  The percentages correspond to the number of 

students (12). The numbers 1, 2, 3, 4 and 5, which   correspond to the frequency 

students use the strategies listed below, stand for 1: never or almost never, 2: 

only occasionally, 3:  sometimes, 4:  usually, 5:  always or almost always. 

 

Table 4. Individual strategies: Bottom-up Process 

STRATEGY     1     2     3     4     5 

1. She attempts to understand the 
meanings of individual words.   16.6 % 24.9 % 49.9 % 8.3 % 

2. She questions the meaning of a 
word.     100 % 

3. She attempts to understand the 
meaning or structure of a clause 
or sentence.  
 

24.9 % 8.3 % 33.3 % 33.3 %  

4. She questions meaning of a 
clause or sentence.  24.9 % 24.9 % 49.9%  

5. She questions grammatical 
structures.  66.6% 16.6 % 16.6 %  

6. She  translates from English 
into Spanish.  16.6 % 33.3 % 33.3 % 16.6 %  

   

It was stressed above that students seem to begin the reading task from a 

decoding start.   

A preliminary attempt to explore what the students consider useful to do  when 

reading, (see Appendix A,  section B,  question 3) intended to know how students 
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keep on when meeting a challenge or difficulty to understand a passage. Even 

though the question was not only related to vocabulary problems, most of the 

students did associate challenge or difficulty to understand with vocabulary and,  

consequently,  the first thing to do was to stop reading  and ask about the meaning 

or use the dictionary.  

 

In this sense, while observing those students who stopped reading and asked 

about the meaning of the unknown words,  I asked them why they stopped,  and 

most of them said they could not continue reading because of those words. As an 

example, a conversation came up like this: 

T (Teacher): ¿Qué pasó?  

S (Student): Es que no sé esta palabra...y...me cuesta trabajo. 

T: ¿Por qué te detienes?   

S: Es que no puedo seguir...ya trate de adivinar el significado...no creo que sea 

ese porque no entiendo. 

T: ¿ Siempre te detienes? 

S. Bueno...  sí..  algunas  veces trato con el contexto...es lo que generalmente 

hago... pero no...ahora  tengo que buscar el diccionario para mirar que quiere 

decir.(Interview 2) 

 

It seems that the unknown words play a decisive role for some students‘ 

comprehension and the dictionary becomes the most used source to remedy the 

problem. The answer to one of the questions in Interview 1 (¿Qué haces al leer 
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para comprender el texto?) was as follows:  ―Primero que todo, tengo un 

diccionario a la mano por si no entiendo alguna palabra”. Another said: “ Me fijo en 

aquellas palabras que para mi son nuevas y aquellas que utilizo con poca 

frecuencia...entonces,  las busco en el diccionario”.  Similarly, another student 

replied: “Si hay palabras que no entiendo, o sea...  sobre las cuales...eh... no sé su 

significado...entonces las busco en el diccionario”. 

 

Students‘ awareness of other possibilities to solve such a vocabulary problem (e.g. 

finding definitions from structural clues,  determining meaning from word parts, or 

using context clues to determine meaning)  seems to be limited. For instance,  

being questioned about the reading strategies effectiveness to understand a text 

better (see Appendix A, section B, question 4)  the exploration of both the reading 

in a step-by-step process (79.9%) and the vocabulary (66.6%) has a lot of 

acceptance as effective. Again, this behavior shows an idea of the  students‘ 

engagement in  having a prevalence for the  bottom-up process, i.e., a linear  or 

sentence-by-sentence building of comprehension. 

        

Theoretical underpinnings (Grabe, 1988; Goodman, 1986; Carrell, et al., 1988) 

concerning reading comprehension as a process in which the reader builds a 

bridge between what is being read and what they already know in the real world 

also include deciding what strategies or skills will be called upon, making 

inferences, i.e., tying the new meaning to what we already know, predicting what 

will come, revising predictions when necessary and /or evaluating the worth of the 
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message. Models of reading that stress the centrality  of this knowledge are known 

as schema-theoretic models. They are based upon schema theory, which accounts 

for the acquisition of knowledge and the interpretation of  text though the activation 

of schemata: networks of information stored in the brain which act as filters for 

incoming information (Alderson, 2000). 

 

Being this so,  some students (41.6%) put into practice some of the 

comprehending processes like focusing on the topic and then connecting what they 

read with what they already know  about the topic: ―Bueno...primero empiezo 

desde el título...y me imagino...es decir,  da una idea como muy general de lo que 

está hablando...luego leo párrafo por párrafo hasta el final‖. (Interview 1).  And 

some of them  (38%) sometimes think of  deciding  on a purpose and the strategies 

or skills needed to be called upon.(Interview 2) 

 

The analysis of survey questionnaire 2, for instance,  intended to address the 

theoretical foundations (mentioned above) in three different moments of the 

students‘ reading tasks. A pre-reading questioning, a while-reading questioning 

and a post-reading questioning. Drawing on the first moment,  some of the  

students (61%) claimed that they  always ask themselves the  purpose for reading 

for it is a good way of centering the task of reading and it has become  a pre-

reading habit.  Among the purposes listed in item 2 in the same survey 

questionnaire, the purpose for reading with most acceptance is the one for learning 

(77%), some others (23%) read to get information and the same percentage reads 
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for entertainment. In this pre-reading exploration, all students asked themselves 

what they knew about the texts to be read, a great number (92%) asked 

themselves what the text was about,  and only 46% percent of the students 

dedicate some time to explore the structure of the text.  

 

The next item in  survey questionnaire 2 corresponded to the while-reading step. 

Here, students‘ hypothesizing and prediction making towards the texts featured 

that only some of the students (46%) attempted to do it . A great number of 

students (84%) asked questions about what was being read. They (91%) also 

clarified possible doubts (in terms of vocabulary mainly) during the reading tasks. 

Being asked about the use of any mental images to visualize possible vague 

descriptions in the texts, a similar percentage (92.3 %) attempted it.  Surprisingly, 

students‘ could not report on any other  strategies used. Although it may frequently 

happen to readers, specially young ones, it was necessary to expose students to 

other  strategies readers employ, consciously or not, while reading for they 

guarantee precious insights about readers‘ performance. Such list of strategies will 

be described later. 

 

                                                        

The almost null use of predictions (8.3%)  and scarce inference (13.3%) during the 

process of reading  may,  in the same way,  confirm the predominance of the  

bottom-up processing of the passages.  Teachers interviewed think reading-alouds 

work well if they are followed by  the students‘ re-count of the text read, as well as 
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an exploration of the main idea of the text,  taking out relevant information, making 

inference, summarizing, interpreting, stating arguments for or against and 

analyzing. Table 5 below summarizes students‘ grading of the effectiveness of 

strategies. 

 

Table 5. Students‟ view on effectiveness of  reading comprehension strategies.        

STRATEGIES EFFECTIVE NOT EFFECTIVE 

1. Summarize          26. 6 %                     73.3% 

2. Compare and contrast  19.9% 79.1% 

3. Summarize and make predictions 8.3% 91.6% 

4. Inferring 13.3% 86.6% 

5. Explore vocabulary 66.6% 33.3% 

6. Answering questions 33.3% 66.6% 

7. Making diagrams 19.9% 79.1% 

8. Answering true-false sentences  13.3% 86.6% 

9.Explore reading little by little 79.9% 19.9% 

10. Organizing sentences  13.3% 86.6% 

 

  

Even though there seem to be a predominance of bottom-up processing over top-

down processing,  students‘ use of top-down processing strategies (observed 

during the reading task performance considering the percentage of students and 

the frequency of use)  include:  

 

 Prediction 

“Mira...este va a ser   de „natación‟ seguro... mira la vieja en la piscina” (task 

2, text No 7) 

 Confirmation of prediction 
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“Ay...no, no, no...es de los „juegos Olímpicos‟ ”  (task 2, text No 7) 

 Reference 

“Esta palabra (wood stork) está por todos lados y no sé que significa...no 

aparece en el diccionario” (task 6, text 10) 

 Inferences 

“ „Napoleon‟...ah... seguro es de Historia...¿te acuerdas con Minerva 

(Profesora de Historia y Geografía) lo vimos...” (task 5, text No 9) 

 Use of Prior knowledge 

“Teacher! ...¿usted sabía que las pirámides de Egipto no son así tan 

triangular cuando está cerca?...se ven como un poco de piedras ahí”  (task 7, 

text 11) 

 Evaluative comments 

“Aquí hay otra diferencia...que...que creo es importante”. (task 7, text 11) 

 Self-Questioning 

“Ah...¿entonces era que se estaba comparando y por eso se sentía mal?, a lo 

mejor” (task 1, text 3a)  

 

Giving way to the last part of the survey questionnaire 2, which is related with  what 

the students do to have a better comprehension of the text once they have finished 

reading, some of the students (30,7%)  attempt  to summarize, others (46,1%) feel 

better answering comprehension questions, the same number of students (46.1%)  

prefers to recount the text,  and some others (38,4%) utilize web diagrams with the 

same purposes (see Appendix B for  a sample of Solé‘s survey questionnaire). 
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Some other insights on the students‘ reading process may be gained through the 

exploration of the reading strategies use which i shall describe below.  

 

Reading Strategies the Study Group Employed When Performing Reading Tasks  

 

The information provided in this part of the paper corresponds to the answer to the 

second question of this study:  What reading strategies do the students use when 

reading the texts? I will describe the strategies used by the study group during the 

reading tasks performance. Again, the instruments utilized to collect the data 

included a survey questionnaire, interviews and observations. 

 

Two observation  instruments (see Appendixes D and E)  were designed to record 

information on how students go about using observable cognitive and 

metacognitive reading strategies when performing the reading tasks. Due to the 

fact that in the  preliminary survey questionnaire 1, students were not able to report 

on the use of  reading strategies,  other than the ones provided in survey 

questionnaire 1, and that researchers ( Pressley and Afflerbach, 1995) agree that 

awareness and monitoring of readers‘  comprehension processes are critically 

important aspects of skilled reading,   a slight  introspective procedure was 

necessary as to gain some insights on those unobservable procedures about how 

readers extract meaning from the texts for such a process of extracting meaning 
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gives valuable information about readers‘ cognitive and metacognitive procedures 

when reading. 

 

Research studies ((Paris and Winograd, 1990)  depict  young developing readers 

and some inexperienced adolescents and adults as quite limited in their 

metacognitive knowledge about reading.  A preliminary attempt to gain insights 

about the study group‘s behavior towards  strategies use (survey questionnaire 2, 

while-reading, question 9)  showed,  in the same way,  their weakness to recall 

any. Thus, there was  a need of  discussing cognitive and metacognitive 

characteristics of thinking, i.e., a pre- ―consciousness-raising‖ process. 

 

Some of the observable functional strategies are described in Table 5, though.  

They corresponded to different moments and one purpose (to support their 

performance) while executing  the reading tasks.  In this sense,  Mokhtari  and 

Reichard (2002)  assert strategies such as these serve a useful purpose for some 

of the students who seem to invoke them as needed. These strategies provide the 

support mechanisms aimed at sustaining responses to reading. 

 

Drawing on the answers given to survey questionnaire 4 (see Appendix E),  skilled 

readers would use strategies more frequently; in particular, we predicted highly 

skilled readers to use Global and Problem-Solving Strategies more frequently than 

less skilled readers. Under these circumstances, it is good to say that the MARSI is 

not intended to be used as a comprehensive measure of students‘ comprehension 
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monitoring capabilities. Rather, it is designed as a tool for helping students 

increase metacognitive awareness and strategy use while reading. The results 

obtained can be used for enhancing assessment, planning instruction, or 

conducting classroom  research. This props, for instance, the rationale for  a 

student who reports overusing support strategies such as ―using the dictionary‖ to 

look  up every word in text as one who may have a restricted view of reading. 

 

Even though  the study group seems or  tends to focus on reading as a decoding 

process rather than as a meaning-getting process, the students‘ observed 

behaviors show that a fair number (8) of informants did, on the whole,  relatively 

good  monitoring of such perceptible metacognitive strategies in  an  average 

frequency basis.  The listed items in Table 6 seemed to be deliberate actions taken 

by the informants  before, during, and after reading tasks.  

 
 
 
Table 6: Study group observable metacognitive strategies. 

Strategy Never/almost 
never 

Only 
occasionally 

Sometimes Usually Always/almost 
always 

1.  She takes notes while 
reading to help her 
understand. 

8.3 % 8.3 % 66.6 % 16.6 %  

2. When the text becomes 
difficult, she reads aloud to 
help her understand what 
she reads.  

8.3 % 8.3 % 41.6 % 16.6 % 24.9 % 

3. She discusses what she 
reads with others to check 
her understanding. 

 33.3 % 49.9 % 16.6 %  

4. She underlines or circle 
information in the text to 
help her remember it. 

 16.6 % 16.6 % 58.3 % 8.3 % 
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5. She uses reference 
materials such as 
dictionaries to help her 
understand what she reads. 

 8.3 % 8.3 % 33.3 % 49.9 % 

6. She paraphrases 
(restates ideas in her own 
words) to better understand 
what she reads. 

  8.3 % 41.6 % 49.9 % 

7. She goes back and forth 
in the text to find 
relationships among ideas in 
it. 

 16.6 % 24.9 % 58.3 %  

Source (Adapted): Assessing Students‘ Metacognitive Awareness of Reading Strategies 
Kouider Mokhtari  and Carla A. Reichard.  Oklahoma State University. Journal of Educational 
Psychology Copyright 2002 by the American Psychological Association, Inc. 2002, Vol. 94, 
No. 2, 249–259  

 

 

Let us analyze  now  the readers‘ monitoring of  some other metacognitive 

strategies which, although they belong to the so called ―reader‘s black box‖,  

similarly correspond  to what people do when reading but are not as noticeable as 

the one listed in table 5 above. The application of introspective procedures were of 

great help in gaining more accurate and precise information in this sense.  

 

Globally speaking, having  a purpose in mind when reading seems to be a 

reasonable foundation before starting any reading task. Conversely, a very small 

percentage of  students (8.3%) think it is a very functional strategy, and most of the 

respondents sometimes or usually (49.9% and 41.6% accordingly) think of setting 

such plan before starting reading.  The analysis also suggests that  the activation 

of the prior knowledge, i.e., the moment  when the readers think about what they 

know  to help them understand what they read, is,  to a customary extent,  

essential for most (91.5%) of the respondents.  



 106 

In the vast majority of cases, the readers (41.6%) now and then predict what the 

text is about. This lends support to assert  that the preview of the text to see what it 

is about before reading has a very small number (8.3%) of followers.  The analysis 

also reveals that  most of the students (91.5%) only occasionally think whether the 

content of the text fits their reading purpose. Parallel to this is the fact previously 

mentioned about the setting of a purpose for reading, which also had very little 

application. In terms of length and organization of the text, a great number of 

students (66.5%) skim at times to note such characteristics of the text.  

 

Giving way to the readers‘ decision- making in relation to what to read closely and 

what to ignore, most of them  make such a choice  almost repeatedly. Besides, 

their understanding seems to have a positive influence and improvement   when 

using other textual features such as  tables, figures, and pictures. In looking at the 

context clues  and typographical aids (charts, boxed texts, quotation marks, italics, 

or boldface), most of the respondents ( from 74.9% to 83.3%) stressed such clues 

were of great help to identify key information and  to understand what they were 

reading better. Mention must be made of other procedures in which a group of 

students dedicated some time to  analyze and evaluate the information presented 

in the text (58.3%), to check their understanding when coming across conflicting 

information (91.5%), or to see if their guesses about the reading were right or 

wrong(66.6%).  
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To shed more lights on the issue,  let us consider now  the problem-solving 

strategies put into practice by the respondents.  For instance, to be sure their 

understanding of  what they read  was unequivocal, a great number of students 

(74.8%)  read slowly but carefully.  The percentage increased (91.5%) when their 

concentration diminished, having to get back on track , consequently.  In this 

special sense, most of the respondents  (74.9%) perceived the need for an 

adjustment in their reading speed and attention  consistent with what they were 

reading and  the text difficulty, which made them reread the text to increase their 

understanding.  Added to this course of action  is the fact that the same percentage 

of readers stopped from time to time to think   about what they were reading via 

visualization or depiction of  information. It seems that under this circumstances of 

adjustment and reflection,  the readers‘ tendency to decipher the meaning of 

unknown words using the dictionary lessened. In other words,   the percentage of 

students (74.9%) who by different means tried to guess the sense of unfamiliar 

words augmented considerably. Table 7 below summarizes the analysis of the 

readers‘ monitoring of  those veiled metacognitive strategies. 

 

Table 7. Study group unobservable metacognitive strategies 

Strategies Never/almost 
never 

Only 
occasionally 

Sometimes Usually Always/almost 
always 

1. She has  a purpose in mind 
when she reads. 

  49.9% 41.6% 8.3% 

2. She thinks about what she 
knows to help her understand 
what she reads.  

  8.3% 49.9% 41.6% 

3. She previews the text to 
see what it is about before 
reading.   

 24.9 % 41.6% 24.9% 8.3% 

4. She thinks about whether 
the context of the text  fits her 
reading purpose. 

24.9% 6.6% 8.3%   
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5. She reads slowly but 
carefully to be sure she 
understands what she is 
reading.  

8.3% 49.9% 24.9% 8.3%  

6. She skims the text first by 
noticing the characteristics of 
length and organization. 

16.6% 16.6% 41.6% 24.9%  

7. She tries to get back on 
track when she loses 
concentration. 

  8.3% 74.9% 16.6% 

8. She adjusts her reading 
speed according to what she 
is reading.  

  24.9% 49.9% 24.9% 

9. She decides what to read 
closely and what to ignore. 

  16.6% 83.3%  

10. When the text becomes 
difficult, she pays closer 
attention to what she is 
reading. 

  83.3% 66.6% 24.9% 

11. She uses pictures, 
figures,  and tables in text  to 
increase her understanding. 

 8.3% 8.3% 66.6% 16.6% 

12. She stops from time to 
time and think about what she 
is reading. 

 16.6% 41.6% 33.3% 8.3% 

13. She uses context clues to 
help her better understand 
what she is reading. 

 8.3% 33.3% 41.6% 16.6% 

14. She tries to picture or 
visualize information to help 
her remember what she 
reads.   

   58.3% 41.6% 

15. She uses typographical 
aids to identify key 
information. 

   83.3% 16.6% 

16. She critically analyzes 
and evaluates the information 
presented in the text. 

 8.3% 58.3% 24.9% 8.3% 

17. She checks her 
understanding when she 
comes across conflicting 
information. 

  41.6% 49.9% 8.3% 

18. She tries to guess what 
the material is about when 
she reads 

     

19. When the text becomes 
difficult, she rereads to 
increase her understanding. 

 8.3% 58.3% 24.9% 8.3% 

20. She checks to see if her 
guesses about the text are 
right or wrong 

  33.3% 49.9% 16.6% 

21. She tries to guess the 
meaning of unknown words or 
phrases. 

  58.3% 16.6% 24.9% 

 
Source (Adapted): Assessing Students‘ Metacognitive Awareness of Reading Strategies 
Kouider Mokhtari  and Carla A. Reichard.  Oklahoma State University. Journal of Educational 
Psychology Copyright 2002 by the American Psychological Association, Inc. 2002, Vol. 94, 
No. 2, 249–259  
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Contextual  Factors in Terms of Text Types and Text Features that  Interfere with  

the Process 

 

The information provided in this part of the paper corresponds to the answer to the 

third  question of this study: What contextual  factors in terms of text types and text 

features  interfere with  the reading process?  I shall initially report on the  students‘ 

performance in terms of  good and bad answers given to the different tasks with 

comprehension questions.  Subsequently , I will mention students‘ perception of 

being exposed to the different text-types and the factors that interfered with their 

comprehension.  Again, the instruments employed to collect the data included 14 

reading tasks with comprehension questions, survey questionnaires 4 (Appendix 

E)  and 5 (See Appendix F), retrospective interviews,  and introspective 

observations. 

 

 

Analysis of the Answers to the Comprehension Questions in the Different Reading 

Tasks. 

 

Reading task No 1 

 

This first task was comprised of eight different texts (see Appendix G). The first  

text  included a local comprehension question (LCQ), asking for details, based 

on Weaver and Kintsch (1991),  which most of the students (66.6%) answered 
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correctly. The conjunction and (cohesive factor) followed by the  name of the 

country (Scottland)  and the comma (intrasentencial factor) became the main 

difficulty to give an appropriate answer. Such text organization confused the 

students making them believe they had to include Scottland as one of  countries 

reached by the black plague. The LCQ including the word countries may have 

been another distracting factor.  

 

Text number two comprised another LCQ question which all the students 

answered correctly, due to the fact that the answer was enclosed in the question. 

The third text (3a) contained, on the one hand ,  a global comprehension 

question (GCQ), asking for the main idea, based on Weaver and Kintsch (1991),    

which only a few informants could  respond adequately.  Syntactic factors (long 

sentences, relative clauses, intrasentencial factors, contrastive sentences)  

vocabulary, and focus on grammar  aspects did not allow students to answer 

successfully.  On the other,  text 3b included  a LCQ which 58.3% of the students 

could answer.  Although both texts 3a and 3b were descriptive,  text 3b  had a 

higher number of good answers due to the signal cue like, which facilitated the 

idea of comparing. 

 

Text four included a LCQ which half the group answered adequately, the other 

respondents claimed not to have perceived  the grammatical factor (imperative 

form of the verb) of phrase ‗write to me immediately‟  in the text, which was the 
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main clue the students who answered successfully reported as the guide to give 

a correct response. 

 

Text five asked a GCQ which a relatively good percentage of students (58.3%) 

answered correctly. Those who did not, claimed to have confused the idea of  

what an informative text is  with an instructive one. 

 

Text six asked about the purpose of the text. Here, a bigger number of students 

(8) answered accurately; the rest , as in text five, confused informative with 

instructive.   

 

As a follow-up and preliminary nature-of-the-text-identification activity, on the one 

hand,  a great number of readers failed to recognize informative and instructive 

texts (33.3% and 8.3% correspondingly ). Students claimed the difference 

between them is slight. On the other,  descriptive and persuasive texts were 

easier to identify. Students (58.3%) asserted that the inclusion of adjectives and  

comparative words, as well as the implied encouragement to do something were 

the main cues which helped recognize such kinds of texts.  See Table 8 below  

for a  summary of  this  nature-of-the-text-identification activity. 

 

Reading  task No 2 

 

In this second task, students were asked to read a magazine article (see 

Appendix G). Most of the students (66.6%) answered the first question (GCQ) 
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correctly. Some of the sports related words influenced students‘ good response. 

A lack of familiarity or aversion to sports topics and  magazines was the main 

reason not to answer appropriately. The other questions (LCQ) were fairly well 

answered. Most of them (58.3%) mismatched the picture of the article (The 

Bronze Syndrome) with having health problems or getting a tan. The information 

appeared in the boxes was of help for most of the students (74.9%), but  the 

meaning of the vocabulary word (syndrome) was not correctly allocated (only 

33,3% answered well) due to the choice of the first entry (physical or mental 

problem) instead of the second (events, behaviour problem ),  being the most 

appropriate in this case. Contrary to this, it seemed that the prefix  re- : again   

(in  revamped ) was of help for most of the students ( 66.6%) to give a good 

answer on this item. Being ask to classify the text, the students  did  much better. 

See table 8 below. 

 

Reading task No 3 

 

This text enclosed two paragraphs. After reading, the students were asked the 

same  GCQ and LCQ.  In the first text, half the students answered the GCQ 

correctly. Those who gave a good answer argued that the main idea of any text 

is almost always at the beginning or at the end of it.  Surprisingly, all of the 

respondents gave a good answer when being asked to mention the supporting 

details in the same paragraph. The second text of  this reading task had more 

good responses (66.6%) to the GCQ,  and the same percentage in the LCQ. It 
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seemed that the repeated type of questioning might have facilitated the increase 

in the good answers to the GCQ‘s. Being asked to classify the text, the students  

did  much better. A considerate number ( 58.3%) related the texts with the 

previous texts (―The Black Plague” and  “The Battle of Stirling Bridge‖)  in task 

No 1 to decide on their  response. See table 8 below.   

 

Reading activity No 4 

 

This task  had two LCQ‘s, which most of the students (74.9% and 66.6% 

accordingly) answered well. The structure of  a problem-solution text helped 

them identify  both the problem and the solution straightforwardly.  Respondents 

stated that first logically goes the problem and then the solution.  Other aspects 

stated by the respondents included indicators of a text structure such as words to 

indicate the text structure of the upcoming passage, e.g., cause ,  can be useful 

in the battle for, and can fight noise by.  Being asked to classify the text, a big 

number of students (66.6%) answered well. See table 8 below.   

 

Reading task No 5 

 

This task included  two LCQ´s and a comprehension exercise,  which was well 

done by all the readers.  In the LCQ‘s,  students were asked to look for words 

that signaled time and order. The signal words for time, which emphasized the 

structure or organization of the  passage, but did not add content information, 
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were properly identified by a good number of students (58,3%). Those who did 

not respond accurately (41.6%) claimed to have matched time expressions only 

with numbers and not with expressions such as since the time, this time,  in 

which the signal word  time was enclosed there.  Similarly, they failed to 

distinguish whether  the word after referred to time or order; in the same way, 

they  wrongly assigned the time connotation to the word as  in the phrase as a 

boy, being used to describe when Napoleon  was a child.  In effect,  what may 

have confused them is the fact that  the word as  can be interchangeably used 

with while or when. Finally, it frequently happened that the readers failed to 

signal the different time and order words for they looked for complete sentences 

and not phrases. They claimed that if they segmented the sentences or phrases, 

such sentences or phrases would not have meaning, then. Being asked to 

classify the text, the same percentage of students  (58.3%) classified it correctly. 

They claimed to have compared it with other informative they had read before. 

See table 8 below.   

 

Reading task No 6 

 

This text  contained two LCQ‘s and a diagram to fill in with information from the 

same passage, which all the students answered correctly. In the first LCQ, only a 

few students (16.6%) answered properly . Those who did not give an accurate 

response failed to indicate the words signifying cause and effect; they  

underlined complete sentences, instead. Others signaled verbs, not expressions. 
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Most of them had no difficulty to distinguish very explicit words for cause and 

effect (cause, because), but failed to recognize others in which more deduction 

was somehow necessary (be a reason for, consequently, changing, contribute 

to, changes, brings, force). Being asked to classify the text, all of them 

responded  effectively. See table 8 below  

 

Reading task No 7 

 

This task had two LCQ‘s and a diagram to complete with information from the 

same text, which a big number of students (66.6%) answered correctly. Most of 

the respondents (74.9%) answered the LCQ‘s well. Those who did not give 

correct  answers, erroneously pointed out complete sentences,  not  words or 

phrases as indicated ; they did not differentiate between contrast and 

comparison; additionally, they claimed to have the idea of comparing as a fixed 

parallel structure. Again, very explicit words for contrast (in contrast) and 

comparison( adjective+er, similarly ) were signaled with no difficulty; those in 

which they had to deduct by some means (however, the same, resemble, as, 

both, also) were not pointed out in any way. Being asked to classify the text, 

most of them (74.9%) responded  effectively. See table 8 below.  

 

Reading task No 8   

 

This text  enclosed two LCQ‘s and a chart  to fill in with information from the 

same passage, which most of the students (83.3%) answered correctly.  Some 
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of the respondents (33.3%) answered the first LCQ well.  Those who did not 

respond appropriately had difficulties to distinguish  between words that 

indicated opinion themselves  and those which indicated  the writer‘s opinion 

indeed. Yet again, those who did not answered correctly, erroneously pointed out 

complete sentences,  not  words or phrases as indicated. Similarly, a big number 

of students (74.9%) did not  give a correct answer when being asked to classify 

the text. See table 8 below. 

 

Students‟ perception after being exposed to the different text-types and the factors 

that interfered with their comprehension. 

 

In this part of the study,  students were asked to answer  questionnaire 5 

(Appendix F) as  a guide  to explore and have a more accurate idea of those text 

features, in terms of text-topic and content, text genre, literary texts, and text 

organization, which seem to interfere with their comprehension. In looking at the 

text topic and content during the students‘  performance on the different tasks, 

some of them found task number 1, (particularly texts 2, which had a lot of passive 

forms, dates and historical names,   and number  3,  which included a lot of 

descriptive and comparative words,  and long sentences)  2 ( which was a text 

from a magazine that included complex vocabulary) and 3 ( which had a lot of 

historical names and dates) difficult to deal with. On the contrary, the readers 

considered task 5 more undemanding due mainly to the fact that such task 

contained concrete and informative facts about Napoleon‘s accomplishments, 
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which activated the respondents‘ schema or prior knowledge about the topic, and 

generated quite many mental images to visualize the information.  Finally, task 8 

appealed the readers as a result of the content of the text, whose readership was 

allegedly for young people, or  the fact that some of them  associated it  with a 

personal experience. 

 

Giving way to the text type and genre,  on the one hand, text number 3 in task 1 

seemed to be hard to deal with for the text contained an extract of a short story and 

readers claimed the need for some background information as to have a more 

general idea of its content, other than the way the text enclosed lots of  passive 

forms, both participle and gerund ones, uneasy vocabulary , and long sentences as 

mentioned above.  On the other, task 2 gave readers a hard time for it was a long 

text with lots of unknown words,   put in  long complicated sentences of a typical 

sports article, written for an informative purpose rather than an English  language 

teaching one. Although readers argued to like reading magazines, they did not 

have much  familiarity with the topic, fact which was influential on the resultant 

inadequate reading comprehension performance explained above. 

  

Concerning literary texts, some of the readers found particular difficulty in 

comprehending  the non-lineal writing style used by the writer. Besides, the 

bottom-up reading style which was perceived in early steps of this study led 

students to virtually  give literal meanings and interpretations  to the ideas exposed 

by the author. Mention must be made of the fact that even though the story 
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belonged to a particular culture and contained somehow complex vocabulary and 

long sentences, readers argued such detail did not interfere with the  global and 

local comprehension of the text itself nor their literary competence for the level of 

motivation and interest  the text aroused was to a certain extent higher in 

comparison with the rest of the tasks.  This assumption has supporters (Wade, 

1992; Hidi and Anderson, 1992) who hold that  interest and motivation effect 

comprehension of reading passages  of various difficulties.   

 

In reflecting on the organization of the texts, the readers found the texts in tasks 1 

(number 1), 4, and 5 particularly easy to read for number one,  for instance,  was a 

short extract, made up of short sentences and simple vocabulary;  the text in task 

number four  was a problem-solution text type, in which the problem was  

presented with very concise ideas,  followed by proposed solutions listed in bullets. 

Research findings suggest that the type of sentences which were difficult to 

understand included those in the tasks whose topics were not familiar, the 

vocabulary was challenging, there were lots of hyphenated words,  e.g., adjective 

plus modifying noun plus noun (full-time profession) or hyphenated modifier plus 

noun (tech-heavy discipline, grass-roots network); compound nouns,  and  long 

sentences having  the  participle and gerund passive forms.   

 

Alternatively,  those aspects which facilitated the comprehension of the texts 

included, to some extent,  the readers‘ ability to understand the different texts and 

to compare them with previous experiences, their skill to differentiate the types of 
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texts and their characteristics, and their capacity to recognize words and their 

function within  the texts. Finally, and concerning vocabulary, it had a great 

influence on the readers‘ broad comprehension of the different texts. The 

procedures to cope with such drawback included mainly  to stop the reading to look 

words up in the dictionary for there was the general believe that the meaning of a 

single word was vital to the global understanding of the ideas.  

 

Table 8: Follow-up and nature-of-the-text-identification activity. 

TEXT CLASSIFICATION IDENTIFIED DID NOT IDENTIFIED 

―The Black Plague‖ Informative 33.3% 66.6% 

―The Battle of Stirling Bridge‖ Informative 41.6% 58.3% 

―Marcus‖ Descriptive 58.3% 41.6% 

―Uma‖ Descriptive 66.6% 33.3% 

―The Letter‖ Persuasive 66.6% 33.3% 

―London Borough of Welard‖ Instructive 8.3% 91.6% 

―Wedding Directions‖ Instructive 8.3% 91.6% 

―The Bronze Syndrome‖ Informative 74.9% 24.9% 

―Queen Elizabeth I‖ Informative 58.3% 41.6% 

―Too Much Noise‖ Problem-solution 66.6% 33.3% 

―Napoleon‘s Accomplishments‖ Informative 66.6% 33.3% 

―Wood Storks‖ Cause-effect 100% 0% 

―Pyramids in Egypt‖ Comparison and Contrast 74.9% 24.9% 

―Should Students work?‖ Argumentative 24.9% 74.9% 

Source: Original 
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7. DISCUSSION AND CONCLUSIONS 

 

The focus of my study was to  analyze the way 10th grade students develop the 

process of reading when dealing with different texts types and determine the 

reading strategies  they use and  the contextual factors in terms of text types and 

text  features that interfere with the process. With this purpose in mind, the next 

step was to determine the research questions to guide my  research. The first 

question was intended to know  how  10th grade students at El Pinar school 

develop reading comprehension. The second was to analyze the  contextual  

factors in terms of text types and text features that interfere with  the process of 

reading comprehension. The third question was to gain insights of those reading  

strategies the students use when reading the different text types.  

  

With the use of a carefully and suitably planned methodology, in both theoretical 

and practical domains,  this study allowed me to gain some  insights about  the 

processing  style of  reading comprehension of 10th grade  students at  El Pinar 

school, to determine the contextual factors that interfere with the reading  

processing, and to identify and analyze the different reading strategies students 

use  when dealing with the different reading tasks. 

 

In relation with the study group, it was said that most of them have been at El Pinar 

school since kindergarten, their age average is 17, a few  of them  have had the 
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chance to travel  to an English speaking country, and, even though their level of 

English is heterogeneous, early research findings suggest that, in terms of reading 

comprehension,  a considerable number of them favor the use of a bottom-up 

approach. 

 

Findings and implications  related to research question 1 

 

The objective of the  first question was to know  how  10th grade students at El 

Pinar school develop reading comprehension. The findings after the analysis of the 

answers to the different reading tasks, the introspective and retrospective  

interviews,  and the application of survey questionnaires and observation sessions,  

show that the readers‘ general tendency is to follow  a bottom-up approach to 

reading, i.e., they emphasize on word recognition and  are perceived as being 

almost passive decoders of visual stimuli. 

   

This analysis reveals not only  the need to keep on developing readers‘ skill to  

convert the language on the text into the information it represents both rapidly and 

accurately; but also, and based on what the currently interactive models imply,  to 

develop readers‘ ability to relate new information to the relevant knowledge they 

already have to create a reasonable meaning for the text. 

 

In effect, readers‘ tendency to favor a bottom-up approach to reading was enriched 

by their automated dictionary dependence when dealing with unfamiliar lexis. 
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Dictionaries were  largely used during reading.  In effect, readers constantly 

stopped their task to look up words making fluent reading difficult.   Although most 

readers‘ believed that the understanding of the meanings of words was basic to 

comprehension,  it is also true that words have a number of potential rather than 

one fixed meaning  and,  in the vast majority of cases,  such disposition diminished 

either the chance to make inferences that go beyond the propositions explicitly 

stated in the text or the awareness of  a more accurate text reconstruction and 

implication.  

 

But surely all this shall set the foundations to improve both reading comprehension 

and understanding of word meaning through building background and establishing 

story and informational settings before assigning reading or employing immediate 

and replicated activities to clarify ideas; similarly, through dramatization and role 

playing or stressing reading to comprehend more than accurate word calling,  and 

directing questions so that readers are led to infer the meaning of words as they 

are employed in particular settings. 

 

Methodologically, the teacher‘s business shall entail to always be on alert and 

establish a problem-solving approach to teaching, to regularly assess each 

reader‘s progress in order to determine which aspects related to reading success 

are operant. Thus it should be necessary to question constantly whether lexical, 

syntactic or semantic knowledge constraints are interfering with learning to read 

and to make the required teaching adjustments. 
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Understood properly, it has been said that the overall goal of reading, however, is 

comprehension. In this sense, we must ensure, therefore, that we activate prior 

knowledge or build topic awareness before we actually assign reading. Developing 

a schemata for the text shall not only facilitate word recognition but also 

comprehension and recall. 

 

In very general terms,  a reasonable hypothesis shall consider, on the one hand,  a 

more increased  and shared understanding of the factors which influence reading 

performance including knowledge of textual limitations and the effect of the 

reader's prior experiences on inferencing behaviors.  And on the other,  our job is 

to be especially adjusted to students' language problems, to mismatches in any 

given text, and to the problem of introducing students to materials they might need 

or want to read in English and the uses normally made of these materials.  

 

Finally,  In both theoretical and practical domains,  it seems obvious that as 

teachers there is need to fine-tune instructional strategies and opportunities so that 

students' efforts to read to comprehend are facilitated significantly through a great 

deal of reading practice for the more a person reads, the easier the act becomes. 

 

Findings and implications  related to research question 2 

 

The objective of the  second question was to analyze the contextual  factors in 

terms of text types and text features that interfered with  the process of reading 
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comprehension.  Again,  the findings after the analysis of the answers to the 

different reading tasks, the introspective and retrospective  interviews,  and the 

application of survey questionnaires and observation sessions,  showed that  

readers‘ awareness and knowledge of text structure as somehow critical for 

reading comprehension was almost limited;  after being familiarized with detecting 

the organizational patterns or structures of texts,  students could observe how 

authors arrange ideas and determine which kinds of structures are used to 

interrelate ideas.  

 

Under these circumstances, and knowing the study group‘s preference for a 

bottom-up approach to reading,  and that research suggests that younger and less 

mature readers do not concentrate on textual features because they are not aware 

of the impact text structures have on learning,  readers had a slightly better 

performance when being asked to answer LCQ‘s (local comprehension questions) 

than GCQ‘s (global comprehension questions) possibly due to the fact that many 

language textbooks emphasize a product-driven approach  (answers to 

comprehension questions) and that while answering LCQ‘s,  some of the readers 

claimed to be more familiar with the reading purpose of finding specific details in 

informative and expository texts. Respondents asserted such texts were easier to 

follow, and  that they  have long been exposed to texts  in which the events are 

presented in natural chronological order, which have an informative title, and which 

present the information following an obvious organization.  
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Conversely, GCQ‘s, in which readers  were asked about  the topics and main ideas 

of text, had more ups and downs. The analysis reveals that it was due possibly to 

the fact that such types of questions implied more than word-by-word 

comprehension of the text, the readers‘ determination to enter the text from a top 

down (to attend to the overall meaning) instead of the bottom-up (focus on the 

words and phrases). Similarly,  the use of  reading strategies to maximize its 

comprehension, and the identification of  relevant and non-relevant information. To 

accomplish this goal, respondents shall be  expected to focus on the process of 

reading rather than on its product.  

 

Authors (Collins, 1994) argue that the reader must learn how to adapt reading 

behavior to specific tasks for each one requires a different process.  Being said 

that the group of study claimed to be more familiar  with finding answer to LCQ‘s 

seems to shed lights on respondents‘ weakness to differentiate the reading 

purpose with respect to their knowledge of, and ability to control, reading tasks. 

Methodologically,  the teacher‘s job shall include instruction on adapting reading 

behavior to specific tasks, and building  up the ability to accurately predict reader‘s 

performance on the task.  In theory, for young readers, this may be quite difficult at 

first, but with age and reading experience, they shall begin to pick up cues which 

give them information about how well they have performed. 

 

In reflecting on the influence that text features had on comprehension,  the study 

suggests that in terms of text-topic and content,  reading activities shall focus on a 
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previous exploration of  the respondents‘ familiarity with  the topic and content. The 

benefits of this procedure has its foundation on the fact that any misapplication of 

background knowledge due to cultural differences, for instance,  can create major 

comprehension difficulties. The teacher‘s business shall be to assess students' 

background knowledge of the topic and linguistic content of the text, as well as  to 

give students the background knowledge necessary for comprehension of the text, 

or activate the existing knowledge that the students possess. 

 

Drawing on the text genre influence, the study shows that  this particular aspect  

was the readers‘ Achilles' heel, i.e., their ability to identify the different text types 

was considerably fair, and  having made students aware of the type of text they 

were to read and the purpose(s) for reading,  was of great help.  The study shall 

also be the cornerstone to start giving importance to the differences between text 

types and,    consequently, it is stressed here that students shall need--at least--

instructional exposure to different types of text.  

 

Regarding literary texts, the reading process development  and comprehension of 

the short story ―The Landlady‖ by Roald Dahl was tested following the same 

procedure of analysis of the different components of  short stories the study group 

was accustomed to doing in Spanish and Literature classes.  Albeit the assumption 

that narrative texts or  short stories are easier to comprehend because of their 

predictable structure,  the non-lineal writing style used by Dahl and the bottom-up 

reading style prevalence made some of the readers find particular difficulty in 
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comprehending ―The Landlady‖ at first; besides,  the respondents asserted to have 

overcome such difficulty due to  elements (e.g., danger, death, as well as certain 

categories of events  such as surprise, personal relatedness,  and trickery) 

deliberately sought out because they were interesting to most of the readers, and 

what was interesting in the passages was coincidentally  important to the main 

idea, for instance. Research findings suggest that  even the study group claimed 

the task itself was difficult, its interest had the ability to outweigh task difficulty in 

terms of influence on task performance. Drawing from these results, then, a 

hypothesis shall be directed to think that interestingness of passage has a greater 

impact on reading comprehension than does reading difficulty level. Thus, the 

challenge for future research consists of giving an answer to this particular issue. 

 

Text organization shall also receive considerable attention for there were 

significant differences in  the respondents who could identify the different types of 

texts and the way in which they approached them. Accordingly,  the author has 

come to believe that differences between text types are so important for readers 

that they should be part of instruction for there are reading skills that cannot be 

taught in the context of stories and there are reading skills that cannot be taught in 

the context of exposition.   Consequently, it seems to be  important to attempt to 

use reading  expository materials on an equal balance with narrative materials in 

the language classroom, as well as developing students‘ sociolinguistic 

competence, i.e.,  how to recognize different types of text, how to make use of text 
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features in information text, how to assess information text in critical ways and how 

to make use of multiple sources of information. 

 

Findings and implications  related to research question 3 

 

The objective of the  third question was to gain insights of those reading  strategies 

the students use when reading the different text types.  Yet again,  the findings 

after the analysis of the answers to the different reading tasks, the introspective 

and retrospective  interviews,  and the application of survey questionnaires and 

observation sessions reveal that there is not an automatic—and expected-- 

transference of  the strategies they use when reading in their native language to 

reading in  English.   

 

Instead, a great number of respondents seem to think reading in English  means 

going word by word, stopping to look up every unknown vocabulary item, until they 

reach the end. While doing  this, they are relying exclusively on their linguistic 

knowledge, a bottom-up strategy.  

 

As mentioned above, reading comprehension is thus much more than decoding. 

Added to this is the idea that reading comprehension results when the reader 

knows which skills and strategies are appropriate for the type of text, and 

understands how to apply them to accomplish the reading purpose.  
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At the early stages of this research, particularly after the application of survey 

questionnaires and interviews, there was a need to inform  and raise students' 

awareness of the reading process first,  and reading strategies second while 

developing reading tasks due to the low levels of recall on this particular issue.  

This initial step led to a further amount of practice and use so strategies application 

could become more automatic, notwithstanding how desirable it might be for the 

study group.  

 

Oxford (1990) asserts strategy assessment  and training might be necessary to 

help learners become more aware of the strategies they are using and to evaluate 

the utility of those strategies. Moreover, The results obtained can be used for 

enhancing assessment, planning instruction, or conducting further classroom  

research. In this particular sense, a major challenge shall be to have the study 

group trained on setting up  the purpose(s) for reading and, depending on the type 

of text, determining  the specific knowledge, skills, and strategies to apply to 

achieve comprehension.  

 

Several comments shall help  sum up this study.  The research process itself in 

accordance with the theoretical background helped shed lights on the in progress 

informants‘ approach to reading, whose quality and development  needs to be 

improved in terms of  understanding  reading as a process or as a product 

depending on the task aim.  Whatever the purpose, it  shall also set the bases to 
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study the effect the students‘ awareness of such reading purpose(s) might have on 

their performance. 

 

Despite some early proposals on the convenience of the training, use and mastery  

of  suitable strategies when reading, it shall as well be good to develop more 

sensitive readers‘  to inconsistencies in text,  and explore the appropiacy of  the 

reading materials regarding students‘ language ability, interest,  and motivation; 

evenly, a classroom environment that supports the improvement of active reading 

for it  creates contexts that shall  satisfy the student's needs for curiosity, aesthetic 

involvement, challenge, competitiveness, and social exchange. Personally, the 

author believes the most central of these seems to be curiosity, the desire to know 

more about something. All students should have reading interests and preferences, 

and affording students opportunities to read according to their preferences may be  

motivating.  
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APPENDIXES 
       
 
APPENDIX A: SURVEY QUESTIONNAIRE FOR STUDENTS 
 
 
Survey questionnaire for students 
 
This set of questions is to determine whether you like to read,  and if so, why and 
what. Besides, the questions asked can help to plan and select material more 
appropriately for the level, interests and personality. The answers given are neither 
good nor bad. Answering every single question is very important, though. I 
appreciate your maximum of cooperation. 
 
 
A.  Reading habits and its value 

 
1. Do you like to read? 

 
Yes: ____ No: ____ Because  
____________________________________________________________ 

 
2. Do you think you are a good reader? 
 
Yes: ____ No: _____  Because  
____________________________________________________________ 
 
 
3. Mark YES or NO based on the statements below. 
 

ITEMS SÍ NO 

1. Me sumerjo en historias interesantes incluso si son en Inglés.    

2. Las lecturas difíciles me desmotivan.   

3.  Me gusta el desafío que representan las lecturas difíciles.   

4. No tengo deseos de leer textos en Inglés incluso si el contexto 
es interesante. 

  

5. No leería voluntariamente en Inglés a no ser que sea una tarea o 
un trabajo de la clase 

  

6. Al ser capaz de leer en Inglés, espero entender más a 
profundidad el estilo de vida y la cultura de los países de habla 
inglesa como EEUU e Inglaterra. 

  

7. El leer en Inglés hará de mi a una persona más informada y 
capaz.                   

  

8. Es aburrido leer en Inglés.   
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B. Reading competence 
 
1.  Do you find reading difficult? 
 
Yes: _____ No: _____ Because______________________________________ 
_______________________________________________________________ 
 
 
2. With what type of texts do you feel more confident when reading? 
 

a. ___ technical 
b. ___ adapted texts for teaching English as a foreign language. 
c. ___ scientific 
d. ___ magazines 
e. ___catalogs 
f. ___ academic 
g. ___ literary (short stories, novels, poems, etc) 
h. other: ___________________________________________________ 

 
Why? _________________________________________________________  
______________________________________________________________ 
 
3. When you meet a challenge or difficulty to understand, what do you do? 
______________________________________________________________ 
______________________________________________________________ 
 
4. Which of these strategies  do you think is the most effective to understand a text 
better?  
Write 1= more significant  ....10 = least significant 
 

a. ___ summarize 
b. ___ compare and contrast 
c. ___ summarize and make predictions 
d. ___ inferring 
e. ___ explore the vocabulary and idiomatic expressions 
f. ___ answering questions based on what you read 
g. ___ make diagrams to summarize what you read 
h. ___ answer false and true questions 
i. ___ explore the reading little by little 
j. ___ organize sentences based on what you read 
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5. Where would you classify yourself  considering reading? Circle the letter 
 
                                                                                
 
a. 
 
 
I can understand     
familiar  names, 
words and very 
simple sentences, 
for example on 
notices and 
posters or in 
catalogs 
 

b. 
 
I can read short, 
simple texts. I can 
find specific, 
predictable 
information in 
simple everyday 
materials such as 
ads, prospectuses, 
menus, timetables 
and I can 
understand short 
and simple 
personal letters.  

c.  
 
I can understand 
texts that consist 
Mainly of high 
frequency 
everyday  
language. I can 
understand the 
description of 
events, feelings 
and wishes in 
personal letters 
 

d. 
 
I can read articles 
and reports 
concerned with 
contemporary 
problems in which 
the writer adopt 
particular attitudes 
or points of view. I 
can understand 
literary prose.  
 

e.  
 
I can understand 
long and complex 
factual literary 
texts, appreciating 
distinctions of 
style. I can 
understand 
specialized articles 
and longer 
technical 
instructions, even 
when I do not 
know that field.   

f.  
 
I can read with 
ease virtually all 
forms of written 
language, 
including abstract, 
structurally or 
linguistically 
complex texts such 
as manuals, 
specialized articles 
and literary works.  
 

  
 
6.  What do you propose to improve reading comprehension? 
__________________________________________________________________
__________________________________________________________________ 
 
C. Reading attitude, interests, and motivation 
 
1. When reading, YOU ARE: 
 
a. ___ totally concentrated 
b. ___ little concentrated 
c. ___ positive 
d. ___ negative 
e. ___ constant 
f. ___ with ups and downs 
g. other: _____________________________________________________ 

 
2.  Read the statements below and put:  
 
     ++ for strong agreement 
     +   for  agreement 
      -    for disagreement  
      - -  for strong disagreement 
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ITEMS MARK 

 
Reading is one of my favorite pastimes.   

Reading is OK if there is nothing else to do. 

I only like reading in English if the language is made simple. 

I prefer short stories because I get bored/ tired easily. 

I do not like to give my opinion about what I‘ve read. 

I prefer one long story to several short stories. 

I do not like reading to have pictures. It is childish. 

Pictures help me to understand.  I like them. 

Reading is not fun. 

I read for fun/pleasure in my own language, but not in 

English.  

I have a desire to learn about the topics in the texts. 

I like to read about new things. 

I talk to my friends about what I am reading.  

I always do my reading work exactly as the teacher wants it. 

If the teacher discusses something interesting, I might read 

more about it. 

I like stories with interesting characters.  
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Appendix B: A Sample Format of Solé’s  Questionnaire 

 
Grupo de preguntas del cuestionario de Solé (1994) --Modificado  

 Antes de la lectura 

1. ¿Antes de la lectura, te preguntaste para qué ibas a 
leer?   

Sí No 

2. ¿ De los siguientes propósitos de lectura cuál crees que corresponde a tu caso? 

1. ____ Para aprender.  
2. ____ Para presentar una exposición. 
3. ____ Para practicar la lectura en voz alta.   
4. ____ Para obtener información precisa.  
5. ____ Para seguir instrucciones.  
6. ____ Para revisar un escrito.  
7. ____ Por placer.  
8. ____ Para demostrar que  he comprendido.  
9. ____ Otro. ¿Cuál? __________ 

3. ¿Te preguntaste qué sabías del texto que  ibas a leer? Sí No  

4. ¿Te preguntaste de qué se  trataba el texto?   

5. ¿Te preguntaste qué te decía  su estructura?     

 Durante la lectura 

1. ¿Formulaste hipótesis e hiciste predicciones sobre el texto? Sí No 

2. ¿Te formulaste preguntas sobre lo que estabas leyendo?  3.   

3. ¿Aclaraste posibles dudas acerca del texto?     

      4. ¿Resumiste el texto?      

      5. ¿Releíste  partes confusas?    

      6. ¿Consultaste el diccionario?    

      7. ¿Leíste  en voz alta?    

8. ¿Creaste imágenes mentales para visualizar descripciones 
vagas? 

  

      9. ¿Utilizaste alguna otra estrategia?    

 Después de la lectura y para lograr una mejor comprensión del texto 

1. ¿Hiciste resúmenes? Sí No 
2. ¿Formulaste   y respondiste preguntas?   

3. ¿Recontaste  el texto?    

4.  ¿Utilizaste  organizadores gráficos?   
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Appendix C: Sample of the Survey Questionnaire for Teachers 

 
 
SURVEY QUESTIONNAIRE FOR TEACHERS 
 
This set of questions is to explore the insights you have the reading skill.    
Besides, the questions asked can help to plan and select material more 
appropriately for the level, interests and personality. The answers given are neither 
good nor bad. Answering every single question is very important, though. I 
appreciate your maximum of cooperation. 
 
1. Do your students like to read?  
 
Yes: ___ No: ____ maybe because ___________________________________ 
 
  
2. What is the importance of  reading and how should it be taught and developed? 
_______________________________________________________________ 
 
 
3. Do you seem well-informed of your students‘ reading process? 
Yes: ___ No: ___ because  
_______________________________________________________________ 
 
4. Do you think you need more training in the way to teach the reading skill? 
Yes: ___ No: ___ because  
_______________________________________________________________ 
 
5. Do you see yourself as a good reader? Why? 
_______________________________________________________________ 
 
6. What reading strategies for comprehension  work better with your students?  
__________________________________________________________________
__________________________________________________________________ 
 
7. How do you support the development of such strategies? 
__________________________________________________________________
__________________________________________________________________ 
 
8.  Which activities do your students feel more confident with? 
__________________________________________________________________
__________________________________________________________________ 
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10. What do you think interferes with your students‘ reading comprehension? 
 

_________________________________________________________________________ 
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Appendix  D: Observation Instrument of  Cognitive Awareness of Reading 
Strategies  

 
Interviewer guide for reading strategies  

 

                 Frequency 
 

STRATEGY 1 2 3 4 5 

1. She attempts to understand 
the meanings of individual words.  

     

2. She questions the meaning of 
a word. 

     

3. She attempts to understand 
the meaning or structure of a 
clause or sentence.  
 

     

4. She questions meaning of a 
clause or sentence. 

     

5. She questions grammatical 
structures. 

     

6. She  translates from English 
into Spanish.  

     

Source (Modified): Assessing Students‘ Metacognitive Awareness of Reading Strategies 
Kouider Mokhtari and Carla A. Reichard 
Oklahoma State University 
Journal of Educational Psychology Copyright 2002 by the American Psychological 
Association, Inc. 2002, Vol. 94, No. 2, 249–259 0022-0663/02/$5.00 DOI: 10.1037//0022-
0663.94.2.249 

 
* 1: never or almost never, 2: only occasionally,  3: sometimes,  4: usually,  5: always or 
almost always 
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Appendix  E: Metacognitive Awareness of Reading Strategies 
Inventory (MARSI) Survey Questionnaire.(Adapted) 
  

Interviewer guide for reading strategies  
 

             Frequency 

STRATEGY 1 2 3 4 5 

1.  Has a purpose in mind when she  reads.      

2.  Thinks about what she knows to help 
her understand what she‘s  reading.  

     

3.  Previews the text to see what it‘s about 
before reading it.  

     

4.  Writes summaries to reflect on key ideas 
in the text.  

     

5.  Think about whether the content of the 
text fits her  purpose.  

     

6.  Reads slowly but carefully to be sure 
she understands what she‘s reading.  

     

7. Skims the text first by noting 
characteristics like length and organization.  

     

8.  Tries to get back on track when she  
loses concentration.  

     

9.  Adjusts her reading speed according to 
what she‘s  reading.  

     

10. Decides what to read closely and what 
to ignore  

     

11. When text becomes difficult,  begins to 
pay closer attention to what she reading.  

     

12. Uses tables, figures, and pictures in text 
to increase her understanding.  

     

13. Stops from time to time to think about 
what she‘s reading.  

     

14. Uses  context clues to help her better 
understand what she‘s reading. 

     

15. Tries to picture or visualize information 
to help her remember what she‘s reading.  

     

16.  Uses typographical aids like boldface 
type and italics to identify key information.  

     

17.  Critically analyzes and evaluates the 
information presented in the text.  

     

18.  Checks my understanding when she 
comes across conflicting information.  

     

19.  Tries to guess what the text is about 
when reading.  

     

20. When text becomes difficult,  rereads to 
increase her understanding.  
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21.  Asks herself questions she likes to 
have answered in the text.  

     

22.  Checks to see if her guesses about the 
text are right or wrong. 

     

23.  Try to guess the meaning of unknown 
words or phrases. 

     

Source (Modified): Assessing Students‘ Metacognitive Awareness of Reading Strategies 
Kouider Mokhtari and Carla A. Reichard 
Oklahoma State University 
Journal of Educational Psychology Copyright 2002 by the American Psychological 
Association, Inc. 2002, Vol. 94, No. 2, 249–259  

 
* 1: never or almost never, 2: only occasionally,  3: sometimes,  4: usually,  5: always or 
almost always 
 



 148 

Appendix F:  Text-Types and Text Structure Questionnaire  
 

El objetivo del siguiente cuestionario es explorar algunos aspectos relacionados 
con la estructura y organización de los diferentes textos  la manera como  los 
mismos pudieron influenciar tu comprensión. No hay respuestas buenas ni malas. 
Responde de la manera más sincera y clara posible. Gracias. 
 
 Text topic and content  

 
1. ¿Qué texto fue más difícil de entender? ¿ ¿Por qué? 
2. ¿Qué texto fue más fácil de entender? ¿ ¿Por qué? 
3. ¿ Cuál te produjo más imágenes visuales?  ¿Por qué? 
4. ¿Cuál fue el más interesante?  ¿Por qué? 

 
 Text- type (genre) 

 
1. ¿Te causó dificultad algún texto por la forma como está escrito? ¿Cuál? 
2. ¿Cuál(es) de los temas desarrollados en los textos te era más familiar? 

¿Cuál(es) no? 
3.   ¿Cómo influyó en tu comprensión esa familiaridad,  o no,  del tema? 

 
 Literary texts  

 
1. Los textos literarios son difíciles por: 
 

a) No tener un orden lineal de los hechos narrados. 
b) Las múltiples interpretaciones que se pueden hacer de las ideas expresadas. 
c) El lenguaje es más amplio y complejo 
d) Tu competencia literaria es baja. 
e) Pertenecen a una cultura específica. 

 
 Text organization 

 
1. ¿Qué texto(s) leíste con más rapidez? ¿Por qué? 
2. Da ejemplo(s) de oración(es) en los textos que te creó (crearon) dificultad para 

entenderla(s). Diga por qué.    
3. ¿Cuál(es) de estos aspectos te facilitó más la comprensión de los diferentes 

textos: 
a) El contenido y tu capacidad de compararlo con experiencias previas. 
b) Tu capacidad para distinguir los diferentes tipos de textos y los 

elementos de su estructura que los caracterizan. 
c) Tu capacidad para reconocer las palabras y como funcionan en el texto. 
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Appendix G: Texts for the Reading tasks 
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Appendix H: Tapescript   for retrospective/introspective interviews. 

Interview 1: The Reading Process 

Teacher (T): ¿Qué es leer? 
 Student 1 (S1): Mi concepto de leer está ligado a mi concepto de escribir. Porque yo pienso que 
leer es plasmar en el papel lo que yo pienso o siento...bueno, el autor...entoces cuando una 
persona va a leerlo...está...está leyendo lo que el autor sabe o piensa acerca de ese tema. 
Entonces, cuando yo leo, me estoy como imaginando todo lo que la otra persona quiere 
escribir...bueno yo lo veo así. 
S2: Para mi leer es como una forma de informarse, a la vez de ocupar un rato del tiempo que uno 
tiene libre. 
S3: Es enriquecer tu intelecto, tu cultura general, tu conocimiento. 
S4: Es una forma d adquirir información, de aprender, usando nuestra imaginación, usando la 
mente, nuestras propias ideas y formas de percibir las cosas, para entender lo que cada texto nos 
está diciendo. 
S5: Cuando empiezo a leer...eh...voy descifrando las palabras, las frases...es decir, las oraciones,  
que hay allí... en el texto. Así voy...hasta que me dan una idea para relacionarla con la siguiente en 
el mismo escrito‖ Leer es eso descifrar las palabras, fases, oraciones, textos, etc. que me dan una 
idea para relacionarla con la siguiente en un escrito. 
S6: Es una forma de pender, de aprender, de mejorar. 
S7: Leer es comprender lo que está escrito. 
S8: Leer es comprender un texto, es aprender lo que éste te informa, es una de las diferentes 
maneras de informarte. 
S9: Leer es comprender un idea que se expresa en una o varias oraciones. 
S10: Leer es comprender. 
S11: Leer es educarse.  Ya sea obteniendo información o hacer crecer nuestra imaginación. 
S12: Es la acción que ejercemos cuando tratamos de comprender un texto.  
 
T : Cuando lees, ¿Qué haces para comprender? 
 
S1: Bueno...primero empiezo con el título,,,el título me da una idea como muy general de lo que 
está hablando...eh, luego leo, párrafo por párrafo y como analizo o saco como un resumen de lo 
que en ese pedazo...eh en el párrafo de ese texto me están hablando, lo leo hasta el final, y si 
tiene, por ejemplo 3 párrafos, saco la idea principal de cada párrafo, los junto y saco como un 
resumen para mi comprensión, luego lo relaciono con el título para ver que tanto tenía que ver con 
el texto, pues y después saco como mis ideas, mi opinión acerca de lo que leí. 
S2: Eh...pues lo que voy entendiendo lo busco en el diccionario y el...si... sigo leyendo...digamos 
que no entendí una parte, sigo leyendo, pues con lo que siga leyendo, pues deduzco lo que leí 
primero, también. 
S3: Leo otra vez, hago resúmenes, lo relaciono con otras informaciones en otros textos, o pregunto 
a alguien, busco en Internet. 
S4: Subrayo, pregunto qué significa, tal vez una palabra que no conozco, leo varias veces, hablo 
sobre lo que he leído. 
S5: Imagino en mi mente cada situación que me describe el texto para así tener una gran 
comprensión. 
S6: Primero que todo, tengo un diccionario a la mano por si no entiendo alguna palabra. Luego voy 
leyendo, releo y hago un resumen. 
S7: Vuelvo a leer y si no conozco alguna palabra, consulto con alguien que sepa,  o el diccionario. 
S8: Busco las palabras desconocidas, subrayo ideas confusas, leo más de una vez, busco un fin 
del porqué del texto. 
S9: Imagino la historia que estoy leyendo, y si es una novela o historia anoto los personajes y su 
relación con el protagonista. 
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S10: Leo atentamente y vuelvo a leer ese pedazo que no entendí. 
S11: Trato de imaginarme lo que estoy leyendo, y cuando no entiendo, vuelvo a  leer ese pedazo. 
S12: Me imagino lo que leo en mi mente y analizo lo que me dicen. 
 
T: ¿Te fijas en palabras en particular? 
S1: Sí, sobretodo si hay alguna que me cueste trabajo entenderla. 
S2: Sí, en las palabras que no sé cuáles son, sí. A veces me fijo en ellas y las busco en el 
diccionario. 
S3: Claro, especialmente en las resaltadas. 
S4: Sí en las que no entiendo, y en las que me llaman la atención por ser complejas, aunque ya 
conozca su significado en la lectura. 
S5: Sí, me fijo en aquellas que para mi son nuevas y en aquellas que son utilizadas con poca 
frecuencia, luego las busco en el diccionario. 
S6: Sí, para tener una mejor comprensión, ya que si no las sé, las busco. 
S7: Sí porque hay algunas que no conozco, las consulto con alguien que las conozca o en el 
diccionario. 
S8: Sí, cuando no las entiendo, o palabras que pensé que no podría utilizar y en las que me podrán 
ayudar más adelante a la hora de hablar o escribir. 
S9: Sí,  en la que no entiendo porque a veces no dejan comprender la idea y entonces cojo el 
diccionario y las busco. 
S10: Sí porque a veces hay palabras sobre las cuales no sé su significado, entonces las busco en 
el diccionario. 
S11: No, porque trato de leer el texto completo y trato de comprender la idea. 
S12: Sí, las que no entiendo. 
 
T: ¿Qué estrategias usas para lograr una mejor comprensión? 
 
S1: Bueno...principalmente hago un resumen del texto, no creo...o sea, la verdad es que yo no 
haría diagramas o ninguna otra forma...simplemente saco un pequeño resuman de lo que voy a 
decir, de lo que... perdón!, de lo que saqué como conclusión, y...eh...lo escribo para entenderlo 
mejor. 
S2: Pues...utilizo el diccionario..es lo principal que utilizo, y si no...pregunto a una persona. 
S3: Bueno, hablo conmigo misma en voz alta, conversar conmigo misma, relacionar con otras 
cosas que ya sé o textos que ya he leído. 
S4: Subrayar para después volver a leer y no olvidar aquellas ideas que me parecieron más 
importantes, también explico oralmente lo que acabo de leer.   
S5: Me imagino la  situación que me describen y analizo con más  detalle aquello que se me 
dificulta comprender. 
S6: Hacer resumen, buscar palabra que no entiendo. 
S7: Vuelvo a leer y resalto las palabras no conocidas. 
S8: Subrayo las ideas principales e intento resumir el texto. 
S9: Leo antes de ir a dormir, por eso para comprender tengo diccionario y una buena luz 
enfocando el libro. Me relajo e imagino lo que estoy leyendo. Si son textos informativos, o que no 
sean historias o novelas, subrayo las ideas principales. 
S10: Por ejemplo hago resúmenes, leo todo el texto dos veces, subrayo, hago comparaciones, etc. 
S11: Imagino lo que leo, vuelvo a leer lo que no entiendo y busco en  el diccionario las palabras 
que no entiendo. 
S12: me imagino lo que leo, en mi mente, y trato de buscarle cosas similares a lo que me dicen, 
pueden ser hechos históricos, etc. 
 
T: ¿Cuáles son las estrategias que más te funcionan? 
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S1: Creo que cuando leo y vuelvo a leer. Cuando leo una segunda vez., me queda mucho más 
claro...pero siempre que leo una segunda vez es porque antes ya había sacado otras ideas 
principales. 
S2: La que te dije. 
S3: La que te comenté ahorita. 
S4: Explicar oralmente lo que acabo de leer, así me doy cuenta de todas las ideas que me habían 
quedado erróneas e incompletas, y las clarifico.  
S5: Imaginar la situación que estoy leyendo. 
S6: Hacer resumen. 
S7: Volver a leer, y si puedo yo misma, saco el significado de las palabras desconocidas. 
S8: La de encontrar las ideas principales y buscar las palabras que no conozco, y las busco en el 
diccionario. 
S9: Las anteriores son las que más uso, las dos. 
S10: El resumen y volver a leer el texto. 
S11: Imaginar lo que estoy leyendo. 
S12: Imaginarme lo que dicen. 
 
T: ¿Crees que los diferente tipos de textos afectan tu comprensión?  
 
S1: Pues, sí...para mí creo que es importante cuando se cambia de una manera de escribir a 
otra...adaptarse a lo que ...eh a la forma que te están escribiendo porque no es lo mismo que te 
hablen de un texto informativo, que en una novela...que es, pues, más de entretenimiento, yo lo 
asumo así. Si leo un texto de historia, lo tengo que leer más despacio para ubicarme en los 
espacios de tiempo...novela te ubicas en la narra... en la acción que  están cometiendo (sic) 
haciendo lo personajes...y te ubicas como en la historia...son diferentes maneras de asumir cada 
lectura...que creo que tengo que asumir cuando voy a leer. 
S2:Sí, depende. Digamos que es un texto sobre Sociales o un texto sobre alguna otra cosa, un 
libro de acción o alguna cosa, lógicamente el de Sociales va a ser un poco más difícil de 
comprender que el otro, por los hechos históricos y todo eso. 
S3: No, es más lo complementan. 
S4: Sí porque son diferentes, y es más difícil para mí leer un texto de comprensión a uno 
descriptivo o argumentativo. 
S5: No. Pienso que incrementan mi comprensión porque estoy tratando con los textos y ellos 
habilitan mis capacidades para poder leer con más facilidad.  
S6: No porque fuera cualquier texto, e busca la forma de entender. 
S7: No porque estoy acostumbrada a leer cualquier tipo de texto. 
S8: No. Pienso que es lo mismo, en algunos casos se expresan diferente, pero siempre busco el 
poder comprender. 
S9: Creo que los diferentes tipos de texto afectan mi comprensión. Claro porque si el texto es 
informativo, narrado, sea que trate de Economía o Historia, son diferentes temas y enfoques 
diferentes por parte del autor. 
S10: No porque estoy acostumbrada a leer texto de toda clase. 
S11: No porque d igual manera en todos los tipos de textos utilizo las estrategias anteriores para 
lograr comprender.  
S12: No, para nada, al contrario, me ayudan a empaparme de las diferentes cosas que existen. 
 

 
Introspective Interview 2: Strategies  
 
T: Estas son las actividades de comprensión de lectura que van a desarrollar. Pueden hacer 
preguntas libremente o comentar lo que deseen. 
S: ¿Cuántas son? 
T: Varias, pero no las van a hacer todas de una vez, o.k? 
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S: ¿Por qué?  
T: Bueno algunas podrán hacerlas todas, depende de la capacidad individual para realizarlas, 
algunos textos  son largos, otros son más cortas.  
 
Tiempo después... 
 
T: ¿Qué pasó?  
S: Es que no sé esta palabra...y...me cuesta trabajo. 
T: ¿Por qué te detienes?   
S: Es que no puedo seguir...ya trate de adivinar el significado...no creo que sea ese porque no 
entiendo. 
T: ¿ Siempre te detienes? 
S. Bueno...  sí..  algunas  veces trato con el contexto...es lo que generalmente hago... pero 
no...ahora  tengo que buscar el diccionario para mirar que quiere decir . 
 
Tiempo después... 
 
S1: Mira...este va a ser   de ‗natación‘ seguro... mira la vieja en la piscina. 
S2: Yo voy por otra...esa está muy larga. 
S1: Ay...no, no, no...es de los ‗juegos Olímpicos‘.  
 
Tiempo después... 
 
S: Teacher! 
T: Dime... 
S: Teacher! ...¿usted sabía que las pirámides de Egipto no son así tan triangular cuando está 
cerca?...se ven como un poco de piedras ahí. 
 
Tiempo después... 
 
S: Profe...Esta palabra (wood stork) está por todos lados y no sé que significa...no aparece en el 
diccionario. 
T: Trata con el contexto, ok? 
 
Tiempo después... 
 
S1: Ah...¿entonces era que se estaba comparando y por eso se sentía mal?, a lo mejor. 
S2: Yo creo que también es comparativo, es lo mismo. 
 
Tiempo después... 
 
S: ‗Napoleón‘ era bien bajito ah? ...seguro es de Historia...¿te acuerdas con Minerva (Profesora de 
Historia y Geografía) lo vimos?   
Tiempo después... 
 
S1: Aquí hay otra diferencia...que...que creo es importante. ¿Cuantas llevas tú? 
S2 Varias,  no las he contado. 
 

Interview 3: Text types 

A. Text topic and content 

T: ¿Qué texto fue más difícil de entender? ¿ ¿Por qué? 



 169 

 
S1: ―The Bronze Syndrome‖ porque tenía algunas palabras y frases difíciles. 
S2: El #2 por su complejidad. 
S3: El # 3 porque había palabras que no entendía. 
S4: En el #2 porque había palabras no conocidas. 
S5: El texto 3 porque tuve que leerlo varias veces para entenderlo 
S6: El texto #3 de la Actividad 1 porque había muchas palabras desconocidas. 
S7: El de la Actividad 2 porque tenía muchas palabras desconocidas. 
S8: En la Actividad 1, el 3; el de la Actividad 2. En la primera por la manera en la que se 
expresaban era un poco desconocida para mí y  tenía que interpretar mejor.  
S9: El texto 2 porque había palabras que no entendía. 
S10: De la Actividad 1, el 3 porque me confundía mucho cuando hablaba de ―Marcus‖. 
S11: No pude entender bien el de ―Uma‖ y ―Marcus‖...las frases eran muy largas y no entendía. 
S12: Me costó un poquito de dificultad ―The Bronze Síndrome‖... era muy largo. 

 
T: ¿Qué texto fue más fácil de entender?  ¿Por qué? 
 
S1: El del matrimonio y el del clarividente...porque describe en uno y en el otro invita. 
S2: El #5 porque es una historia y para mí es más fácil de entender. 
S3: El #5 porque el vocabulario no era difícil...me sabía todas las palabras y tenía conocimiento 
sobre la historia. 
S4: El # 5 porque era cortico y las palabras las conocía. 
S5: El 5 porque la forma en que transmiten el mensaje es accesible para entender 
S6: El de ―Napoleón” porque tenía idea de la historia de él. 
S7: El de la Actividad 5 porque tenía palabras conocidas. 
S8: El de la 5, se me facilitó la comprensión en esta texto y fue rápido de realizar la actividad. 
S9: El texto 5 porque era un lenguaje comprensible. 
S10: El texto 8 porque es algo en lo que uno convive, ya que por lo menos a veces Yo trabajo 
medio tiempo y fue para mí el más fácil de entender. 
S11: El de ―Napoleón‖...porque en clase con la profesora de Historia vimos algo de eso. 
S12: Creo que el #5 era fácil...bueno a mí me pareció. 
 
T:  ¿ Cuál te produjo más imágenes visuales?  ¿Por qué? 
 
S1: El texto 5 creo...no sé...me imaginé esa época. 
S2:El #5 porque es una historia que ya pasó y la cuentan sin rodeos. 
S3: El #1 de la Actividad 1 porque era breve. 
S4: El #5 porque era muy conciso. 
S5: El texto # 8 
S6: El texto 6...el de la aves porque hablaban sencillo. 
S7: La Actividad 5 
S8: En la Actividad 1, el 3; En la 5 y la 8. 
S9: El 3 de la Actividad 1 porque era sencillo 
S10: El 5 de la Actividad 1; la 5 y la 8 
S11: El de ―Queen Elizabeth‖ por la historia. 
S12: El de la aves...me las imaginé volando. 
 
T:  ¿Cuál fue el más interesante?  ¿Por qué? 
 
S1: El #3 de la Actividad 1 porque describían y comparaban mucho. 
S2:El #2 porque aprendí de ese texto. 
S3: El # 5... 
S4: El # 7... 
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S5: El # 6 
S6: El de las aves, también. 
S7: La 5  
S8: El de la 8 
S9: El de la 7 
S10: El 8 
S11: Casi todos me gustaron...pero me gustó más el de Napoleón...me gusta la Historia. 

 
B. Text- type (genre) 

T: ¿Te causó dificultad algún texto por la forma como está escrito? ¿Cuál? 
 
S1: Sí, ―The Bronze Síndrome‖; el de la Actividad 2 y 3; el de ―Queen Elizabeth‖, por el nivel de 
Inglés. 
S2: El #2 
S3: Sí, el de la Actividad 2 
S4: Sí, el # 2 
S5: El  3 de la Actividad # 1 porque tenía palabras a las que yo no entendía s u significado. 
S6: Sí el de ―Marcus‖  y el de ―Bronze Síndrome‖. 
S7: El de la Actividad 2 
S8. La Actividad 6  
S9: Ninguno 
S10: El 3 de la Actividad 1 
S11: El #3...era como enredado. 
S12: El de ―Bronze Síndrome‖ . 
 
T: ¿Cuál(es) de los temas desarrollados en los textos te era más familiar? ¿Cuál(es) no? 
 
S1: De la actividad 1, el # 6, el de la Actividad, ―Napoleón‖, el de la Actividad 8, 7, 4...casi 
todos...‖The Landlady‖ era muy largo y difícil...la Actividad 2 y 3. 
S2: El #5 de la Actividad 1 
S3: El #5 de la Actividad 1 
S4: El #5, el #2 y el # 6 
S5: El  de la Actividad 4 y 8 
S6: El de Napoleón y el de las Pirámides...no me era conocido el de ―Marcus‖, el de las aves y el 
de ― Ema‖ 
S7. El de la  Actividad 5 y 6 
S8: El de la Actividad 5, 3, la 6, los textos 2 y 3 de la 1. 
S9: Los textos 1, 2, 5, 7. 
S10: Casi todos... no me eran familiares el 4 y 6 
S11: El de Napoleón...lo vimos en Historia. 
S12: El de las ―Pyramids‖...Yo vi un video de eso en Discovery Channel.  
 
T: ¿Cómo influyó en tu comprensión esa familiaridad,  o no,  del tema? 

 
S1: Bueno...me ayudó porque entonces sabía algo...sabía más o menos de lo que hablaba. 
S2:  Sí influyó... 
S3: Sí influyó porque iba recordando cosas... 
S4: Las cosas que decía...se me hizo más fácil... 
S5: Bueno...pude asociar lo que ya sabía con lo que el texto decía. 
S6: Sí influyo mucho... 
S7: Me ayudó a entenderlo mejor. 
S8: En algunos casos era más difícil responder sino sabía nada al respecto. 
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S9: Sí me ayudó bastante. 
S10 me ayudó a entender mejor el texto. 
S11: Es que ya lo había visto y me fue más fácil...Yo sabía algo y pude comprender mejor. 
S12: No sé...  me eran familiares las cosas que se decían en el texto me iba imaginando... 

 
C. Literary texts  

T: El  texto ―The Landlady‖ fue difícil por... 
 

Student 1 2 3 4 5 6 7 8 9 10  11 12 

No tener un orden 
lineal de los hechos 
narrados. 

No No No Sí No Sí Sí No No No No NO 

Las múltiples 
interpretaciones que 
se pueden hacer de 
las ideas 
expresadas. 

Sí Sí Sí Sí No Sí Sí Sí Sí Sí Sí Sí 

El lenguaje es más 
amplio y complejo 

No Sí No Sí No Sí No No Sí No No Sí 

Tu competencia 
literaria es baja. 
 

Sí No Sí No Sí No No No No No No No 

Pertenecen a una 
cultura específica. 

No No No No No No No No No No No No 

Otro No No No No Sí No No Sí No No No No 
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D. Text organization 

 
T: ¿Qué texto(s) leíste con más rapidez? ¿Por qué? 

 
S1: Los de las Actividades 4,5,7, bueno...todos estaban fáciles para mí. 
S2: El #4 y 5 
S3: El 1 de la Actividad 1; el de la Actividad5 y 6 
S4: El #5 
S5: El 4 y 5 
S6: El de Napoleón, el de las aves y el, de ―Queen Elizabeth‖. 
S7: En la Actividad 1, el 3 
S8: De la Actividad 1, casi todos... el 1, 2, 4, 6, 3; el de la Actividad 4 y la 8  
S9: El 5 
S10: Todos los de la Actividad 1, menos 3. 
S11: Los más cortos... todos los de la Actividad 1. 
S12: El de Napoleón lo leí rápido... el de las Pirámides también. 

 
T: Da ejemplo(s) de oración(es) en los textos que te creó (crearon) dificultad para entenderla(s). 
Diga por qué.  
   
S1: En la Actividad 5 y la 6 porque no sabía el significado, pero me di cuenta por lo que seguía. 
S2: Ninguna 
S3: En las Actividades 6,7 y 8. 
S4: En el # 3 de la actividad 1 
S5: El la Actividad 1, el #3 
S6: En la actividad 1, el texto 3,  había varias... 
S7: En  la Actividad 2 hubo varias... 
S8: Las de la Actividad 6 porque no sabía mucho del tema 
S9: Algunas del texto 3 de la Actividad 1 
S10: Algunas de ―Marcus‖ porque no sabía el significado en Español. 
S11: Las del texto 3 en la Actividad 1 eran pesadas...eran como muy largas y no las entendí muy 
bien. 
S12: Las de ―Bronze Síndrome” eran largas y el vocabulario no me lo sabía mucho. 

 
T: ¿Cuál(es) de estos aspectos te facilitó más la comprensión de los diferentes textos: 

 

Student 1 2 3 4 5 6 7 8 9 10 11 12 

El contenido y tu capacidad 
de compararlo con 
experiencias previas 

                     

Tu capacidad para distinguir 
los diferentes tipos de textos 
y los elementos de su 
estructura que los 
caracterizan. 

                     

Tu capacidad para reconocer 
las palabras y como 
funcionan en el texto. 

                     

 


