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STATEM'ENT OF PURFOSE

Reading in a foreign languuge ie an acAtivity which is
both necessary and advantageous to students at the Univer-
sity level in Mexico. It is our intention in this thesis
to0 exanmine what ie involved for these students in the pro-—
coess of reading and leayning to read in both their native
langusge and & foreign language. In this respect, we will
concentrate in some .det‘ail on the aspects of remding in
first and foreign languages, giving our attention to the
exploration of studente' varying and unigue strateglies for
learning with special emphaeis on the reading process. In
doing so, we wWill direct our considerutions towards the de-—
sign and ultimate implo_mntation of course materials suited
t0 our students® needs and learning strategies.

The reading process in itself has had to change concom=
mitent to changes which have taken place in the very need of
our etudents for reading. In th_e past, the students' reading
activities mainly reflected 2 humanistiec concern. In contrst,
the University student of today in Mexico is faced with & world
in which his educational experience not only smphamizes but
almo demands the procuring and immediate processing of infor-
mation to meet diverse academje requirements, Thess can and
do vary among different Univeraity cereers, The diversity of
such reguirements has determined to & large extent our role as
materials developers, in particular the way in which we Btudy
our situdent population with the purpcase of developing the
kinde of courses most appropriate %o them.

In the "“Faculted de Pilosoffa y Letras" of the “Univer-
sidad Nacionsl Auténome de México™, students sre reprecente-
tive of thirteen different caresers, each implying varying
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academic needs and requirements related to reading in e

foreign langunge.® ‘'hat is epparent, nonetheless, is that

8 reading skill is no% only required of the studente by the
University suthorities, but also reflects the students?

daily needs, #8 csn be seen in the biblicgraphy for which
they are responsible in thelr clesses. It is our purpotsie

in this thesis to demonstrote how this very apparent need

has affected our studentsa' interests and motivation regarding
learning how to read in a foreign lengutge. Wa further wish
to indicate oome of the means by which we will implement mate—
rialep complementary to our students® interests and motivation.,

Traditionally, reading is one of the four skills and
some practices in its teaching may, indeed, prove uaemi.

Ws will illustrete those aspects in traditional foreign lan-
guage teaching methods which lend themselvea to the teaching
of reading in a foreign language. Nevertheless, we strongly
believe that the teaching of reading in a foreign language
cannot, by any means, be mot entirely through the use of
traditionsl mathodology. RAther, a tentative model mpplicable
to our students® situation should take into account different
approaches to reading. '

In this light, we will present and analyze the current
theories and methods developed by reading specimlists which
wa feel have direct bearing on our students' leayning proces-
6ea ag well &8 needs. These epecialiste l}ava studied the -
procees 0f reading, placing special stress on reading for in-
formation, an empheasis which we have found to be highly use-
ful in termms of our students' needs. The theories developed
by these reading specislists, we bellieve, will play an impor-
tant role in the development of our learning and teaching model.

+ For a detailed overview of some of the ctudenits* needs for
English in the Pacultad de Pilosoff{s y Letras, consult the

B. A. Thesis presented by laure Consuelo Cap, mentioned in
t+he bivliograthy.
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Finally, it is our intention to reach conclusions about
treditionnal and current methods of teaching reading in s
foreign language, thereby suggesting some specific solutions
to problems we will have encountered in our analysis of
methodology and praoctice regarding the teaching of reading.
Such theoretical and prectical considerations are, by their
very nature, inseparable from the recommendations to be mads
regarding the tea&hing alnd learning of reading.

Thue, we believe that recommendations related to the
teaching of reading are of the utmost importance. For we
cannot isolate reading from our studentst academic prepara-—
tion which must, implicitly, reflect real demands placed on
them by today*s very scientifically oriented and ever-changing
world. fThe constent need for informntion thet can be Aacquired
only via written texts in foreign languages, places enormous
consitraints on Mexican students and indirectly on their teach-
ers as woll. To carry out our role as tesachers, it is of ungquem-
ticnable importance that we understand not only the conatraints
Placed on our étudanta, tut also the meens we have at our dis-
poeal 4o work arocound these constrainte B0 that they can'Opemta
in both our and our students* mutusl benefit and favor.

one of these means, and we feel by far the overriding
one, available to us is that of the materials developer. PFor
it is mainly through the eyes of the materials developer that
we can look and thereby serutinize the nature both of our
students ' nceds and of thelr lenrning procesces. With the
understending obtained from & carseful study of thece two
agpects, and further, from their proeticel implementation
in the pguise of course design, we can then feel much more
sepure in our role s teachers., Yor then and only then,
will we be squipped to work with students directly affected
by plobal chunges ipn the mature of their own education.



Definition of Terms not Defined Within the Text Itsel&*

Coherence - in attempting to define ccherence, Morrow infers
that coherence is related to the fulfillment of
2 specific rhetorical act in a given pituation.
(Morrow, 1977, 14)

" Cohesion - is bagically a matter of grammatical links which
operate between sentences. (Morrow, 1977, 131).

Comprehenaion - "[iﬂ may be regarded as reluating what we at-
tend to in the world around us ~the visual in-
formation of print in the emse of reading- to
what we already have in our heads®, (Smith,
1982, 53). It can also be regorded as the
axtraction of meaning from text - as the re-
duction of uneertainty. (Smith, 1982, 185)

Dacode - ni{esp) device for transleting data from one code to
another. (Hormby, 1975, 226).

Dipcourse — im used to refsr to & text where each proposition’
hap a specific value (usme) therein, and where both -
cohesion (grammatical links) end coherence (the
fulfillment of & rhetoric function) are present,
{Extract from Widdowson, 1978, 22-54).

Easification - it is a learning stretegy which helps the
learmer to simplify the text for himself.
(Pathia, 1978, 45)

Empiric - relying on obaesrvation and experiment, not on theory.
(Eornvy, 1975, 286) .

Iong-term memory - "E.'E_] is the source of the all important
non-vipuanl information in reading; it con-
tains the knowledge and bheliafs that are
part of our more or less permanent under-
standing of the world.* (Smith, 1981, 42)

Prediction = ia "the prior eliminstion of unlikely alternsatives.
(smith, 1971, 62)

Register - “[it] is defined as the product of field of dimcourse
(Bubject matter of the language event, e.g. biology),
mode of discourse (the medium employed in the lan—
guage event, e.g. spoken/written), and style of dis-
course {(the interpersonal relationships that deter-
mine the code used, e.g. Tformal/easual, etec)."
(Mackay and Bosguet, 1981, 12},
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Reasding comprehension - is considerad as the ability of the
students to understand content words
{riouns, verbs, adjectives and adverbs)
and function words (prepositions, vpro-
nouns, conjunctions ond auxiliary verbs).
Content words contain the mesesage or
idea, whereas function words connect the
ideas cohepively in a larger context.
(Sim and Bensousean, 1979, 36)

Short-term memory —"is the location for informaition that we
intend to erase”. (Smith, 1971, 42)

Usage - "is the citotion of worde and sentences as manifestations
of the langunge system", (Widdowson, 1978, 18)

lse = "is the wRy the system is realized for normal communicntive
purpesee™. (Widdowson, 1978, 18)

+ It is impossible to define & priori for definition by 1ts
very nature depends on the context and on the purpose of
the context itself. Iet us, then, call these "dafinitions"
‘working definitions, hoping that the context in which they -
find themselves will be instrumental in defining them.



A Brief Profile of the Siudents and their Recuirements.

1f we were able to design ‘our materials successiully
arocund our Students' needs, the road to meaningful lancuzge
learning and teaching would be smoothly paved. Nevertheless,
in relotion to the "Facultand de Pilosofiza y Letrna®, this
sentiment originally expressed by Tonald Mackay and Allan
Mountford® with regard to language learning and teaching in
general, hes been overriden by the sheer complexity of the
student body. LBura Cao in her B. A. thesis presented in
1981, offers the most thorough study made to date of some
of the very diverse student body composing the "Pacultad de
Filosoffa y Ietryag". Her study underscores the wide diepar-
ity among different students' needs for rending in a foreim
language.

The conclusions reached in Cao's thesis are baced on
~ extensive interviewe with students, faculty members and ad-
ministrators. A careful analysis of the data obtained from
thepe interviews coupled with & re—-shuffling of such data
into diatinct. categories yielded interesting and often, a%
least superficially, controdictory repults. Nevert'helaas, .
certain trends can be restoted from Cec's thesis. Perheps,
the most imporitunt of these is that ptudents?! needs differ
vastly according to their distinct fields of ptudy. Under
this general rubric, we may then begin to state specific
cages, i.e., that students studying Librorienshlip and Ge-
ography are in special need of English, wherens History and
fAtin Americen Studies satudents can function reasonibly well
both in their university studies and as professionals without
a reading lmowledge of English.

+ R. Mackay and A. Mountford in ¢ao, 1981, 20.
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Also foremost among Cao's perception of general trends
within the "Pacultod de Filosofia y Letree® is thot while
biblicgraphiee in English do exist on peper, in renlity they
are not adhered to in many coreers. In other words, ctudents
can complete their studies without having to read very much,
if anything at all, in English in their dictinct careers.

Such & renl lack of bibliogrephy perhapa reflects the preve-
lent attitude on the part of profescors in various fields of

- study that if they as teachers de¢ not require English, why

should they encourage it on a breoader faculty-wide basim? We

could note that teachers paid profuse lip-serviece to the need

for English, yet their real bshavior with their students belied

their stated concern for the knowledge of a foreign langumge.

Such hes been our own very disconcerting personal expe—
rience when dealing directly with temchers in other dieciplinese.
Difficulties have yanged from failure to collect promised
bibliographical materials to outright silence with regard to
announcing the ayailability of courses in reading comprehension.

In this vein, Cao has alsc cited the feeling on the part
of students and faculty alike that the requirement of a remd-
ing knowledge in Bnglish in many careers is a mere formality,
not to be tuken meriously. She quotes from an article from
the "Universidad Autdnoms. Metropolitana® to the same effect
with the minor veriation theat a knowledge of English is &
vorestige factor of very relative weight" (Cao, 1981, 19) in
the mrrea of higher education. Despite the purely formal nature
of the English requirement, nonetheless, it may be & factor in
the drop-out rate of students in the"Paeultad de Pileosoffa y
Letraa.” Cao hap noted that students fear the Englich reading
comprehennion" examination and voice their hesitotion ahout

+ Definitions are to be found in "pefinition of Terma", p.p.
5=6 or within the text itself.
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nrecsenting this exam. Because of the fear of presenting an
examingtion in & language further removed from Spanish than,
say, French, Italian or Portuguese, over fifty perceont of the
students studied by Cao who presented reading comprehension
examinations in the C.E.L.E. did s0o in FRomance languages, At
this juneture, it appears appropriste to underscore the rela-
tive importance of English as & source of bibliography in many
of the humanistic careers as opposed to the lesrner importance
of some of the Romance languages. Of courssa, it is of interest
to us to note that the students" reactioim to the English axam
do vary from one career to another. AB An erample, wWe have
found a distinctly more positive attlitude prevalent among
students of other langucges and literatures, largely because,
wa bellieve, of their experience in learning lapguages which l
has resulted in the development of remding strategies.

Our student body is, in faet, distributed among thirteen
different careers ranging from Philosophy to Geogrephy. AB
Cao has suggested, i1t is not adviseable to genernlirze about
such a diverse student body which erhibite a vast dieparity
in both professiona)l and persenal interests, conceptual abi-
lities and learning styles.

Whot most of our students do have in common, however,
is o background knowledge of English varying from two to
four years spread out between secondsryy and preparetory school.
The result of those years of experience with BEnglish, that is,
whether or not such experience has been a happy and profitable
one, does, in faet, detexmine the kind of motivation which our
gtudents bring to English classes at university level. The
attitudes adopted by our students thus, can and do vary con-
giderably. In reality, however, a large percentage of our
students are motivated eolely by the thought of pasaing the
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raquired English "translation' (reading compichension) exami-
nation, for that would represent one step further towards our
students® degrees.

Our students are m2inly young adults vhose entrance to
the "Pacultad de Filosofia y Letras" is practically guaranteed
[:I.f they are graductes from government schoolsT_\ Such guoreanteed
admiseion allows for o wide range of intellectunal preporetion
and ability among our students. Our previous reference to
the students* likely lack of motivation and to the btackground
they have acguired in English, &s well as to thelir wide diver-
8ity of academic preparation, make it almost imposeible for us
to ascertain on & unilateral basis our atudents' wante, and
much less, their needs. PFor the cnncept of “needs analysis"
is much more complex than that which initially meets the eys.

Needs apnlysis Limi_] come to mean the whole
cluster of technigues whieh lead tc an un-—
derstanding of the parameters of...leam-
ing situations: ego, fellow leurnsra,
teacher(s), administrators, course-writers,
producers, social agencies, career expec-
tatione and job eatisfaction, mocial dynam-
igs, learner-typs and resource analysim,
etc., are relevant factors. ...3ince none
of thepe &re constant, snalysis becomes &
central aspect of course management. (Trim,
quoted in Widdowson, 1983, 22)

We are, therefore, faced with having to make decisions on
a.ln ongoing basis which are in keeping with & reading com-—
prehension course that should be highly learner-orisnted.
Parthermore, the concept of neesds anzlysis has to bs ex=—
panded so as to encompass the role(s) played by an cngoing
process of course design and consequent implementation.
Needs enalysis, per se, has traditionslly involved an
eres of study designnted now as “regicter Analysis” l:whieﬂ
describes areas of use in tems of formal lingutetic cate-
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gories and zima at producing & specification of linguistiec

competence® (Widdowson, 1983, 9). Since the type of courss
we are interested in developing for our studente is to ba
worked about real lapnguage uce or discourse snd not £round
- fermal linguistie categories, we will not be concerned with
register analyseis. Although it is often difficult 4o predict
the ctudents® reactions to a course worked around language
use or discourse, we helieve thot such predictions are .not
only of utmost importance to ue, but should 2lso be the
focus of a reading comprehension course. Ry extension, our
own studente* projectsd renctions should form the bases on
which we are to0 build our model of cource design and imple-
mentation.

It is to be remembered that our students® previous ex-
periences with the learning of English have not only reflected
8 traditional setting, hut traditional course materinls as
wall, based on a kind of register ananlysis linked to the for-
malation of abstract linguistic rules. Such materinls ares
almoet exclueively geared to the memorieation of structure
rales in addition to vocabulory, both of which are conveniently
removed from any kind of functlonal communicative context., It
has aléo been our occasional experience to hear our atudanta_'
compleinte about the apparent uselessness of having to memo-—
Tize grammatical rules.

Given all the considerutions as well as the difficulties
previcusly discussed, 1t doss not sppear valid to attempt to
outline & suceint student profile reflecting such a varied
sfudent body 88 the one we find in the "Pacultad de Pilosofia
¥ lLetras®, Rather, we muct accept from the start, as an un-
changing conetraint, that the conftruct of our students? needs
and the materinls which we intend 4o offer will of neceseity
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initislly be generelized, Therxre ia no other vay thut we can
egpect to reach en masse such a diverse student hody as ours.
However, such generslizetion can and muat be subject to on-
Roing éhanga, consistently reflecting our studente* nesdc as
we continually perceive them in an equally ongoing fashion as
the one suggested in the model proposed by Trim (aee previocus
note}. Purther, a course model such as the one we intend to
propecae, is by ite very nature at the mercy of initial gener-
alization and open to subsequent consistent evalvation through
ongeing change. Such change is to be precipitated largely by
involved and seneitive teachers in constant contaet with the
varying needs of their astudents.
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Introduction: A Change in the Pocus of Reading Comprehension
and itse Consequent Significance.

Reading, as a subject, has long commanded the interest
and didactic impulses of both teachere and students of lan-
guage, While in the treditional humanistic sense, reading
reflected the highest achievement poesible for educated man,
at present, reading, although still representative of the
mark of an educated man, has come to mean something else. We
may attempt to equate the new meaning of reading =z tantamount
$0 & new image of mant's goals and aspirationa in contemporary
society. Rather than focusing on a contemplative, reflesctive
analyeie of the written word, modsrn man is more concernsd
with the inetant epsimilation and interpretation of ecientifie
and technologicel achievemente and advances and, consequently,
with thelir corresponding domains contingent on his own theoret
ical and/or practical spplications. In short, the current
tendency is to read almost solely for the sake of obtaining
and utiliging information. Such a view of reading has not
only permeated the scientifie fields, but has also made a gig-
nificant incursion into fields treditionally linked to the

humanities. .

This chenge in the focus of reading hes necessitated a
correaponding change in the importance that reading has tra-
ditionally been allotted in the teaching of languages. ILan-
punge tezchers and developers of materiale designed for these
teachers and their students have undergone a radical change
in viewpoint with respect to the methodological factors asm-—
sociated with the teaching and learning of reading. The
questioning which has arisen as a concequence of the newly
scquired importance of reading has led to a re-evaluation of
the reading procees and what it entails. One of the most sig-
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nificant results of this recesting of the purpores of read-
ing has been an unsurpassed need to examine and anply to
real learning 8nd teaching situations the pertinent theo=
retical considerations and constructs regarding the nature
of reading for information.

In ita‘moﬁt traditionsl aspect, reading hap indeed
played an important role in the clasercom. We, as teachers
and materials developers, are not tco for removed in time
from a first language classeroom in which reading, interpre-~
tation and analysie were relegnted almost exclusively to the
ares of. the language arts. Prom the age in which children wers
first able 4o read, thay were taught to value the aesthetic
asgpecte of language as expressed in literary forme. Their
teachere, it is to be noted, carried into the very earliest
steges of reading, an apprecistion of the humanistie values
and technigues in which they themselves had been taught and
trained. Consequently, in the contemporeyy classroom we can
#till pee veptiges of this humBnistic outlook.

Naverthelesa, alongside & continued albelt greatly di-
minished interest in literature, we find &n ever-increasing,
overwhelming emphasis ploced by teachers on aspects of rapid
reading and the extracting of informetion. Such an emphasgie
has been moet certainly uttered by our students, especially
in their immediate necessity to "process™ materinls and pre-
sent them in seminar and/or eseay form. The type of rending
material most commonly asBociated with these new purposes

for reading hes reflected aress of improvement in man's know-
' ledge of scientific end technologicsl as well ee technical
fields. It is, then, nc surprise 4o us that the very study
of the nmature of reeding should, of necessity, also reflect
8 more sciantific and technical approach. '
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Thip meodificetion in outlook with regard to the teach-
ing of reuding in the first language has provoked far-flung
repercussions in the teaching of this skill in o foreign lan-
fpuage. In other words, as our own direct experience has shown
us, students, too, have become increasingly awore of the nmeces-
8ity for change in foreign lenguage tesching, a chonge which
would more aptly reflect their current real leamming needs.
Correspondingly, any modification in lenguage teaching method-
oclogy reflects an ever—growing concern on the part of teachers
88 to their students' real needs and uses for language. Teach-
ers and researchers, especially in developing countries such
a8 Mexico, have noticed that their studenta® immedixtes and
overvwhelming need for knowledge of foreign langusges hias ocen-
tered almost sxelusively st_:cmt reading for the immedlate re-
trieval and proceseing of information.

Recent studles regarding reading have focused not only on
the learners! needs in reading but alsc more significantly on
the means by which learners find, process, and use information.
ABs & consequence, such studies are of utmost interest and im-
portance to us, not only as regards the scope of this thesis,
but also insofar as they represcent .broe.dar concerns vital to
uet, first as teachers and then as materials designera, PFor it
is our primory goal in establishing a model for cournse dcsigh
to make more accepsible and, thereby, facilitate the procesa
of reading %o our studente.

We may m':nte that in spite of all thet has been eaid and
written with regard to the nature of resding, the fact remains
that recding is s8+4ill felt to be an empiricnl and somewhat
elusive disc¢ipline. In other worde, reading simply cannot he
locked upon with some of the necessary sScientific detachment
nomally assccinted with other disciplines cheracteristic of
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the technological eomputarized age in which we live. In ef-
fect, man still must denend on his own unique and personal
mental processes when extrzeting information via o written
tYext. At times, theoe processes may appear 4o defy classi-
fication; nevertheless, they constitute the mental capacities
necegsary to reed and organize information efficiently. Man
mst learn to maike better, more meuningful, use of his mental
ceplaclities in order to be more successful in hie retrieval
and application of information obtained from reading. For
this very reason, eny pertinent theoretical and/or practical
information which claimg to shed light on the understanding
and subsequent means to develop these mentol capiacitiee and,
conseguently, the reading process are of unguestionable impor-
tance to us.

It is felt, therefore, thot we must extract from all that
haa been written about thie elusive ebility called reading
"danta that illuminate the processes that cheracterize rending
rather then *prove? theories in a word, data thot are anelyticsl,
not merely deseriptive! (Kolers, 1969, 9), We firmly believe.
that such data will contribute towards an underctonding of the
factors involved in reading and how as teachers and moteriale
developers wo may set as our goals first the design of & course
model, snd subsequently through that model the development in
our students of the factors involved in remding. Our intent
will thus reflect weys in which we may implement 3 "proceee in
the learmer towards his eventual aim" (Widdoweon, 1983, 31),
considering thot process as an amalgam of the different strote—~
gies and mental capacities which have been demonstrated as
succenssful in promoting the act of reading. Such an objective
should form the principal concern of anyone who wiches to write
about the reading process and reading comprehension. Purther,
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it should be & primary consideration for anyone who wishes

t0 place reading and reading cdmprehension into the frame-—
'wcrk of methodologicel considerations in the teaching of a

. Toreign language in & developing country such ae Mexico. PFi-
nally, and more specifically, it should be of overriding im-
portance in our examination of language tetching and learning
at the "Facultad de Filosofia y Ietras" of the "Universidad
Necional Auténoma de México".

Given the wastly different backgrounds, learning strate-
gies and motivations of:our students, we are aware of the ef-
fect of the former on our students' interacticon with any course
which we may develop. PFurther, as teechers with some expertise
in the field of learning to read in a foreign language, it has
been our experdence that many of our students have not devel-
oped to the extent that we would in theory expect, processes
which facilitata reading and retention of information in their
nntive language. Por this. reason, the degign and implementation
.of a course model-would have to strees the most basic of reeding
8kille and strategies. Thue, our teaching role is even more
complex, for we are not only engaged in foreign language teach-
ing, but we might very well have also become the =o0le provider
of 8kills urgently needed in reading any materisl, in any lan-
guage, in our students! university cereers.

In this way, along with the concern for the transfererice
of reading strategies and other processes of learning from the
native to the foreign ianguags, one of our goals in developing
a course model would heve to bhe the implenentation of basie
strategien when these are lacking in our students. This goal,
though stated simply here, is not equally & simple task, for it
is often difficult +to determine when and which sctreategien are
lacking in our studenta in their first lansusge and, as we will
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demonstrete, some theorists are convinced that such implemen-
totion is nearly impossible (see Coady's analysis on p.p. 25
and 26 of this thesis). Howaver, were we as teachers and
materials developsrs to view our role(s) as facilitators and
nencouragers™ rether than as the standard-bearers of any one
theory, we would perhaps 'atta.:l.n greater rapport with our stu-
dents, thereby allowing for levels of understanding which
could beay fruit in the form of greater etudent interest and
leaming.

Our concern with thise iast aspect is so great that it has
come t0 be the modus vivendi of this thesis. We are completely
aware, however, that we are unable to fully axhaust tha thame
at hand and that our approach &8 well Aas subsegquent suggestions
are, in fact, molded to ocur practicel experiesnce with cur stu-
dents, experience which we feel has enabled us to ferret out
from among the theorists the data wa find wertinent to our
unique situation. '

Therefore, by its very nature and constraints, our theeis
will perhaps have only limited mpplication to a very specifie.
situation. Moreover, our siggestions have'yet t0o be implemen-—
ted and such implementation would, in effect, require ongoing
ptudies beyond the ken of our effo:fts in this research paper.,
Nevertheless, we are conscious of the boundaries we heve had
tc establish in this thesis. Our study of factors related to
reading as aspplied at all timee to our students will, we hope,
sat the stage ot future junctures for further coneiderations
of ecourse design and implementation in the teaching of reading
comprehension in English in the "Pacultad de PFilosofis y Letras”
of the "Universidad Necional Auténoms de México™.
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Chapter I
Poycholinguistic Bases of Reading with Hegard Mainly %o _the Tl.

It seems logical to us, given the concern to which we have
previously alluded {mee Introduction, p. 12) that we begin our
study of reading with en examination of the reading process in
one *s netive language. Por, we beliave that thim procems has
great bearing upon the way(s) we, ne teachers, can direct our
teaching end our students can channel their learning of resding
in = foreign language. A8 a result, among questions we may ask
‘regarding the reading process are the following: do we all read
in the pame way and, if not, do our different ways of reading
correspond to our distinet purposesg for approaching a text?
Murthermore, does what we #ee in a text depend on the different
kinde of questions we ask and the distinct aspeets of informa-
tion we ceek while we read? PFimally, we may aek if it is indeed
posaible to teach reading in a foreign language because reading,
a5 we have suggested thriugh the types of questions asked, is
such an individual activity?

We may tentatively state that the reading procese consiste
of a highly complex fct in which there is muich more than initial-
1y meets the eye. In our attempt to understond what constitutes
reading, we may first gquestion if reading consists of the decod~

ing of written words into their oral countexparts. It im a known
fact that many readers, including some satudents, carry out this
procens of deccdification. Whether they read effectively while
doing so is ancther matter, for the high opeeds with which the
experienced reader reeds do not seem to back up this theory.

In fact, it would be imnposseible at such speede to resd first
letter by letter and, subsequently word by word. If we d4ia so,
we would not only reduce our spesd, tut slgo at the same time
lose the giat of the text. While wa may consaquently disgualify



19
oral decodification as 2 particularly efficicnt way of reading,
we are still faced with the task of determining the most effi-
cient form of .reading.

We may further take into mccount our common experience of
having read texts from which words Were deleted and from which
we still were able to extract the main ideas. Such an experi-
ence proves that we do not need to read word for word in order
to achieve comprehension, for it is & well-known fact that
paopla who manage to succeed in reading word for word do not
see the forest because of the trees. In other worde, pecple who
read word for word break up the text. Thuse, these people are
perhiipe unable to underatand the gist of the text, and other as-
pects such AR style, the author's view and others which ore more
evident when texts are considered at diecourse level.

Thus, reading word for word and its counterpart, linear
reading, ore not far removed from us. In the not too remote
past, reading was considered s paspive process in which the
readey would extraet information which the suthor had put down
on paper. The readér would have to follow the text in & linear
fashion and have to underatand every word in the text in order
to achieve understanding, He wasg expected to remember every de-
tail. It was thought to be sufficient for the resder to under-
stand the vocabulary, +to look up unknown worde in the diction-
-ary, ané %o read and reread until everything was understood. In
this way, reeding consisted of many repetitions of the net it
self and with each repetition & higher level of understanding
was supposed to heve been Ert:te.ined."‘ Repding vwas 8 very goal-
oriented activity, and the processes which were involved in
recching the goal of complete understanding ware not to have va-
ried from one reader to the next., In essence, all readers tock

+ Smith, F., 1981, 11.
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‘the seme steps in roughly the same order toward the vexry same
goal. Different purposes for reading were either shunned or
openly frowned upon, for divergence was contrary ‘o the idea
of a passive process.

The concept of reading as a passive activity has been dis-
carded by such contemporary tpeorists as Frank Smith, Kenneth
Goodman, Paul Kolert, James Coady, Henry G. Widdowson and others.
They all concur in that reading is an aectivity which very much
. demands active participation on the part of the reader who brings
to the reading tesk distinet personpliszed study skills apd ingi-
-widualized renrding techniques. This epncept ie nearly diﬂmetri—
cally opposed to the lack of individual approaches previcumly
dencribed. o

Prank Smith specifically rejects the idea that reading is
e linear process. He maintains that the resder does not use all
the information found in the text, but rather melects only ﬁnrt
of the information --that pert whick beat complements his inter-
ests., "The fluent readers in all aBpecfn of reading are those
who pay attention only to that informution in the print that is
most relevant to their purposes® (Smith, 1978, B4, 124). This
statement woulﬁ prove that reading is a communicative activity
in which-each rexder makes & different selection of cues from
which %o extract meaning. Thus, each reader faced with a text
focusesn on different words or ldeas in order to determine the
megning of the text. However, it 18 not in the text's printed
form that meaning lies. Instesd, it is each render who in tum
brings meaning to the printed psage, when he rends at text level.

Smith also affirms that resding does not begin at letter
level, then proceed to word and sentence level &nd, fimmlly,
resch text or discourse level.' The above-mentioned breakdown

+ 5mith does no% always differentiate between 'text end dis-
course lovel™. :
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of reading has been expressed 28 "medinted meaning identifi-
cation" (Smith, 1971, 151), in which the mecning is extrapo-
lated at any oﬁa or all four of the previously cited levels:
letter, word, sentence and text (discourse). That is to say,
inexperienceé redders wWill stop in order to deliberate dif-
ficult or unknown elements of & text, trying to deeipher their
meaning(s} by coneidering any or all of the stated levels and
focusing on salient features of the written language necessary
for these readers®' understanding of impediments in the text.

Experienced remders, however, carry out a procedure known
as "immediate meaning identification® (Smith, 1971, 150-151)

" which is independent of the type of identification carried out
in the process of mediated meaning identification. Experienced
readers recognige immedistely the different features charmcter—
istic of written lenguage Without stoppning te deliberate these
and, in that way, they bring immediate, unmedicted meening' to
the texts they are reading. Sueh memning is personsl, whereby
readers can make significent obeervation and decisione about
wordse, often focueing on words at distinet, yet unpremeditated
junctures in the text. Smith says that while renders moke use
of the above-mentioned technigues, they are facllitating the
development of others os they read (Smith, 1971, 150-164). Por
this resson, as well 8s others, Smith hes reaffirmed thet expe~
rienced renders will require lesgs visusl information in order
to extract information from a written text.

Smith admits that all readers will, on oceasion, resort o
letter or word identificotion —-mediated meaning identification—-
but, also stetes that experienced readers will unquestionebly do
80 more infrequently and, for this reoson os well, will always

require leos visual information. Smith recognires thet, apart

+ Por further inform:tion on this subject see p.%2 of thism
thesis and Smith, 1982, 135-149.
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from occasional references to specific feature characteristics,
the fluent recder derives mesning solely from the complefe text
and not from itc component parts. '

Coady describes reading &s a cyeclical procéss which in-
volver conceptusl abilities, background kmowledge and process
strategies. These factors are individual to each reader and,
thus, students learning to read “travel the same paths but not
in the same manner or to the same degree" {Coady in Mackay,
‘Bariman and Jordan, .1979, B). 1In the course of this thesis, we
will further cbnaider in greater detail the many voried steps
and paths involved in the reading process as aiaborated upon
by Coady and other theorists,

Eenneth Goodman describss reading as ™a psycholinguistie
process by which the resder ... reconstructs as best as he cBn
a (written) passage® (Goodman in Eskey, 1979, 68), Goodman,
1ike Coady, goes on to state that ‘his recongtruction i8 a cy-
¢lienl process. According to Goodman, however, thie process
coneigte of four steps which ore expressed as: sampling; pre-
dicting, testing end confimming (Goodman in Smith, 1973, 23).. .
In thims process, the fluent reader does not identify each let-
ta-r and word in seguence, nor doee he stop to ana-iyza stycture,
While ﬁoth GoodmAn and Smith agree as 4o thie spproach to read-
ing, Goodman alsc believes that the fluent reader rends large
chunics of texts, first sampling from what ke is reading {(Goodman
in Smith, 1973, 23). Then; in predicting, the reader takes ad-
vantage of his eximctatians ——those idens and/or festures which
he expects the ensuing text to centain—— and of his knowledge of
the warld. He, thus, forme hypothesis around which he can re-
construct the text or infer the author's mespage or enough of it
to enable his comprehension. JIn this manner, having once sampled
parte of the text, the render is sble to predict what follows.
The reader is also helped in this process by his inowledge of the
subject matter he is reading Aabout and by certain study skills
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which good resders Gevelop through their own erperiences.

AB We have described, once the reader has sampled parts
of the text and predicted what is to follow, he begins to
check hie "guesseg" and reconfirme or modifies them as he con-
tinuee reading. If we sgree that reading is the type of pro-
ceasp we hove described in which the rerder actively partici-
pates, it is then highly possible for us +to accept Goodman's
theory that rending could, in fact, consist of the four steps
previously mentioned -=sampling, prediction, testing, ana ;&F
firmatione— sand that these steps take place in & cyclical fash-
ion, Our ecceptance of Goodman's theory ip based above all on
the constant interaction of reader with text in which the rea.der
is engaged in the confirmation 8nd/or modificetion of his hypo~-
~thesis.

Paul Kolers alego suggests that resding is not & passive
activity when he points out that the ﬁader's active partici-
pation is reguired in order to extrect mesning from o written
passege. Kolers cerried cut experimente with bilingusle in
which he changed the shape 0f the lettersa, jumbled %the word or-
der &nd alternnted several langusoges in the same text. He coﬁ-
cluded that “"subjects could alweys tell what the paepsge was
about =--thet is, whet message had been conveyed-- but only rarely
could they say in what languege they had read a particular fact®
{(Eolers in Smith, 1971, 154). In this way Kolers affirms that
the correspondence between what is written and "what the subject
aays he has read is clearly a semantic or informAtional corres-
pondence® (p. 154). In essence, the reader gets the message hut
is not concerned about how he gets it. Kolerc oloo suggests
that readers only select information relevant to their specific
interests, thereby defining "memsage" 8s predetermined largely
by each reader's distinet needs and purposes for reading a text.
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Both Frank Smith and Kolers pick up the threald of Good-
man's thoughte with respect tc reading when they, too, empha-
size that individusl participetion is essential in reading.
The reader does not process all the information he is reading
but rather carries out a continuocus melection of information
%o be processed. Goodmen's ideas on the waye in which readers

. process information, such a8 the explanation given below, have
further interested ae well as influenced both psycho— and ap-
plied linguistics.

Reading is a8 selective process. It involves
partia]l use of available minimal lenguage
cuee selected from perceptusl input on the
beaie of the reader's expectations, As this
partial informotion is processesd, tentative
decisions are made to be confirmed, rejected
ar refined as reading proceeds. {Gocdman in
Smith, 1973, 22)

If we B34 what we have already considered of Coady's theory!
that students “truvel the same paths but not in the same manner
or to the same degree® (Coady in Mackay, Barikman and Jordan, '
1979, 8) to Gopdman's explanation of the resding process, we
can then even more reedily sccept the reader's active partici-
pation in the process of reading. "L'hus, we could conclude that
individual readers whe exploit their conceptuml abilities and
background knowledge develop their own personal reading strate-
giea which will mlways include aspects of sampling, predicting,
tefting and confirming.

In thin way, while Coady fundeamentally agrees with the des-
criptione offered by Smith 2nd Goodman, he also points gut that
their anslysis ie baced on the process of reading in é firast
language. Coady is more concerned about how students read a
foreign language. In “A Psycholinguirtic Model of the E. 3. L.
Reader" (Coady in Mackay, Bariman and Jorden, 1979, 5=12), he
describes reuéing in any language &s & cyclienl process which
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involves conceptual abilities, background knowledge and vrocess
strategies. He has, therefore, set up the following diagram
conceptual background

abilities w knowledge
process stirategies

{p. 7). Coady goes on to say that studente of a foreign lan-
fuage would benefit if they incrensed their background knowledge
_which to him is similar to what Smith would term their "kmowledge
of the world" {Smith, 1982, 54), Our lmowledge of the world
very often includes & set of cultursal variables which we tend %o
take for granted. We generally do not set them apart from other
variables contributing to our kmowledge of the world. Neverthe-
less, in thise ligh%, 1t is important to note that studenta who
are reasding specislirzed material in & foreign lanpuage Are less
‘nindered than those reading more general humanistic material.
Then, in essence, "background" specialised knowledge has bhecome
a variable distinet from ecultura)l background.

Coady has pointed out that foreign students more often than
not lack the background cultural knowledge we o5 teachers often
recognize as neceesary for understanding certoin texts written
in 8 foreign language. To compensate partially for this lack of
knowledge, Coady suggests thai instruction in study skillas would
be highly beneficiel for foreign language 1ea.:mers.1 Of course,

_ we should add thet study skills are helpful with those texts
where the cultural information is far cutweighted by areae of
informetion already familiar to the leammers, such as in the
cages we have mentioned above. Of course, it is to bBe expectead
thet in Coazdy's framework, foreign langucge students could en-

1 See appendix, part three, X-XXTIII.
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counter cultural obstacles. itevarthelesn, when conceptual ahil-~
ities are lacking im learners, Coady tells us that there is very
1little tc be done, short of relying upon the teuch‘.{ng of study
8kills, snd even study skills &re a poor substitute for intel-
lectus) capacity.

Given, howévér, that we are generally working with an in-~
tellectunlly capable group of learners, wa could then agree with
Coady when ho maintains that studente depend on daifferent =skills
for distinct purpose, That is, a8 we have seen, students ecan
and do choose from an identifimable group of skills common to
'reading, but they do not travel these paths "in the same way or
in the same degree® kcoady in Mackay, Barkman and Jordan, 1979,
B8). Comsdy believes that at this point in which atﬁdenta become
aware of how they change skills in reading, one could ¢all
"thoese sBkillo...strategien™: hencs, Condy's choilce qf the term
wprocens strategies” (p. 7). )

Among the many process strategies partinent to reading des-~
c¢ribed by Coady are the following: syntactie information, (decep
and surface) lexical meaning, and conceptual meaning, cognitive
' strategies, affective mobilizers. Coady pointed ocut that any
reader would use different combinctions of process strategies
but that fereign language students would or could be deficilent
in procese strategies which "involve substantial knowledge of
the target language" (p.p. 8-9), in particular in three arecas
from the above mentioned: syntmctic information especially at
the surface level, lexical me&ning and conceptual meaning. If
certain procesa strategies, as Coady seems to infer, require a
greater knowliedge of the foreign langusge, it is obvious that
at some point or other this knowledge would have to bas given %o
the student(s) who needed it in order to read at the required
levél. On the cther hand, Coady believes that the mechanical
aaspects of reading carried out in the first language (I1) would
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be transferred by learners to reading in the target lenpucge
(L2). fThorefore, he mupgests that to encourage the student to
meke such & transfer of strategieg from the L1 to the L2, empha-
8is in reading should be consciocusly placed on comprehension
strategies common to both longuages. It is understood that
comprehension strategies encompass the varied steps to which
Coady alludes, and which also have been the objsct of discussion
for other theorists. This too, as Coady suggests, will form Bn
integrel part of our course model,

At some point or other, theoriste have explained mome of
the process strategies which Comdy cites, but it would he per-—
heps important to elaborate on the last three, Unskilled read-—
ers, and eaf.\ecia-lly renders in & foreign language, have alweyns
had the tendency to read at word level, thus stopping at each
unknown word. Thie kind of reading results in the readerts
providing definitions, such as those found in a dictionory with
no coticern for the enviroament surrounding these wordms in the
text. As Coody suggests, [it would be beneficial for the for-
eign language readexr to be encouraged to use the context of the
text as the cue(s) from which to derive meaning for unknown ele-
ments] {p. 11), Working with contextual elements often requires
the reader's active recall of prior imowledge relanted to the
text at hend. In this way, the readar is gfctively filling in
the gaps created by the information unknown to the rooder,

We have noted thaot Coady tends to stress universal proce-
duree followed by native readers as well a6 foreign language
learners. That nrocedures in reading coin he expressed in terms
of universals is an important concept to ue in our study of the
nature of resding. It also sheds conBiderable light on the
kinde of decisions readers make as well as the bases for meking
such decisions. One of the most enlightening studies to date
which emphasizes decision-making nc relnted to universal proce-
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dures is "Toward & Nlodel of Téxt Comprehensicen and. Production”,
authored by Walter Kintech and Teun A. Van Dijk. According to
these theoriste, all readers share a set of common procedures
in the act of reading} however, vpoorer readers do not perform
26 well a8 better resders and they also perform at a8 much slow-
er pace. Kintech and V¥an Dijk classify poorer readers as those
who have demonﬁtmbly weaAker verbdl systems (Kintech a.nd"vp.n
Dijk, 1978, 371).

Kintach and Van Dijk, as well as Smith, concede that the
short~term memory plays an important role in the reading process,
i.e., poorer readers tend to use this asset much lems efficiently
than do good readers (p: 3T1). What &)l readers share, however,
is an element in the short=term memory, celled the "buffer" which
allows for ite effective or not-so-effective use, The buffer is
that part of the short-term memory which is instyumental in the
. procefsaing of data. l?xen the buffer is strong, readers are not
hindered in connéct:l.ng new information with the old.

The idem.of connecting information is of utmost relevance
" to Kintech and Van Dijk. In effect, 1%t forms the basis for their
analysis of the reading pfoceea. for as Kintsch and VYan Dijk tell
ue, readers establish a "text-bate®™ which is a “coherent stryruc-
tured units (p., 365), The text base depends inextricably upon

what is intuitively called & topic of discourse...
that is the theme of the diescourse or & fragnent
thereof, Relating propositione in a global man-
ney is not suffidient. - There must be a global
construint thet establishes & meaningful whole,
characterived in terms of a discourse topic.

{p.n. 356=366)

Subordination of information plays an important role in the es-—
tablishment of a text-base and its dependent appendages. What

allows the reader to esisblish connections among the text base
and its subordinate propositions is the aspect of referencisml
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coherence 2

+ealf 2 text=base is found to be referentinlly
coherent, that is, if there is some arpgument
overlap among all of its propositions, it is
accepted for further processing; if gane Gre
found, inference nrocesses are initioted to
close these; specifically, one or more propo-
sitions will be added to ithe text base that
make it coherent. (p. 367)

Decision~making is carried out on the level of determin-
ing textual coherence. When coherence is found to be lacking,
the reader fnroviﬂas the necessary information through the buf-
fer in order to be able to continue processing the text. Whethe
er or nét the reader is successful in his establishment of in-
fersnces and subeequent propogitions depende on the level of
sophistication of the buffer (p. 368). In thie procedure, the
reader 18 aided in his contirmual processing and retrisving of
informetion, aspeets which are vital to the nct of reeding it-
B8elf. Decisions are implicit at all steps of thie procedure.’
Cooper and Petrosky (1975, 5),; whe offer 2 very different -
approach to the nature of reading while also stressing universal
procedures also show how fluent readers make decisions and con-
fiym and modify them. In their study of how fluent resdsrs read,
Cooper and Petrusiy have identified strategies used in handling
stretches of difficult textual materiml, Of the different stm-
tegies which they mention, three would seem porticulerly impor-
tant, The first is how "the reader makes use of redundancies
——orthographic, syntactic and semantic-- to reduce him uncer-
tainty about meaning. ol At the sBme time the reader alno "sam-—
ples the text as economically as possible under the direction
of peripheral search guidaneer, This is to say thot the render
uces cues found in different ports of the text ag well am infor-

1l See appendix, p. XII, ex. III-A, B.
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" mation flready gleaned from the text in order to reconfirm

or modify his expectations. In other words, the reader sam-
ples from different parts of the text (p. 15)}.
The second strategy taken from Cooper and Petrosky which
seems important to us aelaborates op what Soodman hag stated
about the focus of the experienced reader's use of prediction:+
"the reader ahifts avpproaches for special materialsv, that is,
he recognizes characteristics inherant to different kinds of
texte and baser his prediction on these characteristice, It
would seem that this stmtegy is ured each time the text waries.
If we take thie one into account, we ctn alsc conclude thet, Aam
8 third strategy, the reader adapts specific opproaches to the
distinct purpofes he has when recding a cexrtain 4ext. Cooper
and Petrosky back this up when stating that: *the reasder
shifts approaches depending on his purpose® for reading (p. 16).
To our way of thinking, A. K. Pugh has expanded upon Cooper's
and Petrosiy's ideae declaring that 8 mature reader consciously
sdopts a distinet style which we could egquate with Cooper's Bnd
Fetromky's definition of "spproach® once he has deteymined his
purpose for remnding a specific text. Pugh describes peverml dAif-
ferent styles of rending. Three of these are: acanning, search
resding and skimming.'® In the first, the reader fixes him at-
tention on the parte of the text in which specific information
in a given form is locataed. Yn search reading, the reader Looke
for gpecific information the exact Torm of which is unknown. The
third reading style is skimming in which the reader glances
through the text in order to get the gist of the text, So that
he can do 8o, the reader must, according te Pugh, “consciously
reorgenize and recnall some of the information g:l.ve:'i by the author®
as well as the way in which the suthor has arranged his text
(Pugh, 1978, S0). In this way, recall of tertusl orginization
is of wvital importance. '

+ See appendix, p. XIV, ex, I-A.
++ See appendix, p. XI, ox. II-A, B,
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Pugh also describes two more styles of reading which even

more highly emphasize the reader's conscious reorganigetion

and recall of information conteined within o text, fThese are:
receptive reading snd responsive reading. In the first, the
reader's only goal is the acquisition of what Pugh calls the
mplain sense’, or the main ideas and important details to be
found in & given text. In the second, the reader is actively
engaged in forming an opinion on what he has read. In effect,
the reader uses the nuthor's message to reconstruct his own
ideas and to “"answer® the author in 8 kind of mute conversation.
He G. Widdowson and J. Palmer tell us that such sn unspoken con-
versation is made poseible through the "cooperative nrinciplet,
a8 *conetruct in which the interlocutors in & communicative maet
have established unspoken referentisl antecedents which aid inm
their mutual understanding® (Palmer in Meckay and Palmer, 1981,
B3-84).

H. G, Widdowson stresses the communicative nature of repd-
ing, as does Smith, by stating that reading is tased on such &
mutusl understanding beiween reader and author. In sssence the
reader usually reade only sbout topice of which he already ha;!

' prioxr ideas or knowledge, hence shuring theee with the suthor.
Purthermore, as Widdowson tells us (Widdowson, 19284, 39), the
reader only obtains information that is useful for his specifie
purpose, becsuse, in fact, one reads with a speeifie purpose in
mind. Reading, in short, ls bvut a mesns to an end, that is,
e;:capt when reeding literuture or reading for pleasure, the resd-
er is far more preoccupied with the suthor*s message than with
the language used to express it, Yet, Tedder and 2uthor must
shure certoin antecedents in order to meke possible the reader's
lack of preoccupation shout the language used in a text,
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This very lack of preoccupation underlies the dynamic re-
lationship between reader and author that Widdowson has pointed
out. In this relationship, the reader exercieges his sociocul -
turael knowledge and his understanding of universal rhetorical
functions such as description, definition, exemplification and
others. These functions form part of the baggage of knowledge
commonly shared by the reander and the author and faelilitote the
reader's understanding of a text.

When rexdere sense the need for prececupfttion about the
kind of language used in 8. text, they moat likely mre involved
in a conscious intarpretation of textusl material very differsnt
from the kind slluded to above. Such ie the case of literary
texts. In his annlysis of the reader's perception and interpre-
tation of literary and espécially poetic texte, Harold Weinrich
{Weinrieh, 1980) contends, reitering the ideas of Jean-Faul
Sartre as expresced in Weinrich's srticle, that very often the
reader depends more on th:e “informztion omitted than on the infor-

.mation explicitly stated, in order to arrive at a viable intar-
. pretation of & given text. In faect, when tco much information
is provided, the reader has the tendency to skip this information.
hHeadars. involved in the interpretation of poetry tend to resd at
a slower pace, precisely because such interpretation depands
highly upon the elimination of the readsr's doubt whereby he
£ille in the gups delibercately lef+ open to him by the author.
Tthus, slow reading in this case and, more'concreta].y. “literary"
rending, are not counterproductive; rother, they refleet a dif-
ferent kind of reading whichk is both productive and highly wvalid
in special circumstances (p.p. 145-146).
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Uhapter 2.
The Imnlications of Reading in a Poreigm Iangusge .

The theorists mentioned in the previous chapter with the
axception of J. Coady and H. G. Widdowson refer to reading in
g native lenguage. As thecoriats, they 8re more invelved in
attempting to vrovide descrintions of the reading process than
in proferring practical applications of their theoriea. As
applied linguists, teachers and course designers we are more
concerned with how such theories ¢&n explain the reading pro-
cesg and what an understanding of this process would entail in
the classroom. The theorists mentionad in the previous chapter,
acting as sclentiste, have carried out verious experiments on
vhich they bane their thecories. But given that the brain (which
is B0 difficult to base theories upon) is involved in the very
complex procees of reading, wmany of the theories put forth by
the moet leayned of theorists may remain just that: theories.
We cannot categorically etate that reading lies within the realm
of only one of the theories previously stated, or within all of
them, or even within any one of them, This obviously leads us
to serious reseyxvations abouﬁ the scientiflc strictnese of the
conclusions previously described.

In spite of these reservations, the descriptions of reeding
in a first language could be lpoked upon £ goAls that studente
of a foreign language might some day reach. We hope that our
students will be 8ble to extract main ideas.1 ¥We alsc expect
that they will be able to extract epecific inf'ormation efficient—
1y when reading in a foreign language. We hope that at a latsr
noint in time they may be equipped to perceive implicit infor-
mationa and thersby understond more fully the suthor's viewpoint.

——————————

l. B5ee appendix, p. X, ex. 1I-C, D.
2. Jee oppendix, p. XX, ex. 1l-a, b.
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In addition to thepe goals it is our hope that our studente

will |be eble to fit this knowledge into their own eristing
structure ... and to be able %o use this knowledge at a 1lnter
dete] (Urquhart in Figueroe, 1979, 66). It is our intention
to deacribs the nature of this existing structure insofar es
it will aid us in determining how our students procesns infor-
mation through reading. '

The nowledgd which a reader has very often prepares him
for attitudes assumed in reading which he would normally not
aspume in conversational dimcourse, Widdowson elaborates on
this point when he explains that

the positions the reader takeeg up will not ba
deteyrmined by the interpersonsl factors that
are ao crucial in conversation, but by iden-
tional factors {(to use Halliday's terminology).
‘That is to eay, the reader's concern ie to
derive as much informntion as he needs from
his reading o as to consclidate or change the
_frames of reference which define his particu-
lar conceptual territory. If he seeks to con-~
solidete he will tend to be assertive, and if
he peeke to change ha will tend towards pub-
miesion. (Widdowson in Alderson, 1984, 223)

The concept of the reader s en sscertive or submissive
partner in the act of comminication is of interest to ue in
both ou..r study end in our proposed model. Not only doem it
shed new 'light on the role that prediction and purpome play
in reading, but it 2lso estobliches the reéder as having a
distinet personality in regard to the text at hand, This per-
sondlity is determined, mae Widdowson believes, by the reader's
attempt "to relate whet the writer eays to & preexisting
schemav’ (p. 224)

In his model, Widdowson uses '"echema' somewhat different-
1y. 1In effect, Widdowson refers %o a conceptusl rather than

+ See appandix, p. XXI, ex. 1-A, B.
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to 2 strictly culturul "schema" as noted in the descriptions

offered by Steffenson and Jofg-Dev. Despite these diiferences
with regerd to the concept of schema, we c¢can note that it is
extremely diffieunlt to decide where culturnl influence ends
and purely conceptual influence begins. Heverthelesa, ac-
cording to VWiddowson, the readerts intention is ostensibly

to sample the information aveilable in a text and to modify,
whenevar necessary, his existing schemata. Widdowson informs
us that the text is "itself schematically organized and sc re-
presents & structural order which the reader hos to reconcile
with his own" (p. 225). 1In effect, the cuthor's ideas are
made to fit into the reader’'s already axieting schemntie order.
¥When the two orders are similar, that is, when reader and
author are in agreement, the reader takes mn assertive role,
¥en these orders 8ye different, the reader 'un:,r chooee to
reaffiyrm his own schemntic order and will only sample some in-
formation from the text, therefore taking an aaaelrbive role,

He may, however, decide to accept the author's schematic eorder,
thus submitting to this order mnd substantially modifying him
own framework of ideas.

While Widdowson does not overtly apply this model to the
foreign language learner, we can obviously sense ite implica-
tions there. The lengusge learner, for all that Steffenson,
Joag-Dev and Coady have told us about ecultura) frames of refe-—
rence”* may, indeed, lack the conceptual schemata’ which the
suthor reflacts in his text. (Although as wWe hove noted, con-
ceptual schemnta may not be totally derived from culturnl va-
rinbles), Thus, the leRrner, bty his very noture, mly more
often than not be forced into a more submissive role vis b vie
the text and, by extension, vis B vis the suthor in the act of
commurticAation which is reading.

+ See appendix, p. I-1V.
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The role which the foreign language learner tekes in
reading, as we have seen, is by no means clear-cut. It can
end does vary Aaccording to the intercction of many different
factors, among which we hove specificrlly considered the in-
terplay of cultural and conceptual schemata between foreign
lenguapge reader and author. Nevertheless, we can accept as
an axiomatic truth regarding all learners and learning situs-
tions (which encomposs the act of reading) that "the only
affective and meaningful way in vwhich enyone can learn is at-
tempting to relate new experteneés to what he knows (or be-
lieves) slready. In other words, comprehension and learning
are inseparable” (Smith, 197%, 1). In effact, the learner
tende to learn more when he takes 8 more asseyrtive position
with regard to a particular text. Comprehension precedes learn-
ing.]' for as learners more refdily understand new informstion,
they simultaneously fit it into slready exleting schemnta,
adding 4o their schemata new data, thoereby "lesaming™ some-
"thing new, ‘

further, dsfining comprehensicn and learming proves 4o be
no eany tosk. We have affirmed, however, Be dces Prenk Smith,
that comprehension, in fact, precedes learning, If the text
itself does not make sense to us, then we are unfble 4o restruc-—
ture our theory of the world in the head, which con be consi-
dered ama a sort of pre-existing uchemﬂ-ta.z However, At eome
point the text cen make sense 40 us and thus we would recon-
struct or modify our schemats baping our new reconstructions
or medifications on information gleaned from the text. Smith
calls this procese "lemnrning" (Smith, 197%, 35). Concomittant
t0 'this "learning", to use Smith's termminology, Smith introdu-
ces what he calls "Informntion theory®.

1. See ﬁ.p'[lEnd.ix' P KIV, 8xX. VII, vIiII.

2. To help pinpoint students pre-existing ..chemata., nronoced
texts are studied exhaustively using diverse cultural and
concentual criteria,
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According to the precepts of “"Information theory", as
Jinterpreted by TFrank Smith, " mesrage or a signel is infor-
mative if the receiver of the messfge knows more after re—
ceiving the message than he knew before receiving it" (Smith,
1975, 31). When reading, redsders respond to fomiliar sigmale
which establish the necessary ground for them to assimilate
new information. If readers receive only familiar signals with
no new informntion, they can be just s likely toc tune out as
if they were receiving sheer unsdulterated "noise" (the term
in "Information theory™ for signals which are completely
mebningless to ug). Therefore, for reading to induce real
learning, there ghould be & proper mixture of familier eignale
and meaningful new information in & context in ¥hich the reader
will take an apgpertive role, fitting the new information into
pre=existing conceptusl and culturel schemzta.,

Ap teachers and miterianl writers, we are very much con-
" cerned with the nrocesses of comprehension and learning. It
would interest us greatly to be Aable to pinpoint in our students
the moment in which comprenension wecomes learning. In spite ‘of
the approgches to guessing unknown information which Gaegné (mee
P. 44 of this paper)} and Hosenfeld (Alderson, 1984, 230) have
tried to show us, 1t is most unfortunotely impoesible to look
directly intec our own and, by extension, into our students® cog-
nitive structures (Smith, 1575, 43). ¥While Frank Smith admits
that "the solution to a problem may flash into our mind, he also
admits that we [might] have no ides of where the m=olution came
from or how it was conceived" (Smith, 1975, 44).

Vhile we cannot perceive cognitive structure per se, we can
‘end do perceive its nroduets, both in our ovn learning and in
that of our studente. Therefore, cognitive structure and ltse
expression through cognitive style can only be inferred from



38
observable data, i.e., from the ways in which we Ses our otu-—
dents approach texts. By cognitive style, we mean the dig-
tinctive approaches used by lemrners when involved in learn-—
ing aetivities. Smith elaborates on this idea, telling us
that Ycognitive styles do not%t “explain® individualsg, nor do
they act a8 mysterious forces that direct our brains i‘rom withe-
in. They &re observable and relatively consistent character-
istics of thought and behavior which reflect an intricate pat-
tern of beliefs, expectations and rales that are ali abvout in-
toraction with the world. They are a consequence of experience
and learning" (Smith, 1975, 198). As a logicel consequence %o
Smith's observation, our principal aim in this part of our atudy
is to describe some of the diverse cognitive stylem observed in
foreign language learners as they are reading with the express
purposs of their application in our proposed model,

Cognitive styles, as it has been mentioned, depend upon
cognitive structure, or the way(s) in which we relate our owm
unique cultural and conceptual schemata to the cultural a&nd con-
ceptual schemata produced by authors and evidenced in textsm.

Up to this point, we have limited our considerations of these
‘schemata to the exclusion of rhetorical aspects, that is to say,
wa have'yet to examine the effagt of textusl schemata and organi-
zation according to rhetoricel principles upon comprehension and
leamming. Rhetorical principles play sn important role in the
eape with which students gresp information in texts or in the
nreadabilityv of such texts.

Nore specifieally, however, textusl rendability is a term
which may be described am the ease with which one reads and
captures and retoing informmtion, or comprehends and learnse by
modifying existing knowledge of the world, or in other words,
one's cultural end/or conceptual schemata. In determining the
rendabkility of specific texts A. H. Urquhart states that "read-
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ability formulae normally incornorate word difficulty and bmen-

tence length as significent factora™ (Alderaon, 1984, 160).
Thege variables are, in fect, traditionnl intrasententisl lin-
guistic factore. Yet, as Urcuhart himself maintains, readabi-
1i4y could depend on other factors as well; 'rhetoriesl orghn-
igation could \'_in affoct_] affect the readabllity of texts in
certain ways" (p. 160).

Urquhort's experimental work revolved about the incorpora=
4%ion of two rhetorical organizational principles —-time order
and space order-- ag determinants of readabllity mensursd ac-
cording to reading speed and ease of recall. His work carried
out with notive speskers and, similarly, with foreign language
learners pointed to the importance for readability provided by
the orgunizational factore of time order and epice order in
texte. In-sumary, hoth native speakers And foreign language
learners performed better on teste measuring readability, when
the textes they rend conformed Yo chraonoclogichl presentaticon of
facte in narretives and to o determined, eapsily followed spatial
ordering of date in descriptions, .

We may carry Urquhort's conclusion®s one step further by as-
serting that the chronologieal ordering of events and a "logical™
spatial ordering of descriptions could reflect slmilar cognitive
schemata in learners. It is possible to apply this precept %o
our own students es we have done in our course model.V As
learners, our students are equipped with organisational schemato
which enable them to comprehend the rhetoricel)l structure of
texts insofar as those texts correspond to the schemata the
learnors already mossess, We miy cprry this orgument one step
further as does Yilddowson when he sintes:

+ See appendix, p. ¥XI11I, exs. IV-B, V-A, B.
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the way English is used in science and in other
apecirliat subjects of higher education may be
more satisfactorily described not as formally
defined varieties of English, btut as realira-
tions of universal mets of concepta znd methods
or procedures whieh define disciplines or areas
of inquiry independently of any particular lan-
guige. In other words, the "special usea" ,.,,
are the communicative funections of language in
a general sense and constitute universee of dis-
course which underlie the different textual fem-
tures which realize them in different languages.
{Widdowson, 1979, 24)

Universal elements of discourse could, indeed, encompass such
aspects of rhetoricel organization of texts as the chronolo~
gical sequencing of events and the leogical spatial ordering
of data.’

That learners of English could and 4id perform betier on
"tests of readability” when faced with texts which were logicsl-
ly ordered according to chronological and spatinal faetors, un-
derscoras the universality of discourses to which Widdowson re-—
ferse ap well as the rhetorical prineiples of textual organization.
Por this reasnon, we most certainly agree with Alderson's obser-
vetions in 8 postscript on Urquhart's obsarvietions when he states
thet "the writer assumee that a particular set of readers will
bave a particular purpose and set of knowledge and he orders his
text accordingly® (Alderson, 1984, 178). Ona area in which the
writer makes adjustmente to his readers® purposae and et of know-
ledge hes been shown to be in rhetorical orgonigution. The point
Urquhayt's paper makes "is that thers is accumilating evidence
that we should be considering rhetorical factors in the text as
well as more traditional) intrasententinl linguistiec factors"
{Alderson, 1984, p. 180). Textual organiwation should, thus,

be an overriding concern in our examination of the foreign lan-

+ GSee appendix, p. J{II—XIIi.
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gubge reader's approgch{es) to his texts, and it is B concemmn
we hove reflected in our course model.

Frank Smith unknowingly elaborates on Urguhart?s hypotheses

when he stautes that:

the perceiver imposes his own organisation unpcn
the information that reachee his receptor system.
The organization of this knowledge of the world
1ies in the structure of his cognitive categories
and the mammer in which they are related - in the
way the perceiver partitione his knowledge of the
world. (sSmith, 1975, 167)

Both Smith and Urquhart in their ideas about reading are also
referring to the learning proceses in general. For, as we have
seaen, learning involves among other processes, perception, con-—
ceptualization, a kind of intellectual categorization and stor-
age of information for further use when the need for that in-
formation arises, These processes are already part and parcel
of the learner's cognitive framework and determine the my(-)_
or style(s) in which he approachss textm. It would be pomsible

. t0 conclude, therefore, that reading is very much 2 learning
process that cannot be taught. PFor this reason, in Undeystanding
Reading Smith suggests that teachers should be concernied mainly
with what learning to read involves and with presenting students
with meaningful taske® where comprehension of the astivity or
eoncept exists even before the mtudent i faced with a written
text. Smith's ohmervation opens up & wide area of discussion for
us both Bs teachers and as meterinls developers. Wes Are, thus,
faced with the problem of determining with greater precision not
only what constitutes the knowledge which lenrmers would bring
to a resding comprchension course, but also the teacher's and
students*® roles in a contemporary reading class, ac well as the
type of material to be used and activities exploiting such mate-

+ See appendix, p. XI, ex. II~-C2.
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rial. Our interpretation of these issues will be the all-encom-
passing subject of subsequent deliberations in thim thesis, It
will also lead to aspects reflecting o practieal framework on
which to design & course model.”

+ '?or further information on which to design a8 course model,
gee appendix, p. I-¥IiII.



43
Chapter 2,
Some Frectical Considerations in the Setting up of 8 Rezding

cagmrehenaicgg Courss in English in the Phcoultad de Pilospfia
¥ Letran., '

In setting up our reading comprehension course it is im-
portant for our university students to understend that resding
in a forsign language need not be terribly difficult or, in
ather worde, understond that reading in a foreign langunge
should simply expand upon previous k:nowlkdge. At thie point,
the teacher should encourage his/her studente to asecertain
what 18 involved in resding in & first language, ostensibly
in order 4o circumscribe such previous knowledge. The teacher
. could then ask if rending in any language would involve the
same processes. This step. seems ecrucial to us, for affimative
anawers to this guestion are ve;ry renssuring for our studente
who then face the reading task in the foreign langunge with &
more positive attituds. ) '

In attempting to design 8 reading comprehension course
which concentrates on communication, we have succeedad in ;
bringing together the previous considerations in the setivity
to be described below, In a similar fachion, Hosenfeld sug-
gests & thinking asloud approach which "eonsiste of 2sking stu-
dents to perform tasks and to verbalive thetir thoupht nrocespeny’
{A2derson, 1984, 211}.

Since reading isn "v’fer:'r nmuch 8 learning activity, in demerib-
ing some of the recding processes it would be sdviseable for the
students to infer some of thene processss through their owm per-
sonal involvement in the set of reuding as well as through the
teachert's prompting if need be, In the ensuing discussion about
the first languape and the reading processes involwved, the s“t:u-
dents might point out that many of the cbilities needed might

+ See appendix, p. XI, ex. C~2, a, bh.
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be applicable when reading in -a. foreign languege. Once +the
student is conscious of this fact, he will bring to the read-
ing tesk previous knowledge of his own langunge and also of
the foreign language. He wil)l also probably transfer certain
cognitive abilities or personal approaches to learning tha‘t
he hag used puccessfully in the pzst. An activity inepired
by Gagné (1980, 84-92) could -promota the former might be Bet
up in the following mannert
-= Pirst the sptudent is foced with o text that he wishem to reaq,
perhaps one that he has chosen or one that belongs to his field
of at_.-udy. It is assumed that the student's choice of text is é.
source of motivation and nothing is as useful in this agtivity
ag 8 high level of motivation on the part of the etudent.
=-— Then, the student is asked to read the text in the foreign ’
_lanémge in milence 8aa many times ag he wishes without a die-
tionary and a2t his own speed.
== Idemlly, Once this task has been completad, the teacher sits
next to the student &nd hae the student explain what he has goth-
ered from the text. The native language can be used, if neces-
pary. The teacher can prompt the student by means of brief ecom=-
ments or questions such as “why?", Meh‘?", "how??, and finally
begine %o ask the student how he has obtained the given infor-
mation from the text. Emphasis is placed on the student's con-
scious analysis or the "thinking aloud*® process as applied to
the text and on the use of his own personal learning strategies.

Thie Aactivity is repeated seversl times under the same cir-
cunstances in order to help the etudent to use his own learning
approaches and linguistic abilities and to foment student-prompted
new apnroaches. Encoursged by this "successg" the student will

Widdowaon affirms that if a student is conscious of what strategies
he is using, he will improve his reading process (Widdowson, 1978,
108},
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Indeed, while "mony learn-
ers’ difficulties [tould continue to be] coused . . . by en

inzdequate or counterproductive view of the task" (Hosenfelad in

feel more contident about resding.

Alderson, 1984, 246), Hosenfeld reporte thet thinking aloud

activities "convincingly demonstrote the uaefulness of develoop-

ing students' awarenass of the strategies they curvently use,

and of consciously trying to get them to use new strateglies.® (246)
As 8 follaw-up to the mctivity described, the text can he

intyoduced At 8 later dante with written pre-reading questiﬂns.l

perhans based on Pugh's five major recding styles: scanning.z

search reading, skimming,3 receptive reading end responsive rend-

ing {Pugh, 1978, 50-55). Quentions based on these rending siylesn
are suggested to be included at the beginning of the readinrg he~
cause they tend %o sensitize the student to the structure of the
taxt, Yo itc development, to its cohersnt ond cvhesive character—
istice and to the other numercus {and more particular to the text

in question) factors that intervene in the text, Thepe quesiions

could, in fact, be congidered s kind or pre~judgement of the way

students will read, However, they conform to the major styles

of reading cbnerved in experienced yeaders &nd Aare very likely
also indicative of the studenta' reanding behavior in their own
"nntive leangunge.

The teacher is still seated at the student's side and Bssumes

the role of a "paychiatrist®» who listens. As & good psychiatrist,

the teecher is awere of his/her need %o vask indirect rather than
direct gquestions Cfoﬂ at times it is necessary %o ask students
guestions in order %o clarify certain features of their problem-

B80lving processey. Questicons should be B0 vworded that they do

not impote directly upon studante? thought procenses or pelf-

report" (Hoeenfeld in Aldsrson, 1984, ?312). The student with

1. See¢ apnendix "Poetry and Poetsv, n. X, erercince I-A.
2+« BSee appendix "Paoetry ond Poetsh, p. XI, erercicae II-A,
3. BSea ownmendix "Poetry and Poctev, p. XIX, evercise II-B.
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practice will come up with mofa sophipticated learning strat-—
egies as he continues to read. .

In essence, we are “teesching" the student to confront
questions involving his own conscious knowledge of the worla,
the nature of the text itself and of hir own need to read such
a text. Iere are exgmples of these tyﬁes of questione varying,
of course, according to the students themselves and to the par-

ticular text, A philoeophy student in this case might have +to
consider: e.g.

1. What ie definition?
2., How does Prege define "definition"?

3. How will your knowledge of Frege help
¥ou to understand this text?

After the s‘l':udent hag read the text in silence several
times, he iz in a better position to understand more fully how
hie own knowledge of the world and the knowledge he han of his
own subject haeve helped him to underatand the tozt.]‘ e teach-
er cén now sit beside the studdnt and listen to what he has to
eay about the text, mbout reading, and about his own leorning
otyles,

At thip stage, a nevw text ie introduced. This is Also an
authentic text but it is now in a "gloze®' format. Once again,
the student reé.d.e. the text at his leisure in silence, When the
teacher returns 4o question him, the student is expscted to con-
clude that one does not read word for word and that mesning can
be predicted. The student is also expedted to express other
obgervations of this nature. Osgood (1959) has noted that
n"eljoze procedure points out the communality of the language
syntems of the writer and reader® (Osgeod in Mackay, Barkman
and Jordsn, 1979, 20). It is hoped that the student will have

1. See appendix, p. X, exercise I-A, 1, 2.
+ A text where every seventh or ninth word has been delated.



. 47
something to say to this effeot, in his own words, of course.
If not, we as teachers can try to nprompt the student's involve-
ment through ieading questions or through the une of acnother
student 28 monitor.

The ﬂ-bove-mentidned technigue, as well ap the onc that
follows, which may seem utopic given the £ize of our eclagses,
are used with all members of the class. Students read on their
own. Then & teacher sits with each student. Yhen student ap=
pear to have comprehended individually some of the reading pro-
cespep And understood how they '"discovered™ the structure of
the text, induced the meaning of different parte of the text
and made other pertinent discoveries, it is no longer the teach=-
er, but inetead a student who site next to his partner. Hs
listens to his partnert's running commentary, making no sugges-
tions at this time. When the firsat ptudent has finished com-
menting on the text, the sscond student trades places with him
and does the pame am his partner. What we expect to take place
is that both students will verbalize different approeches and
reading strategies. Thus, both should benefit maituslly and coms
to understand that reading ie an active process carried out in
different ways by different readers.

At first, it may bBeem more advantagecus to group together
two studente whb are studying the same career, becdause they
would have similar working knowledge of the same fields of study.
At nome later date, small group.a of students can discuss what
they have read, Walker and Harrison describe the resulte of .
their experiments with small group activities. They otate that
" Eiiscuasion in a noncompetitive atmosphere of a close reading
of a tczﬂ allowing each member rediscnable opportunity to parti-
cipa.te""' is one of & number of approoches woerible. The authors

+ Yee apnendix, p. ¥I, exercise II-C, 2-a, b.
p. XII, excrcise II-D, A, b.
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and o .1ﬁrgernum'ber of tenchera "who tried out these activities®
report that students enjoy doing the ectivity/ies, and that they
renjoy ahari.hg their responses®. "The poorer readers are able
to contribute and [_éla&l giin in sharing the insights of the
more fluent readers® (VWalker and Harrison in Mackay, Iarkman end
Jordan, 1979, 21-22)}. In the "close reading of the text» by the
group, many meaningful observations will surface thet will bene-
f£it all concerned.

At this poﬁt. it appears pertinent to may the the activity
we have Just described and which can be extended to include ex-
ercises based upon the reading theories previously expounded, is
a vaiy valusble one. Its valus derivea from the fact that¢ the
student is faced at firet with reading by himself at hia own
speed, Then, he is encouraged to verbalize what ie teking place
in his own mind in a non—-competitive atmopphere with only the )
tencher to listen to him. Of course, the teacher has strived
to create an atmosphere as stresg-free as possible around and Jdi-
rected towards him., Questions of & very general nature are in-
troduced initially, aimed at some of Pugh's suggested reading
atyles. These kinds of question® are asked becaupe skimming and
secanning are among the activities which we really eorry out vwhen
reading for diverse purposes, and usually reflect the way in
which we read a text for the first time. )

Indeed, it is hoped that the students will conclude on their
own that their reading styleg differ among themselves and that
these difitinet styles Are determined by the different types of
texts one chooses to read and by what one wishes t0 4o with such
different types of texte.

. fhe texts themselves will provide a diversity of content
and writing etyles as well as expose the students to written pas-
pages at greater than sentence level., Students should be en-
gouraoged by every means to read at greater than sentence level
because in only that vway will they be exposed to the factors
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_ involved in textual og'ganization and predictions derived from

sBuch organization. The very fact that students will be read-
ing on their own, using personalized study skills and advanc-
ing at their own speed seems %0 be 2 very efficlent way of
building up confidence in themselves. In eddition, this type
of reeding induces learning to use all the approprinte reading
skille ms well as "learning to remd by reoding" (Smith, 1973,
195). The enormous amount of different mnterials to which the
students ere exposed will sensitize them to both ™usage® end
mipe” at greater than sentence level, most likely at discourse
level., Of course, it is at discourse level where the reader
is able to apprecinte textusl organization.

At this ypoint, it would perhiRps be appropriate to say that
during the activity mentioned above, numeroue questions coulad
arise. .Bnme students might want ¢o know what each and every
word meane., They could often be tempted to reach out for the
dictionary, especislly & bilingual one, for even though the
activity itself sounds easy, teachers frequently ancounter a
high level of resistance on the part of some students to an ae-
tivity of this type, where studenta are expected to think inde-
rendently and not have to resort to such c¢rutches as dictionnries.
Some teachers also hesitate to use this type of exercime for they
pay that Yvoieing aloud whot one is doing when one is reading ie
not something one normally does when one reads (Smith, 1981, 111).
These teachers maintain that the students are faced with wvoilcing
a8 series of remding proceduree and skills thet they had never
been conscious of before and that these procedures might have been
more effective if left unvoiced and unconscioue.

In an activity of this kind the student could be flattered
or secared because the teacher i#g giving him his undivided atten~
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tion. Wevertheless, the student --especially a student brought
up in 8 traditional teaching-lenrning ttmoephers-- may feel that
he is not learning because the teacher is not telling him any-
thing. In other worde, the teacher iz not “teaching" him.
There is slweys sn enormous concern that the tercher has to ex-
plain, give rules and correct. Since sll of these traditional
eteps are not emphasized in the activity at hand, the student
may exnerience stress becBuse of the apporent lack of tescher
control, and also hecause of the high degree of individual et-
tention momentarily directed toward him.

The new role assumed by the teacher, that of monitor, does
not reagoure many students. When the student is faced for the
firat time with learning on hie own, inducing meaning and using
his own problen-solving approaches, he ie often in a quandary.
When the teacher no lohgar assumes 8 traditional teaching role
in which he/she directs the student at every juncture of teach-
ing, but instead encournges the student to guess even if he
makes mistakes and to leam through thees mi.staklln, the student
often el‘annot cnpe With the trensfer of the responsibility of
leamming. It is at this point in the activity that the teacher
must again actively smolicit from the student his idea about what
reading ie and what processes it involves. Above 2l1l, it is
important to remind the student that reading is a lesrning acti-
vity and that it involwves the stuadent's use of his own pexsonal
otudy skills and lesrning abilities and that, "after all, it
is the student who muist learn by doing. It i the student who
mist lenrn the possible combinations and interconnections smong
the vorious process strutegies. This gool of leorning to use
them quickly and flexibly can be achieved only by prectice, i.e.,
reading" (Mackay, Barkman and Jordan, 1979, 12).
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Hoving to foce an unknown situation such as thie cognitive
behavior activity, the student is often worried because he
wants E:u know where [he] is going with plenty of londmoarks to
retum to] (Ulijn, 1982, 265). This attitude must be taken
inte account when explaining time a2nd again the differences in-
volved between a4 tyanditicnal language clams and the reading
comprehension courae that the student is taking, In a tradi-
tional course, the teacher is the sole mource of determining
what iB correct Or not. He also points out if & student has un-
derstood. In the type of reading comprehension course model we
have tentatively designed, the teacher's role emphasizes ways
in which the students themselves can question and sxamine their
interpretations end /or enswers, In this way, the teacher servens
ap facilitator or even as a "devil's advocate'™, ms in some of
the activities we have briefly described, rather than as the sole
authoritarian figure who determines states of correctness.

In thie sense, the behavior salicited from the student
should reflect his use of analytical strategies and the expres-
sion of these strategies through whatever means the student hes
at his disposal. These means may include verbalization in the
L2 or in the Il & well as use of a wide runge of paralinguistic
modaes (such as pointing to examples in the text). Since we are
dealing with mature students at university level who may bhe
accustomed to using such an analytical appreach in their own
fields of studies, once students undertand thet language, and
thet in this case rending, can elsc be enflyzed in 8 similar
way, they will hopefully shift from & synthetic or word-by-word
grammatical approach to an analyticnl appreach based on under-
standing 8t discourse level. Thus, students will develop their
own cognitiva abilities and at the same time their linguietie
abilities via the kind of mctivity we sre proposing. Indeed,
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we are suggesting through this activity that cognitive and lin-
guigtic abilities are highly complementary and often inseparable.
As we hove shown in other parts of our paper (see p.p. 25, 26)
a synthetic or word=by=word and grammatical appreoach is indica-
tive of mediated meaning and word identif'ication, in which the
reader lores perspective of the whole in order to extrapclate
the meaning of individual words or phrases. Contmastingly, in
immediate meaning identification, the reader graspg the meaning
at discourse level. His understonding is then “analytical" in
the oenoa thut he analygzes the text for its message 2t discourse
level, and sees more how the different components contribute to
his global understanding ¢f the text. Of course, while both
medlated and immediuté meaning identification econtribute to the
reader's understanding of a text, the reader's goal, as an ex-—
perienced reader‘is generally considered to be immediate meaning
identification, with perhaps a few sometimes necessary lapses
into mediated meaning or even word identification. Thus, both
types of meaaning identification reflect the inceparmable and
highly complementary nature of linguistic and cognitive abilities.
As 2 result, we have inferred in other purte of this paper as well
a\-.a in the precdeding description, that whet we are propesing is
net 2 strueturally based course derived from "formal linguistie
categories with criteria for moving from mimple to complaxt®
(Brumfit in Alatis, et. al., 1981, 197) with grammar rules lecrned
and applied, with the study of vocabulary eystematically arranged
and practiced.

Porhaps, it would be importint to explain briefly to our
university students the distinction between formal and funetional
approaches to language : the formal approdch involves, on the
one hand, the definition of contents: +the phoneological, syntac-
tic and lexical features of the foreign languege. The functional
approaech, on the other hand, ['specifies the contonts of the
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foreign language in terms of the "uges" to which the leayner
will put the languzge} (Wilkins, 1975, 184-1B6). In keeping
* with the latter, we would explain to ocur students in the
' oimplent of terms thot they already had m structural basis of

the foreign language although now felt to be pascive knowledge,
and that they are ready, consequently, to extrapolate the for-
mal approfach to langusge which empha;izes usage from the more
communicntive approach which emphasizes usa, Our astudents may
accept ot first with reserve and later whole-heartedly their
reading comprehension courses where [ianguage ie stresced as

a meane of aecquiring kmowledge rether than as on end in itaelf]
{Brumfit, 1979, 187).

Brumfit'e criteria for the functional approach indirectly
stresses the goal of reading as that of acquiring information
and/or meeting a need whieh is not necessarily language-oriented.
Such criteria bring uc back into the realm of reanding with'a
distinet purpose in mind, which, in fact, is the kind of randing
our ptudents carry out in their native langucge for school-re-
-leted activities. The kinde of material cur .stidents choose to
read reflect both long~ and short-term goals, goals which can
be translated to mean that the materisl is uped to broadsn our
students '’ sendemic preparation. fThie materinl has been written
for recders whose interests and needs would roughly approximate
those of our students., We may tentatively concur with Keith
Morrow in one of his definitione in calling such material *"au-
thentie” bacause it consiots of "a stretch of real langsusge nro=-
duced by & real . . » Writer fop a real audience and designed
to convey & real message of some sort® (Morrow, 1979, 13).

One may use ar o starting point the above-cited definition
of authentioc material, hence, providing students with extractse
from such material. Extrocts® are, as Widdowoon hes described

+ See text in appendix, p.p. XVII-XVIII.
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them, "piece(s) of gemuine diécoume" and "notural instance(s)
of use" {(Widdoweon, 1978, 79). - Because of our studentss ulti-
mate need for specialized selections of lanpuage reflecting
eurrent trends in their fields of study, genuine materials ap-
portioned in small doses would appear most appropriaote for
teaching and learning purposes. Ideally, they purport to give
the students those elements of language most highly character-
istic of texts in the students® specialized fields of study.

There are, hbwover,‘ inherent drawbacks to the use of ax-
tracts. Morrow cites one, when he tells un thot

«»s¥e have no way of identifying clearly for
our students what elements of an authentic
text are there because they are part of a
general language aystem, and which parts are
there bacause they are part of the character-
istie way this particular speaker/writer usses
the langunge for this partieular purpose when
addreseing this particular type of audience
in this particular type of situation {(Morrow,
1979, 14).

"-!herafore, it is not fensible to assume that a given text would
reflect the gencral features of the type of language our otu-—
dents need to read. ‘

Another equally distressing fl;lw of axtracts is that they
are "taken from the context ¢of larger commnicative units and
therefore lose L] many of the chorocteristics of discourset -
{(¥iddowson, 1978, 79-80). #daterial taken ocut of context is by
its very nature incomplete and would, thersfore, presuppoOBs a
thorough knowledge of that context not only in order to be fully
understood, but, in addition, for such material to be meaningful
to the students.

We may further consider, along with Horrow, that such au-
thentic textunl material wasg, indeed, not created with the lan-
guage learner in mind, that is, as traditionnlly understood,
“designed to practice specifie lanpusge npoints rather than to



55
convey resl information" (HMorrow, 1979, 13). Morrow*s delib-

erationo about authenticity lemad us 4o think, once ngein, of
our students' activities in terms of reading for informution
rather than for the wecquisition of langunge, OQr, as wa have
previously cited, reuding in & foreign lengunge should specify
"the contents of the foreign language in terms of Yhe 'uges™
to wniqh the learner will put the language® (Brumfit, 1979,
184-186), Therefore, in more practicel terms, we should per—
hape think of equating langunpge learning with the kind of
leetrning done in subject classes other than langusge, This
suggestion ellows us t0 think in terms of presenting specinl=
ized materials from our students' own fields in the English
language class.'-'

In this way, language learners could be presented with
lenrning material which 4is authentic. Ey "authentic”, we now
mean in the broadest sense materinl Appropriate as communication.
Widdowson further sietes, partinlly in defense of language fof
specific purposenm, '

that a foreign langutge can be associunted with
thosoe areas of use which nre represented by the
other subjecte on the school curriculum end that
thip not only helpe to ensure the lini with
veality and the pupils*' ovm experienee but also
provides us with the most certoin meens we have
0f teaching the lanmuage as communication, ae
mage®, yzather than eimply as "usage™, (Widdow-
son, 1978, 16)

Yhile communication is, indeed, our foremost goal in deter—
mining suthenticity, it may be necessary to examine in greoter
depth the distinct components of such communication. Such
examination 4o intimately linked to text selection, for when we
.chooses a text for our s+tudents, it may not suifice only to take
into sccount ocur previous definition of authentic as "realw,

Rather, we should further specify suthentic as "meaningfulw,

+ Sea texi in appendix p.p. XVII-XVIII for students of Pedagogy.
p.p. XXI=XXIII for studente of Fhilomophy.
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where mesaningful means that & text should be relevant to our
students ' needs. Criteria based on relevancy {(wvhich in turm
determine commnicability) are diverse. HNevertheless, as Mor-
row points out, such criterie can be narrowed down to four
basgic cetegories: "topic, function, channel and audience",
(¥orrow, 1979, 15). '

By topic, Morrow suggests than we agk ocurselves asg teachers
if our students would by all means “want to der) with lenpuage
on this subject" {p. 15). Morrow aiso addrasses himself to the
problem of subject and/or ares ppeeifieity., Some topics may be
too general and, therefore, uninteresting to cur students. OF

course, a8 & further observation regarding material selection
based on topie, Iautamatti reminde us thet "materinle are often
made for as large groupe as possible and do not therefore fit

. any particular learner's or group's needs {oe welln (mutématt:l.,
. 1979, 92). : '
o Where function is concerned, NMorrow limite his cémments to
the question of "will our students want to deal with lsnguage
intended to do thp same ‘thing" ag the texts under consideration
imply? (Morrow, 1979, 15). In essesnce, while the topic may
meet our students' needs, the 1angué.gs used and the function{(s).
invol.'ved may not be appropriacte for our students. Por erample,
our students of theater in the’ Facultad might be more inclined
to rending about how the Elizabethan thenter was designed than -
to reading a play by Shakespeare.in the original English. The
topic in both ecamen is Elirabethan theater, but the funections
differ: in one cage historic description would predominate and
in the other, one might say that literary perception prewailead.

When Morrow refers %o the channel, he indicetes how the
material was produced. He oeke "wag it written or spokeng®
{p. 15). Further, whether or not the so-called suthentie pao-—
sage that the materials designer is tentatively considering is
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in its originel state is also important to us. That ie, will
we, Aas materials designers, be working with a transcribed text
originally meant tot heard or with a text originally producoed
ag written discourse? This, of course, is the simplest of con-
siderations. Por, analogous to this consideration we alsv have
to take into sccount the .fact that channel, as it is most wide-—
1y undersztood, encompasses the study of all the varieties of
written texts. Moreover, a text orx e pasmssage might and, in
fact, does inelude a brevad range of different kinds of writing,
sach ap exposition, narration and argumentation. O0f course,
thie lapt considermtion brings us closer to the idea of funetion.

Morrow has also determined that "audience” is B very impor-
tant factor in text selection. By audience, Morrow is invoking
an analysis of the readerah:[p for whom the text was intended.
¥orrow, therefore, requires that our owmm studente form part of
thie roadership. Por if they do not, the text loees one of ite
prime aspects of suthenticity and, by extension, also fails t6
reflect the quality of meaningfulness and appropriscy for the
spacific group which we are considering. .

Text selection based on authenticity forms a vital part of
the materials designer's work. If the four characteristics
specified by Morrow =--topie, function, chennel and audience-—-
are met, then we can safely assume thot we have selected material
with real commanicative value to our students. However, once
having patisfactorily met the above-mentioned criterim, it would
be adviseable to check with our students to see if they were
truly interested in reading the terxts we had chosen for them.
At this point, it is most helpful to recall that reading is,
though certain universal procedures may be carried out, above
all an individual procees. As such, our students*® needs ag well
as purposes for reading vary from student to student. Therefore,
the materials which we would have celected & priori, adhering
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carefully to Morrow's precepts, could suit some of our studantms

while others eould be ruled out, Our students' possidble reac-

tions as we have degeribed them, lead us to concur with Lynn
(1974) when he tella us that while our text seslection could
thava heent extramely well done, the only trouble is that one
never seems to come Acxoss the students for whom the reading
materials were deeigned)] (Lautamatti, 1979, 10L).

A8 tenchers and mateyinls designera, we nre ot & definite
impasse. It is trus that st one moment woe did select texts,
believing that wa had A clear idea 9f the studentsa’ background
knowledge, interests and, above all, the uses to which he/she
would need to apply his/her knowledge both of the foreign lan-
euage itself and, more importantly, of the ability to read in
the foreign longunge. Should the texts selected by the temcher
j fajil to clearly reflect the previous criteria ws would have to
agree with Lautamatti who states that *nothing can...be more un=
motivating...than 8 text...vhere the instructions and sxeroisea
are based on miatakeiz ideas about the stiudent*s kmowledge of the
language® (lautzmattl, 19749, 92-93). In the long run, what we
a8 language teachers might have to accept is that we will
eventually heve to have & large emount of self-gcecsss reading
material avatloble in order for our students to be able to rebd
at their own pace, using their own individusl learming Btmtégioa
and reading for their own specific purposes. Given the enormous
divernity of the students body in ¥ilosofia y Letras, mich mate-
rinl will by its very nature nesd to be authentic, encompassing
many syess of ntudy. Neverthaless we would not “solve" our
problems solely through the use of self-accegs materials, for
w8 would encounter yet otheyr complications regarding the dif-

Ticulty of establishing authenticity. To point ocut such com-

plications it ie to H. G. Widdowson to whom we should now turn.
Widdowson further mgintaine that renders conzistently read

only whnt is "related to their own social mnd paychological



59
reality" (Widdowson, 1978, 79). In other words, readers read
and interpret according to previously formed schemata, Widdow~
son goes on tc; say that extrocts or passages from comnlete
texts of the sort we might select could, indeed, be considered
"remmiine®, HNevertheless, they could not be called "muthentie
instances of use® if we were to agk our students to read them
"not in order to learn something interesting, but in ordeyr to
learn something about the language 1itself » (p. 80).

In light of his observations Widdowson outlines several
procedures aimed at minimizing the problem inherent to the ume
of extracta. One of these procedures is to work with an arti-
cle, first limiting oneself to "one or two parcgrephs 8t a
time, ® and then proceeding to consider the whole articls as a
complete unit of discourse. Another possible solution, and
one which is preferred by Widdowson, is what he calls "prompt-
ing gloesariee" (see appendix for an example )+ in which the
component words are alloted the meaning(s) which they take on
within the %text itcelf. Although Widdowson emphasizes some of
the advantages of prepéring and using & prompting Zloseary, he
also fully recognizes that prompting gloscaries "tend to relieve
the learner of the essential,task of interpreting the discourse
himeelf" (p. 87). A good part of reading, as we already krnow,
coneiste exectly in the interpretation of discourse, ap well as
in guessing at unknown elements in e text. Prompting glomsaries
would deprive the students of the very necessory experience of
guessing. By providing the most approprizte meaning of an un-
imovn element, the gloesary supplants the guesuing procesa. If
all unknown elements were 580 glosesed, students would never have
the opportunity to exercise their own knowledqne in. determining
their meaning. Thus, given this overriding flaw in prompting
gloesaries Widdowson sugpests yet other avenues of apnroach to
eelecting and further dealing with reeding pasrages for foreigm

. + P XIv.
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language learners., These avenues of apnroach are simplified
versione and simplified accounts.

Whén enge.ged in text simplification the materials de-
Bignerts overriding gonl is to make the tert more readily
aceessible to the learner. Such simplifieation is highly de-
pendent on the nature of the learner and involves careful con-
gideration of the learner's cognitive styles, the schemata he
possesses which determine these distinet cognitive atyles and
last, but not treditionally least, the linguistic knowledge
the learner brings to the text., Widdowson rem:rks to the ef-
fect thoet in truditional lanpguage courses, simplification of
reading material is a mere excuse for providing the learner
with "a manifestation of selected parts of the language system™
{p» 78) in order to "consolidate a knowledge of structure and

" wgeabulory that has alrendy been introduced® (p. 78) with the
added attraction of "[@xtending this knowledge by incorporating
into the pasgages examples of whatever elements of ushge come
next in the course® (p. 78}. Widdowson sums up the grave dan-
gers of such text simplification in stating that:

[the passagal has something of the tharactar of
a display case and its value as disccurse is
decrensed aceordingly. The effectivenese of
pasaages of this kind as 2 means of manifest-
ing a restricted set of elements from the lan-
guage system is achieved at the expense of a
normal realization of the esystem as use., {p. 78)

We may say that the type of text simplitication known as
a "simplified version" suffers from these very defects attribut-—
ed to resding texts in a traditional structurglly graded course.
Allen Mountford has said that in this sense simplification fo-
cuges on "linguistie usage..., the creation of semantically
enuivalent text"” {(Mountford, 1975, 5%9). Widdowson himself in
his description of the simplified version stresres the semantie
element, linking it to the effect produced by nrompting glossiiries.
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In the nroducts known 8as vimnlified versions the materialse

writer has composed "paseagec which are derived from gonuine
instonces of discourse by & process of lexienl and syntactic
substitution” (Widdowson, 1978, B88). We have mlready seen
the effect of syntoactic simplificution end/or substitution
as tantamount to the effect vroduced by traditional struetural
grading in selected remding passagese. There lexis is concerned,
simplifieation produces an effect equivalent to that brought
about bty the prompting gloesary. “In effect what Esimplifiaa
accounts based on lexical ﬂubstitutioné] do is to incorporate
the glosses,,.directly inte an original extraet to produce m
version which ie judged to be within the linguistic competencc
of the leayxner" (p. 88).

Often, substitution as in the simplified version results,
as Widdowscn points out, in a true distortion of meaning (p.p.
86=89). That is to Eay, in our zeal to render texte simple
enough by what we might consider our students' standards, we
fall into the trap of providing falee information, the ultimate
of dnnpers implied through simplifed versions. Hence, text
simplification based on a predetermined idema of the leerner's
linguistic competence in the .areas of eyntax and lexis often
provides a mistaken albeit treditionnl means of aiding the
learner. In this light, Widdowson stites thot the simplified

vercion is & mere “"contrivonce for teoching the lenguage." (p. B8)

Furthermore, in the simplifled version, materials dacifmers
may be involved in “making more explicit the rhetorical structure
of the text% as discourse" {Mountford, 1975, 59). fThis process
involves, more often than not, the decompnosiing of the genuine
discourse into units which materials designers have traditionally
considered more accessible and comprehensible to leirners. Howe
ever, there is yet ancother grest dange: involved in such 8 pro-
cedure, We note that decomposition uoes, inderd, consist of
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"a process of detransformation in which complex santences Bre
broken up into cimple or compound sentonces",+8nd could alseo
imply & simplification of the rhetorical structure itself.
Such e simplification, in turn, results in & complete restruc-—
turing of the passage. Nevertheless, the danger consists in
this very breekdown or transformation of rhetoric: mimplifi-
cation at this level most often results in the loss of conti-
naity of meaning so necessary to discourse, only t0 be replaced
by meaning at the sentence level, )

Of course, we may say that the simplified version hag its
advantages which are most highly appreciated in & more tradition-
al approach to the feaehing of reading. In this spense, if we
were to consider reading a purely synthetic ererciee, we would
haye to complement reading material with an exploitation of
grammar 6nd voecabulary isolation.

An alternative and more successful approach to the mate-—
rials designer etill in the realm of text simplification is
the "pimple account®. The spimple account stresses the learnsre®
copmunicative competence rather than his linguistic competmnce,
In such 8 procedure of text simplification, "the éimplificstion
{1téa1f] is applied to the eommuniecative use of lenguage to
create o pragmotieally equivalent discourse, as distinet from
a8 semantically equivalent text™ (Mountford, 1975, 59), the type
of product usually associated with simplified versions, Widdow-
son tells us that the simple account in effeet “reprecente not
an alternative textualization of a given discourse tut a dif-
ferent discourse altogether. It is the reeasting of information
abgtracted from some source or other to suit & particular kind
of reader® (l’iddowaon, 1978, 89).

The materials writer in thie pense in not molely involved
with the pubstitution of diserete syntoctic 2nd/or lexiecal ele-

+ Mountford, 1975, 59-50C.
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mente in the production of & aimple version. Rather, through
& simple account, his task is the creation of an independent
piece pf disccuree thematienlly and rhetorically related to
the original source or gources. He, in effect, azpumes the
role of author. As an “author® [he is intimately involved in
the process of intermection, thereby comunicoting with his
readars,. It is the ideal ¢onstruct of hic readers, based on
his own resl sxperience with similer readers, which determines,
ag in the case of & "real® author, the way in which hRe will
write the taxﬂs)—._] {(p. B9) Yor a more detailad description
of the process of creating s simplified version or ereating a
simplified aecount, as well as the problams irherent to both
procenses, we would rafer the reader to Widdowson (1978}, p.
p. 88-91.

Allan Mountford suggests that there is no clearecut,road
1:70 simplification; that is, we capnot draw a definitive line
of demarcaticn between the materials deeignar as pedagogical
substitutor -~ &g in simplified versions ~~ and author -- as
in gimple aeccounte. Acecording to Mountford, "most mimplifi~
eetions come aomewhere between the two extremes, having in
other worde, features of both recrsation {or simple accounts)
and zdaptation [or simplified veraiong]* (Mountford, 1975, 62).
Indoed, both recrestion and sdaptation reflect similar concerns,
gpparent to those of us who ae materials designers have besn
involved in the pructicsl activity of text eimplifiecation.

The materinlr designer dedicated to text gimplification
could, at timea, limit his consideration to problema he feels
leorners could experience &t the lexical level. He could,
therefore, ask himself what criteria for word substitutian would
be epplieable thuey would also systematienlly toke inte account
solection Bnd gradation? Unable to ascertain %o perfaction such
exiteria, in re-writing & text the materials designer corld, in
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fact, be obliged to employ a restticted or artificiasl termino-
logy 'consisting of lexical items which might never appear in
an authentic ﬁassage and certainly did not appear in an suthen-
tic passage and certainly 4ld not appear in his source of in-

- formation. In other words, the materiales designer may subti-
tute items which may be pedagogically satisfactory - 1i.e.
correspond t0 a studente' minimal linguistie mowledge - but
which may, in faet, be artificirl as related to the suthentic
text. What may alleviate the maoterials designer®s predicament
with regard to lexie is the idea that technical words often do
not have o be replaced. For it 1w 2 known end zccented faect
that specialists or students readiné 'éaxtbooks in their om
field usunrlly 4o not have difficulties with specialized or
technicsl vocabulary,

‘ Purthermore, the materials designer could ask himpelf with
regard to both lexis and syntax, how it would be poesible to
simplify the vocabulary without simultaneously simplifying the
structure? And, if he were to undertske the simplification of
structure, which structursl slements would he need to oimplify?

A%t this point, the meteriale designer would perhaps do well to
take heed of Widdowson'®s werning: "2 methodology whieh concen-
trateg too exclusively on usage may well he creating the very
probleme which it is designed to solve™ (Widdoweon, 1978, 18).

. Mnally, simplification --be it recreation, adaptation or,

as Mountford believes, a combination of both approaches—-, im-
plies yet anotl‘{er grave danger to the moterisls designer, one
which one must take into sccount when setting up our model. The
materiale designer could so serlously distort the language of
the area of Bpecialization that it would no longer be intel-
ligivble toc the leutner well versed in that area. We recall
Widdowsonts anclogy about the univercsality of language in cer-
tain specialized scientifiec diseiplines, '"the universal modes
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of communicetion which cut across individual languages" (Wid-
dowson, 1979, 23). The materials designer needs to be some-—
what of a specialist himself insofar as he is aware of the
constraints of the specialized language, construints which
oddly enough deo not vary from one language te the next. For,
these very constraints determine the specialized learmner's pre-
conceived schemata so vital to the understanding of a text.
The "universal modee of communicontion® should, therefore, be
preserved at all costs, so asc to make the simplified text more
readlily comprehensible to the lenrner.

One means by which universal modes of communication are
incorporated intc the very act of simplification is through
a process which Widdowson calls "gzredual approximation”™. For
Widdowson, "gradual approximation® combines distinct features’
which he believes contribute most positively to apprehension
of discourse on the part of the learpner. Widdowson has argued
" thnt features which aid the learner do not necessarily have to
be linguistic in nature. Therefore, the technigue called "“gra-
dual approximetion* coneista of "the development of & ssries
of mimple accounts of increasing complexity by reference to two
sources: 8 1inéuistic source in thé form of a sBet of Eentences,
and & non=linpguictiec souree in the form of a diagrammetic repre-
sentation of information. The sentences provide the usage bhase
and the dizgram provides the communicative context® (Widdowson,
1978, 91).

‘Widdowson combines linguistie and non-verbal aspects
through the use of & procedure called information transfer.
According to Widdowson, information transfer involves the work-
ing of non-verbal devices such as drawings, flow-cherts, maps,
graphs, chorts, ete. into the verbal elements found in a text.’
Thus, "the interpreting of written discourse involves the pro-

censing of these non-verbal elements and o recognition of their

+ See appendix, p. XITI, ex. V-A, B.
AVII-XVIII, ex. I, II, IIIX.
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relationship in the verbal textv (VWiddowson, 1978, 73).

The intimote complementury relitionship betwern verbal
and other visual non-verbal elements in & reading nansopre is
often what renders the passtipge compnrehensible. Beckuse so
nmch of reading depends uvon the recognition, internretation
and application of cues spart from the written lonmusge it-
self, the reeder's and especinlly the learner's understanding
is freguently aided by the une of non-verbsl visunl elements
adjunct to the written text. Widdowson drmaws unon the natural
dependence of the reader on such elementa, thus incorporating
this dependence into his “gradual apnrovimations®v,

Throughout the "gradusl spnroximation®, the learner is
expected to exercise his own unigque cognitive espproach while
Tfollowing a scries of stepe which will 1end him to an under-
nténding of the text at hand. 8Such steps may include specifiec
exercises incorporated at distinet points with the goal of
dyawing the learner's attention to the aet of internreting in-
formation in the paesage. These exercises will, of course,
elicit references to the non-verbal elements sccompanying the
passoge. (Reler to p.p. 91=-93 of Tekching Iansuage os Commini-~
cation for a clear example of gradual approximation through

the use of a text and accompanying exercizes).
Widdowson believes that graduel approximation is

flexible enough to allow for adantation to 4if-
farent learners and to different kinde of dis-
course. With regord to the former, we can vary
the number of sentences given in the first stage,
their linguistic complexity, the amount of detail
given in the diagram and the degree of denpendence
of the sentencos on it; 211l of these can be ad-
justed to puit particular leamers.® (WYiddowson,
1978, 93)

Por Widdowson, rroduanl annroximatio implies gr.ding 81 an in-
tepral fewture. His surgestion for worizing with m.terial in

this fashion offers numerous ndvnntuges. Among thece advan-
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tages merhoaps the moct salient is the use of universal con-
cents ac exnrecned through the viesual non-verbal elenents
which in faet trascend differences in rnecific wverbal lmow-
ledege and/or beckground. ‘We recnll, in fact, Widdowson's
conceyn for universal elements which make lanpunge more vie-
ble, thereby more comprehensible for learners. The wvisual
non-verbal aspects exploited in grodual anvroximations have
in & pense nprovided an excellent means by which to sunport
and complement further both universal and individun) approaches
t0 reading in & foreign langunge.

Whereas Widdowson focuses on universsal asnects of lon-
guege and their applicetion in eiding learners %o deal with
pleces of renl dimscourse, V. K. Bhotia concermns himgelf more
with the specific verbal aspects of discourse which could prove
%o be stumbling blocka for the learners. thetiat's approach,
called "eagiification" basically breaks the text dovn into ite
component parts. Bhatia further attempts to show both the dia-
grams using orrows, hraécketo, boxes, etc. (see enpendix for
exanples of easification).+ Such visual renresentution of re-
lntionships among various components chould "eane" the learner's
way through the text. Bhatié sunnports hiis approoch as well) oe
hia concern for both structure and meening when he stotes thot
his #aim generally is to foceilitate comprehension by making
explicit not only the rhetorienl value of individunl utterances
btut also the pronogiticonal development of the text» (Bhotia,
1978, 43).

It is interesting to note thit when Bhotia explores lon-
micga with the aim of miaking it more comnrchensible, he uses
viagual meons by which to facilitate such understanding. Though
his focus differs {rom thut of VHiaddowson, Thitia alsoe recorts

to univerral concstructs in the form of non-verbal elemnnts in

+ P. XV,
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erder "to guide the student tﬁrough the text" (Ehatie, 1978,
46), through a Beries of devices [}hnt sugnest rtrategies for
nandling svecifiec nreas of the text, but never give definite
or stfnight solutions for mnroblems arising out of the texf]
(ps 46).

In this way, Bhatia prepares the learner to come to him
own conclusions zbout the text, using cs his suggeeted bases
for interpretation the devices Bhatia himself has vprovided.
Bhotia feels thot hip devices encourage the student to develop
his own cognitive strategies. Thus, the otudent is encouraged
to agsume o more muture attitude towards reading and a more
sophisticated and complex use of strategies as he foces in-
creasingly difficult reading material., BEhatia's long-term
gotl is to *empe" the siudent awny from the conscious depend-
ence on easified medels. Rather, the ctudent, once weaned away
from Hhutia ‘s models, will come to apply his own strategies
in order to cope with difficult pmssages, thus mentally easi-
fying texts on his own, BEhatia, as well as the other theorists
we hove otudied, is primurily interested in making reading

material more maccesnible 4o the leammer.
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Conclusion.
~ In ocur conclusions we hnve, among other nreas of concider—
ation, attempted to dimcuss diverse criterie tor tert selection
and suhscguent text modifiecwtien whenever such modifict:tion 4is
deened sdviseable becnuse of the nature of the students or the
text or both. Qur examinction of such criteria is besed on m
previous detniled annlysie of the reading nrocess first in the
native reader (Chopter 1) and then in the foreipm langunpge learn~
ey {Chapter 2). We Bre most interested nout only in how the
foreign language lenrner differs from the nutive reader, bput
also in the chorocteristics most typienl of foreipm loanpunpee
leayners in a reading comprahennion setting. OQur analysis
centcre ahout the suggested procedures to he uned by leadrners
when vworking with texts, ss our real experience as tectehers hes
shown us in the"Facultad de Filosofie y Ietrac.”
The noture of the learnerts difficulties sets the stage
for further discussion about hoth text gelection and modifiestion.
The nrocess of selection is based on finding the type(s) of
text(s) most congruent €0 both the lewzrner's nerds and their
unigue cognitive strategies, the letter being baned on pre-
exigting schemata related to intellectual nercention ng well as
practical realization. Qur diseusoion cbout motehing texts to
students yielded interesting observations, most of which nointed
Tirst +to the necessity of ucing authentiec texts and consenuently
to the difficulty of selecting such puthentic material compotible
vith the students' needs and rackground (in the lorgest sense of
' these' tarms ). In our study of suthenticity, we delinecte ﬁeve;-al
“teneds baniec to what conctitutes nuthantic materinl as correlated
to students?' needs and capdcitiesn.
Deapite our overriding concern for nuthenticity vhenever
nossible, we are avere of constraints both on the pert of the
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gtudents -~in the form of cultursl varietles, cognitive styles,
incomnlete lanpuege préevardtion-- counled with drawbacks in
the authaentie texts themzelves. Such factors lerd ue to be-
lieve thut there is & difference between genuine texts, thaet
is, %erxts authentic in that they are untouched by the hand of
the materials designer, and authentic texts, or text which may
be genuine or may, in fact, be modified, btut do meet the leam-
ers' criteria. Of 8ll1l the diverse procedures for text modifi-
cation we have taken into account, the one which most aptly
reflects the above-menticoned requirement has been that of
gradual apnroximation. Grodusl approximation, as we recall,
brings topgether two different yet complementory techniques for
text medification which render texts most higly mccessible to
lecmers: simple sccounts and information tranefer. In par-
ticular, the latter is of great importance to us, for it proves
that not 21) remding is purely textuel and, as & resuli, we as
materiols developers have become even more pradisposed to in~
cOTpOrrting 8 greater numbey of visual, non-verbal elements
into the texts we choose for our students.

#hile we in fact do incline toward the gradual annroximation
as the most ideal of text presentntions for cur students, we hove
not aliminated other possibilitien. Coneeguently, we have -conmi-
dered such varying avenues of appreach to text modification as
prompting glossariea, simplifications ond efsifiecation., The
last is & method which, as we have indicated in summary form,
offers diverse poosibilities, centered about analyeis through
symbols and other varied forms of breekdown, of the contents
of o text (see a.p-pehdix, p. XXILI}.

Although we have examined in detail the vroblems both of
text selection and text modifiemtion we are, nonetheless, avare
of the very diverse neture of the students we are %o be deanling
with, Especially in the"Facultad de Filosofia y Letran of the
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Universidad Nacional Autdnoma de Férico",whcere there is nuch
8 divergence of interccts and coreer choiceg, we ore conscious
of the difficulty in text sclection and in subrenuent materinls
development. Some matericls develonera in similor cituntions
have in part overcome this aprnarent obstacle (these anparent
abstacles) through the design of muterials around 2 common core
vhere a systematic presentution of important structures and
reading stritegies ig included. ‘hile working with this com-
mon core, the group as & whole is introduced 4o diverse reading
etritegies and to ways of approaching distinet kinds of texts.
This procedure reflects & solution of sorte, since it does not
eater to the individual rcoder and, in the cace in question,
to ecach foréign lanpuage lecrner with his distinet linguistie
backpground and unigue cognitive strategiéu.

Common core materisl, however, must be considered as only
a first step in the learning ond teaching of reamding comprehen-
sion in a toreign lanpguage. It ic o transition from working
with materinl at word level studied without regerd to context,
and 2 subsequent attempt to dealing with material at discourse
level, In the latter stage, the emphasis is nlaced on commini~
cative activities, implying use rather than usage. Common core
materirl)., as we envisage it, cen provide ms initial stape for
oﬁr students.

At a leter stuge in the course, the students are nremented
with specislized material thet is dynomie in nature. That is
to say, such motericl can be entered at different stoges, de-
vending on the needs and intaerests of' the individugsl learner.
This specialized miterial, in order to be evploited efficiently
and successfully by the individual leurner, should include ac-
cegs to immediste feedback., In this way, the rtudent could be
enabled 4o know how he ip faring on his own or within the group

of students with whom he has studied this material. It dis im-
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portent at this stuge, however, to point out thsot the kind

of meterial we are describing ic not progremmed (for a brief
descrintion of nrogrammed material, see u.ppendix)."' father,
the material is selected for its hipghly motivating and com-
manicative chirccteristics and also because it is of the kind
of materinl which our students will have to cope with in their
studies.

The meterial we have been considering is introduced to
the students oo a conaenuence of their prior prevaration in
the common core., As the rtudents edvence in this material,
the teacher is stiil available (see Krashen's model of +the
teccher, Krashen, 1982, 64-65), as are the members of the eclace
or group for comments ond cupport. A loarge majority of students
would progress no further than up o thic level. Hopefully,
most of the students would at that point have acauired sufficiex;t
expertise to facilitzte their processing of reading in their re~
fuired bibliography, at their own pRce in the privacy of their
own home.

On the other huand, a small minority of students who are so
inclined and whose learning atiitudes and stylee 2are more de-
veloped and, consequently, more mature might wiash to go on to
salf-access noterinls available in & resource center in order to
continue redding on their owvn. In other worde, we are describ-
ing students who are highly motivated and who have learned to
work on their own without any tedcher Apsistence vhotsosver.

In the "Picultod de Filosofie y Letras" the idema of having a
reaource center thot could offer & variety of self-accens mate-—
" riels cen be viewed only og a dream in some far-~off utopic fu-
ture. Hevertheless, it viould complete our ldealived gchema of
offering our students neerly every opnortunity potsible to ful-
f111 their needs.

+ pe ¥y exX. D.
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The appendix tha.f followa exemplifies some prurtical ap-
plicationn of -the theoreticol concerneg vhich we have been con-
sidering in this paper. The firrt part (Ficha rre-fedagérica)
of the apnendix deals with some of the difierent aspects to he
anslyzed when judping the suitability of the tert. Both formnl
gnd communicative aspects ware gystematienlly pointed out. ‘this
does not mean that all of these asnects would he exploited in
the model course cdesign in any or all of the texte selectnd.
The second part (OQutline) delves into the many considerntions
that materinl has to reflect in order for the material to echo
the linpgulctic ond methodological views deemed important in
getting up the course, In part three, severcl terts have been
selected 2nd some exercise types exploited. Further erercires
could be included (see CGrellet 1981 and Candlen 1981).

The ideas developed in the appendix are mere suggestione
of diverse approaches tﬁat could provoke in the riudents a wide
renge of learning styles and nresent them with voried authentic
rrzl-tarials.‘ 4t this point again, we would like to emphasize thut
any reading comprehernsion courne for such a wide student bhody ne
thet of the"Poacultad de Filorofia y Letvras “would, by its very
noture, have to undergo continuous reascescment and mainipulation
by the practicing teacher uand material develomer.
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___PART ONE

Aptar teking Morrow's definition of suthenticity into account, the
nex: step would be the individusl study of esch text with the Ficha

{ ¥re-Pedapbrica,

FICHA PRE-PEDAGOGICA
L. ACERCAMIGNTO SOCIO-LINGUISTICO
A, BEmfser: ;julén escrite?t

Datos blogrfificos pertinentes 8 texto eatudisdo: posi-

oibn social, edasd, formacibn, terxdencima politicas.

B. Receptor: Pors determin«r cull es el rscoptor: importancis de la

adicibn o le coleccibdn.

Conccimientos acbre dbnde escribs =1 autor, quibn lo
publica-~-textos polémicos, revistsas con tendesrncia politica.
El escritor pusds escribir "en centra” de slgulen en

textos poldmicos.
(Informacidn mfa problemftica: se puesde snaeiisr =

log cutudiosntes la revista o el libro de dbinde proviens

el toxto, para 18 identificacién del pfiblico.)
¢

Cs Mensgje: Contexto inteslsctusl, histérico y soceial del dvcumento.

L@ub clnas de escritot 7

En genergl o1 mensaje 1leve sl receptor a 1o objetivoa
psrseguidos por el autor: infommaclbn, ecritics, demoatrsa-

cibén, difusibn (V.0., manualas escolaras).

Publicecibn oficial sutorizoda, de polémica (zqulén es

- raspontable de 1la publicacibnt)

D. Lengusje: Codificmdo: de negoclos, difuaién, lengus)e sapecializedo,

E. Organizecifn del producto en funcidn de 1la referencia?

Bjs textos esperieslizados, documentos especificos como

un prospectus fsrmacéutico que se organiza de ura manare
especifice: composaicibn, indicaciones, contraindicsclo-
nes, posclogis; o como una cartz comercisl--su composi-

ciSn depende ds las relacisnes qus existen entra los

correaspondientes.

F. Canal: Ravista, proapesctus, peribdico, libro, snuncio publicitsrio,

ate.
II. ACERGAMIENTO ESPECIFICAMENTE LINGUISTIGO
A, Funcifn del lengueje,

3. Referanclsel: objativa, documantal, correspondiente a la tercers

persona,

2, Bnotiva: correasponde s ls primera persons, centrsada en el
emisor, Se traduce por:

a. Nivel gramatical: =intaxis afective - iInterjecciones,

b. Nivel léxico: terminologia - peyorstivos, sdjetivecisn

helrgadora, El vocabulrrio indica & veces

1z tsndencia politice.

3, Conativa: orientads hscia el destimrterioc., Correanonde a
1z segunda Ders=ona, Uso de imperestivos y formaa

equivalentes,
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4. PWAklez: ~aptrada en el contscto. Buaca prolonger leé comunica-
cibn sin dnr informscifin. EJ: f4rmules finnlea de
una ceursa,

5. Metelingifatica: utilizacibdn del langunle pars dar informecibn
sobre 1la lengusa miszma, explicsndo laeas pela=-
bres indisvensables a la comunicscibn.

6. Pobtica: esntablece la relacifn entrs el mensaje ¥ 1la experiencia
del emisor. Centrade en 1p forma del mensaji~ méa que
en su contenido.

B. Marcss formsles de snunciscibn,

Laes mercas comunicativgs den informacidn sobre al autor frente al
contenido del texto, frente &l lmctor; la di=tencia entre el sutor
¥ lo que eascribs, el sfectoc qus quisare craar en su pfiblico, lop
actos de hable que realiza.

1. Enmisor -~ Heceptor,

a, Formas lingttisticas indicedoras relativas a ls categoria
de 1a persona: designan a lo3 protagonls taa.
i, Pronombres perasonaleai -

X desipna al que habla sn aste momento ¥y lugsr.

¥e: 80 defins e partir del yo (I}): X estf incluldo on we.

] You: exclusifn del yo (I).
11, . Posasivea.
131. Pronombres damosﬁrativos.
b. Distoncia del sutor en relacidn a su escrito o enuncisado,

1. ELl sutor se hacs czrzo de si rismo,
Ej: 'In my opinion', 'I believe that...!, 'As we haves
saidt, etc. - .

i1. El asutor implice al lesctor (nosotroaéwc colectivo}.-
El: tWe must', 'It i3 necessary!, ALt us suppocet,
11t 1s ocbvioua that...', ate.

144, El autor saes refiare s las opinionss de otras p=rsonss
(aatzblece una disteancia entre escritor/enuncisdo}.
E): ‘Educators beliasve?!, !'Many writers aay', The
goverrmment...?, 'He analyzea!, 'They compere', etc.

Aparsce bajo la fo.ms de un nombre propio o su subatitu-
cién (&L, ellom, atc.).

2, Lugar y momento de la enuncipcidn, N

Formas lingtiZsoticaes indicrdéoras reletivsa ¢ las cutsgoriss de

momente y luger de la enuncircibn.

. Pronombres demostrstivos (r=miten & persqnes, momentoa o
lugrres sepin el contexto).
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GC.

D.

111
b. Adverbios o exproriones equivelentes:

‘here! 'thera!

‘now' referenclia = la {thent referencis o
tteoday! inatencis del 'yastarday! ti~rmpo y luger
ftonight' diascurso 'last night! hiztbricos
'tomorrow!

¢es DVesigneciones verbales (tlempos vsrbalas),
Bj: 1la diferencia entre los diferentes psssdoa.

Modalidades.

l. Modslidades 1lb6gicas.
Indlcan:
1a neceslidad - "need’
la obligacidn - 'must'/ vought to!
la volicifn = 'want!/twonld like to!

2. KNodslidades sprecirtives:
opinién, julola del aubtor;
localizacidn de varbos, sdjetivos, sdverblos y sustentivos,

Actos de heblas

lo que haoe el autor cuando eacribe.

EBj: prescnts una tezis da explicaclones
expliom da mu conclusidn
informa compars
aritiocs : amoneLa
rachasa un punto de vista denunecli s
refuta un areument o solicite,
da sjsmplos atc.

{"funcionesa”: Willkina)

ACERCAMIENTO LOGIGO-SINTACTICO (ANALISIS TEXTUAL}

Localizecién de elementos linglisticos purs encontrar la orgenizecidn

del

discurso, ls cohesifn del texto de un plrrafo & otro, de uns ors=-

cibn a otra.

Al

Be.

Organizacién formal del decumsnte (indiceclones sobre la estructurs
del texto,)

Titulos, subtftulocs, titulos de phirrafos,

Presencia o susencia de esquemes, cuadros, grifices, etc.

Uprganizacién de loa pérrafos,

indiclos tipogréficos: meylsculss, curaivecs, negrills, ernumerscidn,
comillas, puntos de cuspeansibn, interroga-
clbn, exclsmecidn, dos puntos, nflimaros,
peréntesis, corchetaa,

Articulrdores de tipo retbrico.

Ej: ‘'Firast, second...'.
1On the on~ hind..., on the othsr hend...'.
TONBLes,y BVOuuat,
tFirst,.ie, then, ey, finplly,ce.te.



C.  Articuledores de tipo 1lb(ico.
indiceént la consscuenclm, 1z causa, la oposiciém, 18 finnlidsd.
. Bj: therefora!, 'zince', 'howevar!, 'in conclusien!,

D. Indlcrdores temporalas (Y elementom cue mercan 1n cronologis de
los scontoecimientos).

i. Ejr ‘'sincet, from!, 'at the time of', 'until then/now!.
2. Tlempos verbales.

B. Anaf6ricos/Catafdricos.
Fronombreas damoatrntivonépersomles.
Predeteminacdores: 'Such 2n observation!, 'The laat point!',
‘This/Thet?,

F. Repeticifn de prlebras. ({redundsncla}
Usc de aindniwuas/antbnimos,

G. Locelizacibn de formas de orsciones,
Oraciones negativas, interrog: tives, imperatlves.
Vozr peaiva, :
Nonminelizecibfn,.
Orgciones Telstivas.
Adjetivacibn,
etc,

Eleborads por Marie=Psule Simon.
DELEFYL
Fac., de Fllosofis ¥ LetrTas,
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PART TWO

Thie is aun ocutline of sowme of the considerabiona
involved in setting up common-core material for uhe
students of the Fucultad de Flloscfla y Letras. ©nce
the texts vere pelected and studled using the Picha Pre-
Pedagbgica, study of this outline would follow,

OUTLINE?

Meterial Design
A. Meterial Selection and Organization.

I. View of languege on which material is based.
Ie this view expressed direetly or indireetly through
the material?

= Pormal System
Ianguage Communication
II. What do contents focus upon: what is thd content of
the contents?

III. How are the contents sequenced?
Grading. With a materiel as & whole within each unit,

Criteria: simplicity =/= difficulty
fremuency =/= infrequency
avaeilebility?
cyclic or modulber

IV. How ere the contente subdivided?
on what basis... chapters, sections,
On what criteria... exerclires and parte
af exercirses

V. How is continuity allowed for?

To vhat extent.
In which vays.
Within the material,
unite,
eryeroises,.
Is continuity explicit or implicit?

VI. Ies there a particular direction to be followed?
Learner/teacher implicit or exnlicit.

+ Some of these consliderstions are elatorated uponbﬁleunor
V{all Thonis, 1978, p.p. 209=210,
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VI

Tecching Lezrning Processc Involved.

Whot classroom / leernon procedures do niterinls ascume
and / or vredetermine? Do teacheres / students decide
for themselves? Are similar or varying procedures in-
volved within: the exercises, within the materials®?
Are procedures recurrent or diverse?

Will lenrners follow the same procedures?

That perticipation do the materianls propose?

~Individual, small groups, or whole group.

How and to what erytent does marticipntion within the
material vory?

YWhat teacher roles do the material aesume?

1. Teacher exploits material?
ii. Tencher provides criteriz for learner's progress?
iit. Joint cooperation teacher/student.
iv., ‘Teacher/source af data and information.
Student apgtivities apnroach.

What learner roles do the materials encourage/facilitata?
What theory or definition of learning is explicitly/im-
Plicitly assumed by the materials?

1. Learners Are:

a, assumed to follow the materials as souree of
models to be imitated, practiced, intermalised,
and reproduced;

b. encouraged to "discover" the use of materials-

to interpret in their own way,
+0 hypothesize on the deta and
information.

Communicative Competence,

a, How is learnert's communicative competence
involved by materials?

b« How are lenrnerts knowledge systems involved?
Can the learner exploit and develop his know-
ledge of the formal system of longunge or textual

: knowledge, mesnings, concepte and ideas?

c. How are the learner's r"affects” involved?

How cre learner's attitudes, beliefs and values?
Is affective involvement related to the exploi-

totion and development of the learnmer's communi-
cative knowledge systema®
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d. How and to vhat extent are the lecrner's abilities
involved? )
l., Interpretation exploited and develoned.
ii. Expression erxploited and developed.
iii. Negotiction exploited and developed
{(with materinl and other leazrmers)}.
How &re these obilitlies involved?
e. How and to what extent are learner's lenguage
skills involved?
Reading, writing, listening and sneaking os
gseparate undertakings, or related {(cyclieal,
logical skilla).
How often are these gkills exploited?

Other prineiples on which the teaching=leaming
process may be based on.

Teaching Situation Requirements.

Are materials appropiriate to the purposes/objectives

of the course? -
&8. appropriate to target verformance in target
b. approppicter to target competence situation

ATe materials appropriake .to the actual learners taking
the course?
a. Has material been pre-tested on a group/groups
of learners? '
b. Has fecdback been vrovided with the materials?
c. What adventoges/disadvantages have been found?
d. Do (in what ways) maoterials take the learners'
initial contributions into considermation?
I} learners initinl language repertoire, com-
municative knowledge and communicative abilities
and skills.

Do materinls take account of the initial and on going ex-—
pectations of the learners?

Do the materiels accomodate different learner's erpecta-
tions of what langusage learning requires?

Do the materials allow for the laarnerﬁi metivations? Can
materials accommodfte various ond changing needa, interests
and motivations?

Do materials include sufficiently clear advice to learmer
about how the materirls may be used?
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Do moterimle take cecount of the initisl and on roing ex-

pectations of the teacher concerning how matericls may be

uced?

In terme of the purpoge//objectives for vwhich the m.terials
were designed?

In terms of content of materinls.

In terme of coriteria hehind the gelected data,

¥hat role can the materials serve ifi Evalustion?%?
Do the activities, exerciees help the learner to learn,
or do they merely test learner's performance?
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tSTa TESIS WO l’d'x?-
Sifp DE Lk eiliEch,
IIv ORDER TO ZELECT uDE . UnTE MATEAT4LS,IT IS LheCESSaRY TO UOLSIDER
THESE UESPIOKS, (+) .
n.1TEACHER COMNPETERCIES
s{ﬁo the materiuls denand a hirh degree of tedcher competency?
b)Do the materials require language .proficiency to such u degree
that the teacher who is polnp to use them does not feel happy
with them?
c)Eo the muterisls lend themselvesn to the competence and tem-
perement of the teacher who i woling to use them?

113 PUPILS%.GE
a;&re the manterials appropriste for students of bthis are?
blare the content, situstion,and lunguuge suitable and interesting
‘for them?
c)YHould the students themselvee on thelr own be reading matertal
of this nature in their L1?

B)PUEILG® INTERESTS +ND NEELS
a)lo materlals provide for different leurning styles on the part
of the atudents?

b)Do materials exploit linguistic e6kills 4nd/or communicative
abilities necespary for different students?

c)Are materlals a posgible Bource of varied exercises thst will
interest the students and the teacher?

d)Willthe students have to deal with material of this sort?

1110BRJECEIVES OF THE READING PROGRAM
a)are the materiales consistent with the order of the language
skills an developed in a given program?
blare the materials selected, graded and presented 8s #n integral
part of the given program?
c¢)Do the materials follow the criteria 4 those of the progruam
and of the institution?

B.1l MATEBRIald AliALYSIS
aJAare the meterials self contalped?
blare they authentic, cimplified or simple sccounte?

And 1f B0 are they appropriate for 4 given group?

¢)are the materinls well written?

d;no the texts present coheginn and coherence?

e)Do they present communicutive acts In an appropriate way?

£)Do the muterials offcr cultural diversity relevant to the
L2background?

g)Does the cultural content of the materisl inteprfere wuth the
students' understanding of the text?

1l EASE OF HANDLIKG
a) are e materislep easily avallable and attruagtive?
blire they easy to handle for the students and the teacher?

+ Eleanor Jall Thonis, 1978, also elaborates on these considerationa,




PART THRER

S

1. The following passnge®is teken from the Delefyl MWanuel.
The text wos selected becaune of its subject motter and
because it ic self containeg. '

2, Obwviously all the exercises would not be done. We felt

it advicefble to show Bome of the many possibilities the
text offers.

3., 7The level, interests and needs of individunl groupc would
determine what exercises would he set,

4, The handling of the exercvises mnd the group would also be
determined by number three and the teacher's own concent of
reading and learning to read in a foreign languege,

T.i Preliminary Questions.

Before reading the text, answer the following guestions.
1, Whot is poetry?

2. What characterizes articts?

B. Resd the following text carefully.
POETRY AND POETS

SINCE THE TIME of the ancient Greeke #nd Romane it has
been 8aid that poete &nd other artipots are mad when they
create. This madness, however, was always highly respected,
often being considered some kind of divine inspiration.
Artistic madness was sotually little more than & figure of
speech and d4id not refer to the real mental herlth of the
artist. At apout the beginning of the nineteonth century
people begen to take the statement liternlly. The artint
was conceived of os heing mentally disturbed, and the use
of the imaginntion wme looked on as o kind of incanity.
This notion still survives today, both on the part of thoee
who dislike art or artists and on the part of thoee who
love art.

C. Choose the sentence that best summarizes the weln
idesa-of the text.

a. Mt the beginning of the nineteenth century, the
present habit of toking artistie madness literally
became current.

b. The idee that the artist was literally inscne was
never held until the beginning of the nineteenth
century.

¢. Nowandays it is not unusual to come across peaple
who teke the ides of the artist's modness literally.

d., At about the beginning of the nineteenth century,

there wre A chonge in the conception of artistice
madnesg.
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iow resd the second part of the text carefully.

ANONG THE ANCIEUT OREEKS woetical skill was thought 4o be
a product of divine insniration. No ordinary mortal could
create such beautiful things unaided; it was necessary
that he call on the Muse to help him. It is from this notion
that peoets throughout Burope ever sinece that time have
frequently begun their noems with an invocation to the Muse.
In the middle of the fifth century before Christ, however,
a new spirit crept into thinking on artistic matters. A
group of wandering teachers, called the Sophisote, offered
to teach anyone anything for o fee. They not only teught
8 large number of subjects and skills, but they also drew
up rules for them and wrote about them. It is not surnrising
thut they treated poetry just like anything elee as some-
thing that had rules of its own which could be learned and
taught. Poetry woo no longer something divine but a ecraft
that the Sophist would willingly teach ot a matual profit
to tescher and pupil. FPFlato, who came salong Jjust after the
Sophiets, would not go along with this idem, however. He
returned to the traditional notion and stated thet poetry
wee the product of divine inspiration. The poet composed
when he was in a state of frenzy induced in him by the Muse.
- Choose the sSentence that best summarizes the main idea
of the text.

a. The concept of noetic creation passed through three
stages among the anclient Greeks.

b. The Greeks believed that poetry wae & learned oraft
until the time af Plaoto and the Sophisete.

c. The Sophist revolutionized the concepilon of voetic
creation by making it divine only to be refuted a
few years later by Plato.

d., The idea of poetic creation as something divine wan

: slwoys prominent in the snciept Greek mind.

. IT. Now read the text agoin quickly.

A. In very general terms, what does the author smy about
poete and artiste?

B. Roead the tert wpgtin and find tﬁe_linas where the asuthor
writes about artiste.

C. 1. BRead the first terxt again. (This is A& repetition
of the exercises inserted between the paragrapha.
We have included it here agoin to point out that
it could serve several purposes According to where
it is »laced.
2. & Choose the sentence that best summarizes the main
’ idea of the text. byDiscuss your snswer; with a friend,

(a) At the beginning of the nincteenth century,
the present hablt of taking artirtie madness
literally became current.
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(b) The ides that the artist was literally insane
waE never held until the beginning of the
nineteenth century.
(c) Nowadays it ir not unusual to come across
neople who take the idea of the artioctts
madness literally.

(d) A%t sbout the besinning of the nineteenth
century, there was & change in the concention
of ertistic madness.

D;l.Rela.d the second text again.

2Choose the sentence that best summarizes the main idea
of the text. W)Discuss your answers with &£ friend.

_ (a} The concent of noetic creation vassed throurh
' ' three stoges among the ancient Greeks,.

{b) The Greeka believed thaot poetry was a learned
craft until the time of Plato snd the Sophists.

{(c) ‘The Sophists revoluticnized the conception of
poetic creation by making it divine, only to
. bte refuted a few years later by Plato,

{4) The idea of poetic creation as something di-
vine was always prominent in the ancient
Greek mind.

I1I. Contextual reference,

A. In the second passage, underline in red "the Sophisgts"™ and
the words that the author uses instead of "the Sovhists*.

B. Using the words you underlined in red, what comments can you
) meke about the structure of the text?

IV. How is the text develovned by the author?

A. (¥ho?)
Complete the following statements with the names of
people wWho believed the following. Refer te the text
for further information. -

1. aaid that poete z2ye mad when
they crente,

2e of the nineteenth century
began to consider artists really insane.

3. was considered a nerson endowed
with divine insniration. '

4. Teachero, ; believed thot voetry
wag & craft that could he taurght.

S stated that moetry was the
vraduct of divine incniration.
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B. (When?)
Complete the Tollowiny statemnents with elements of time
which show when these actions took place.

1. Poets and cther artists have been considered mad
when they create .

2. People began to conrider artistic madness a Literal
stnte at *

3., The notion of articts being mentally disturbed and
the concent of "divinely insopired" imngination
survives.

4. A new spirit, the idee that wnoetry wae a creft,
crept into peonle's minde .

5. Plato, who came along
did not agree with the Sophista‘idee that poetry
wag & craft.

V. Mow ure the above information 8nd information taken frow the
text to complete the fellowing tlme llpes,
A. Pargvraph I. .
W¥hent Who ? j What?

Anclent Greecks
and Romans

highly respected

At the beginning
of the XIA century

Today

o, E@ragrunﬁ II. .
When 7 Whe 7 What?

Among the oncient
Greeke
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In the originsl text, with colored nencils underline in
green the peonle the author is talking about. Underline
in yellow the different elements of time, and in blue what

took place with those people at a given time. Base our
answer on information from exercise V. v
A. How does the author echieve cohesion and cohcrence?

B. Other comments.

Complete the following paspage with so, but or and, according
to the meaning of the text.

During the fifth century B.C., 8 group of teachers,
called the Sophiéta, affered to teach anyone anythinz for
a fee they taught o large pumber of sukjects and
skills drew up rules for them. it is not
surprising that they trested poetry just like anything else,
as something that had rules of its own which could
be taught and learned. - Plnto, who came along Jjust
after the Sophists, would not go along with this idea. Ha
returned to the traditionnl notion stated that poetry
was the product of divine inspiration.

A. Read the following rentences.

B. Orgenize the zentences to form a cohenive naragraph.
Use words like therefore, so, and, btut. Respect the
relationships developed by "the muthor in the original

passage.

l. Ordincery mortaels could not c¢rerte benutiful things
unnidged.

2, They suid it had rulee of its own which eould be
learned.

2. Divine inunirction, throurgh & mucse, come to them
and induced a otate of frenzy.
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4, Artie-ic madnecs vas, and still is, somectimes res-
nected, by thoee who like and those who diglike
art end artiots.

5. I%t wes in this state thet the arti=st was able to
create.

6. The Sophigts taurht poetry to anyone for a fee.

T« Plato did not agree with the Sovhists, who believed
that poetry could be tought.

8. He returned to the tranditionel notion that poetry,
the product of divine inspiration, was vroduced
when the puet was in & state of frenry.

9, Abvout the beginning of the nineteenth century there
was a change in the concdption of artistic madness,

10, The Greeke believed that poetry was not a learned
craft but the product of divine ingpiration.

C. Now, write the mentences into & paragraph here.

D. Much of the unit could be progremmed, that is %o say,
students would be sented ¢ be working on the meterisl
on their own. Obviously students do not benefit from
discussion with other students om how they went about
answWering questions and on what strategies they used
in reeding. In order for each student to understend
how he is faring, immedinte feedback is necereary with
programmed materials.
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In the follewing text, "Unde-ratending amd Learning” some
suggeastions proffered by ¥. Grellet in her excellent practicsal
gulde to reading comprehension exercises are set for the
otudents. MNany other exercises that she suggests would be
included but as we have mentioned ¢n numerous parts of this
paper the exercises get are the result of an onegoing dislogue
between the teacher and students. It is only throibgh'
continuous communication with his students, that the teacher
can sense what questions to ask and what exercises o set
that would _allow the students to develop their own[reading
ﬂtrategies](coady in Mackesy, Barkman and Jordan, 1979, p. 7).

In the cevelopment of reading material "one should start
with plobal uncersbtanding and move towurds detalled uncer-
standing rather then workine the other way round, The tasks
glven to begin with should be of a mor global kind-within
the competence of the students. Gradually, as they read more
fluently and get the pist of a text nmore casily, a deeper and
more detaliled understanding of the text can be worked toward.

(Grellet, 1981, p. 6}

Getting the studcnts accustomed to reading asuthentle
texts from the very berinning does not pecessarily mean a
uuch more gifficult task on their part. The difficulty of
a rcoding exercise depends on the activity which 1is required
of the stuiexts rather than on the text itaelf, proviced 1t
remaine within thelr renersl competence., In other worde,
one should grade exercises rather than texts.

{Grellet, 1931, p.p. 7-B).

T =) Ccnsicer the text ss a whole, its title, accompanying
picture{s) or diapram(s), the pararraphs, the type-
face used, and meke guesses sbout what the text 1is
about, who wrote it, whe it is for, where it
appeared, etc.

b) Bkim through the text a first time to see if your
bypotheses were risht. Then ssk yourcelf a number
of questions sbout the contents of the text.

c) TRead the text sapain, more slowly and carefully this
time, trying bto understsnd as omuch 28 you can and
trying to anewer the questions you asked yourself,

(Grellet, 1981, p.p. 10-11).
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Understending snd Lesrning

Tearning progresses from the concrete to the abstract.
Dale's cone of experience presents the importance of concrete,
direct experiences, and the diffieulty of conceptualieing from
only abstract, written verbel symbols.

Dale divides the cone of experience into those activities
of doing; observing someone else do something’ and interpreting
abstraoct visual or verbal symbols.

I. Activities of action: The child ie & participant in

the learning.

1., DPirect experiences with a purpose. Experiences
that invcolve the senses: touch, smell, sight,
hearing, taste. Por example

Abstract
Yer-
bal -
Cone of Experience (L)f o4, : Abstract
Visual Representations
symbols

Radio recordings
5%1i11 pictures

Motion pictures

Activities
Exhivbitse of )
Pleid 'fripu Observation
Demonstrations
Dramoutic Participation Activities
Contrived Experiences of
Aetion

Direct, purposeful experiences
Concrete

prenparation of a meal in class, or the construction
of furniture.

2. Contrived expericnces: a method that simplifies
details. For example, B picture or a small re-—
nBroduction.

3. Dramatizotion: yparticipoting in a dyama,

1. Cone of Ixperience, from Edgar Dale. Audio=Vigunl Methods
in Teoching, 3d. ed. Copyright 1969 by Holt, Rinehert
snd ¥ineton, Inc., p. 107. Heprinted by permisslon of
Holt, Rinehurt amd #finston, Inec,
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II. Activities of observation: the child only observes

someone else doing the action.

4, Damonstrotion: performed oy the teacher,

5. Excursions away from the school. Por exsmple, to
the deixy or to the store.

6. Exhibitions: collections of things in the experiences
of children: stamps, coins, dolls, etec. ’

7. Educational motion pictures.

8. Vertical picture files, photos, the redio, records.

IIT. Abstract representations.
9. Visual symbols: charte, graphs, mops, diagrams, ete.
Each is only a representotion of an iden.

10. Vertal symbols: & word, an idea, a concept, a
scientific principle, a formala. In eech case,
completely abstract.

Intellectual 1ife functions primaridly on & very high level
of abstractions or symbolizetions, The point is that children
need much axperionce &t concrete levels before they can solve
abstract questions and problems with good comprehension.

Process vs. Content

. To enhence understanding in the school life of the chila,
the curriculum of the =school should be bBased more on process
than-on content. When teachers are aware of the development
of the cognitive process of children and the necessity of put-
ting new learning to work in corder for it tc be remembeyed,
they are apt to see much that is objectionable in the traditiona)
claseroom of factunl recall, parroting back sxploanations to the
teacher, and performing on tests thot require much regurgitetion
of factual informotion at the simple recall level. Yor emphasis,
this methodology based on process of lenrning is contraopted with
methodology based on the content leAarned.

PROCESS METHODOLOGCY

Learning to think clearly to
Bolve problems

Learning 4o categorize the
relevant a2nd the irrelevant
in a problem situation.

Learning by discovery-leurning
by inductive methods is more
valuable than lesrning whot
the teacher tells him,

Experimenting testing,
and inteprating subject
matter information.

CONTENT METHODOLOGY

Careful memoriring of teacher's
lecture notes.

Deapending on the teacher to de-~
cide what is important, -

Relying on information lenymned
from tecachers, hooks and
parents.

Studying each subject as & small
isolsited body of neceseary
informotion.



Bynluzting using the
evidence and accevting
or rejecting the results

Emphasizing how to read,
study, <think and learn.

¥reoe discussion and small
group work to search for
answers 4o the “Ylarger®

- questions.

Accenting the judpgement of
teachers and textbookm as
unquestioned suthority.

Emphaeizing what to reaqd,
atudy, think and learn,

Recitation in clane.

Children mast le.rn & great deal of factual information %o

use in how-to~think situations.

One should not make A dichotomy

of "Do we teach children what to think or how to think?" since
without the vwhat it will not be possidble to do the how,

lote: Suggested poaet‘ble exercises sre to be found on the

next page.,



X Using Dsle's cone and the information implieit in it, snswer
the followingx

b.

Hhat is the teacher's role in a clama where procegs method-
clogy is emphsslzed?

Vhat is the stucent'e role in e class where content method=
ology is emphasized?

1. Whore would you, ag a ctudent, prefer to be?

e ———————

2. Why?

1. %here would you, as & possible tescher, prefer to be?

2. What ie 8 possible inplication of the methodology You
have chosen?

“Ghildren must learn a great deal of factusl information to
in how fo think Bltuutions. One should not wake s
otony o we tenc dren what to think or how to

think. since without the what it will be impoasiblu to do
the how

Discuss-




Widdowson (Widdowson, 1978) suggests thut students have
to begome scguainted with how the langusge system workse in a
foreign lpnpusge,  He believes thot 1f students understand
the underlying lanruape universals that exist when ctudents
work "ith materisl in & foreien lanruage whose subjlect matter
ig familier to them, they will be able to berin to fathom how
the foreign lanruace works 1in a specific type of text.

The following is chapter XII from Trederick Coplyston's
History of Fhilosophy. It is repréduced in its entirety and
e therefore "quasi" self-contuined. The presentation of =
text of this neture coulé be justified in a reading course
becruse students are sometimes sensed to have to rcad only
one chapter of & book.

The first part of the chapter 1s in Spanish and the Beconé
Le in EFnrclish., Widcowson sugpests that this mipht be helpful
to the student who would be able to understand the subject
matter, the anthor's treatuent of the subject and how the
suthor wag n¢oling with the information., Hopefully, the stucent
#ould continue to use the informstion thus acquired when reading
the second part of thls chapter. (p. B1)

I. A. Yake a hypothesis about the text.

B. liow read the text and see if your hypobhesis is.cecrect.
Carfruro XII

LOS SOFISTAS (+)

Los primeros fildeofos griegos se hablan ocupado principalmente del obje-
to y hablan tratado de determinar el principlo ultimo de todas las cosas. Su
éxito, empero, no iguals & su sinceridad filosSfica, y las sucesivas hipitesis
que propusieron acabsron por producir cierio escepticlimo respecto & la
pasibilided de lograr vn conocimiento seguro de la naturalera tltima del
mundo, Afidase que el resultsdo nstural de algunas doctringg, como las
de Hericlito y Parménides, no podia ser sino una actitud esxcéplticn res-
pecto a In validez de Is percepcidn sensible. Si el ser es estilico y Ia
percepeidn del movimiento ilusoris, o #i, por otra parte, todo estd cam-
bisndo sin cesar y no hay ningin principio reat de estabilidad, nuestra per-
cepcién sensible no merece crédito alguno y, con ello, 3¢ socavan las bases
mismas del saber cosmoligica. Los sistemas de filosofia propuestos hasta en-
tonces se exclulan los unos a los otros; cicriumente, en Ias opuestas teorias
habia su parte de verdad, pero adn no habis surgido ningin fldwofo de talla
bastante para concifiar las antitesls en una sintesls superior, de 1a que que-
daran excluidos Jos errores y en Ia que ¢ hiciese justicia s In verdad conte-
nida en las doctrinas rivales. El resultado hubo de ser una cleris desconfianra
para con lza cosmologias. Y, de hecho, i se queria progresar de verss, estaba

" hadiendo falts volver loa ojos hacia e} sujeto como tema de meditacién.
Fueron las refiexiones de Platdn sobre ¢! perusar las que posibilitsron una
teoris wnds acertads, que habria Je tomar debidamente en cuenta Tos dos
hechos de s estabilidad y i mutabilidad; pero el volverse de la considera- -
cibn det abjeto a Ia del sujeto, cambio de enfoque que hizo que el progreso
fuese posible, tuvo lugar por primera ver con los sofistay, y fue en gran
parte.una consecuencin del fracaso de Ia antigus filosofin griega. Ante la
dialéctica de Zenén, parecié probablemente muy dudoso que fuese posible
cualquier avance en el estudio de la cosmologia.

+ Copleston, Frederick, Historis de la Filosotdws, Vol. I,

Grecia y Roma, Fd. Ariel, 1G88. Traduccibn de J. 15,
Gurcia de 1ls Mora.




Ademnis del escepticismo subsiguiente a ia primers losofin grieqs, otro Xx1ix
{sttor contribuyd a dirigir Ia atencidn hacia el sujetor 1a creciente reflexién
sobre ¢l {endmena de I civilincida y Ia culturs, reflexitén facilitada sobre
todo por Ias ampliss relaciones que tenlan los griegoe con otros puebios.
No #6lo les eran conoridas las civilixaclones de Persin, Babilonis y Egipte,
judiciales, y los sofistas se dedicaban a ensefiar e mejor mode de ganarios.
Pero claro esth que ¢llo ern ficil que equivalicse, en In prictica, gl arte de
ensefiar & los hombres odma conseguir que la causs injusta pareciese justs,
Semejante proceder diferla mucho, evidentemente, de 1a actitud de afsnom
hisqueda de 1a verdad que habla caracterizado a los antigoos fildeolos, ¥ por

arrcbatalan a las familias y desprestigiaben ante ellos los criterios

nales hasta dar al traste conel chdigo de las costumbwes ¥ oon 168 creencias
religiosas. Por tal motivo, los partidarios incondiclonmles de la tradicién
mirahan a Jos sofistas con tnaloz ojos, mienttas que los jévenes a¢ declars-
ban de parte de ellos con todo entusiasmo. Y 0o es que las miveladoras ten-
dencias de los sofistat fueran siempre debilitantes del vigor da la vide griegs :
su amplitud de viskdn hacia de ellos, por lo peners), sbogados del panhele-
nismo, doctrina cuys necesided se dejabs sentir sgudaments en Ja Grecla
de fas cludades-estadosl Pero lo que mis atrajo la atenciin forton sua ten-
dencins escépticas, sohre todo porque no ponlan nads reaiments nuevo ul
silida en lugar de las vitjas convicciones que procursban echar abejo. A esto
podein aftadirse el.detalle de que exlpisn uns remuneracidn, un slario, por

gnqampum--hmnmw'.amummm,nm-
fonte sostiene que “los sofistes no hablan nluuihm&nnmw,pnr
enriquecerse, y no son (tiles pars nadie’ 8
m-mmwmuhhumh
L-I:-umdtﬂnhsb Mﬁl&hﬂn(mdwm:
man
sabjact, it seryed as & transdtion stage to the grwt Pletonio.

5. Jmstmia, Claspdios, 15, 8 (D. 39, 8 o}

mmmm.—md%
and fostruction, it fulflled & necemmry task in the poll
&dcm%mmw-ﬁ
stand to its oredit. And wven its sosptical wnd relutivist
wnoies, which wers, aftar all, e it of tbe
brsskdown of the older on the one hand, and of &
wider oxperience of bumen on the other, st Lasst coe-
tributed to the nusicy of problame, eves if Sophisn steelf
mmbhbdn&—kmmuhmlmdfulb
discern the infuenos of o the Crek drama, o5
In Sophocles” hymn to buman achisvement b the Antigone
and jo the theorstical discussions omtniosd o plays of
Euripides, and in the works of the Craslk hisorians, e.q. in
the celel J Mellan cilal in the pages of Thucydides.
The ten Yogotg ook Mane time Lo soquire its dls-
peraging connotetion, The secwe b spplied by Herodotus
to Solon and Pythagorss, by Androtion o the Seven Wie
Men and to Socrates, by Lyslas to Plato, Moreover, the older
Sophists won for thamselves respect snd estesm,
and, a3 historlans ha out, wate not lofrequently
which haly poios 1o thetr bebog b baing reeerded oe
o o o -
charlstans, It was only secondarily thet the termn “Sophist®
soquired an unsa Bavour—as in Plato; aod in later times
hummhl.nmqﬁdmm.bﬁl
:glledwthn rofesscrs of rheorio prose writers of
Emph.ﬁ&ml&dm&hmdqﬂbuuum
“It s cululy through the opposidon to Socrates and
cow y some
truth Lt either refuted and made dublovs, or ;omething Fules
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Copleston, Frederick, i Hiatogf of Philesophy, Vol. I,
Greece and Home, Image Eooks, .

If one learne to read "by reading" (Frank Smith, 1973,
1975, 1981, 1982), then this is what must be encouraged,
thue allowing students to develop their own strategies. Colin
Harrieon and Terry Dolen (in Macksy, Barkman spd Jordan, 1979)
back Bmith up by saying that
they admlt to having grave doubts about one
belief widely held among language teachers,

namely, that doing reading comprebension
exerclees enhsnces reading comprehension. (p.p. 20-21)

So the group and the teacher will have to decide whether to
inelude exerciees or not.




43,02 Prowpting gl’ouun'n* Let us now turn to what [ have called -

prompting glosaaries. A glossary of this kind for the reading passage

given above might take sotnething like the following form: -

(a) S1 spproximately—about

{b} Sa remalnder—i.e. the rest of the water, the water that does not
evaporate

{c) Sa lootely cumpm:d upper layer of porcus mck--pomul rock
is rock which allows water to pasa through it. Tt is loowely
packed, s0 water can pass through the speces.

{4) S3 closcly compacted impervious rck—impervious rock does not
allaw water to pass through it. Tt is tightly packed so there
are no spaces for the water to pase through.

(e} S4 water percolates down through—water sosks through

(N B4 by an impervicus leysr—etopped by & layer of
impervious rock’

(s) 85 llects in the | icw between rock particles—fills up the

mbtmnth:m:ﬂpbmthlmﬁgupﬁu rock
(h) S5 these—i.e. the intertices

(i)Bs bocomes  saturated--when the spaces between the rock

are completely filed with water the rock or soil i
said 10 be satursted
e,

" The first point that might be noted sbout this prompting glosary is
that sl} of the entries sre of the valus gloss type: the mesrings which are
given are those which the phrases take on in the particulsr sentences
- referred w. In the cue of the firt entry here, it happens that the

signification of the word is not distinct from its valus in this context and
8 number of other caaes of convargance of signification and value accur
in this pesage (and will occue, of in all dis ). But these

are not singled out for individual trextment; instesd

are dealt with sa part of & more genen) glow. It is indeed s festure of
this kind of glossary that it tends 1o deal nog with individual lexical
iterns but with much luger units of meaning. Furthermors, some of the
eniries go beyend s eimple rephrasing which can replaca the sxpression
which il being glomed. We can compare (&), {d) and (i), for example,
mth(e).(f)md(]).lmh-nud lates group of entries, phrases are
provided with glosses which constitute slternative, simpler, versions
and the leamer can replace one.with the other and no syntactic or
semantic adjustment is necestary. In the cam of (<), (d) and (i),
however, there is no poesibility of replacing the original phrase with
the glosa. The gloasts here are, indeed, not w0 much direct translations
into simpler language as commentaries which expand upon what is
sctually said and which prasent an interpretation of parts of the passage
a8 discourse.

+ Widlowsen JA-G., 1078, 2P 8b-871.



punishable under section 151 or
section 165 of the Indian Penal
Code or of an offence referred to
in clause (&) or c¢lause (b} of sub-
gection (1) of meecticn (S5) of thise
Aet punichable under sub-seetion
(2) thereof

Where in & trial of offenca

it ie proved thaf an accused
person has dccepted

or obtained or has agreed to
accapt or attempted to obdtain

for himself
' or any other person

any gratification (other
than legal remuneration)

or any valuable thing for any nercson.
‘it shall he presumed
. . unlese the contrary is proved
- that he ac¢ceptead

or obteined or agreed to accept
or attempted to obtain

that gratification
or that valuable thing ae the case
may be

as a motive

or raward such as is mentioned in
the said Section 161, or as the
case may be

without consideration

or for a consideration which he
knows to be inadequate
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