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ABSTRACT

This article argues that metacognitive reading skills are basic to learning across the curriculum and
suggests that designers and presenters of academic support programmes would be wise to eschew the
teaching of grammar and critical discourse which are common components of academic support
programmes, and instead to concentrate on producing programmes which are designed specifically to
develop the metacognitive reading skills of under-achieving and under-prepared students. Effective
reading skills are transferable to many other domains, are a prerequisite for effective writing skills,
underpin second-language learning and are fundamental for any academic study.

It is argued that reading skills be taught and developed from a transactionist perspective of reading
which, although it shares certain characteristics with constructionist/constructivist perspectives,
nevertheless has significant differences.

Key words: Metacognitive reading skills; academic support; under-achievement; models of reading;
listening and reading competence; teaching strategies

It is no secret that many South African students who register for undergraduate study each year
are under prepared for university education' and that many of these students have low levels of
reading and writing ability (see Evans, 1996). South African academics and researchers are loath
to pin student under-achievement to cognition, as such an argument is generally perceived as
having racist undertones (see Bradbury, 1993). The same situation applies in the United States t00.
Designating the problem a linguistic one is not apposite either (although this is done too — see
Rademeyer, 2001; Van Rensburg, 2001), because students studying in their mother-tongues also
under achieve at South African schools and universities (see Bradbury, 1993; Moulder, 1995;
Nyamapfene and Letseka, 1993; Rademeyer, 2001). A fairly prevalent South African school of
thought sees the problem as a social one and lays the blame at the door of the universities

1. Brooks and Greyling (1992); Kotecha (1992); Forson, 1993; Lickindorf, 1993; Smith (1993); Starfield
{1992); Bradbury and Griesel (1994); Bagwandeen (1993), Craig and Kernoff (1995); Jordaan (1995),
Moulder (1995); Nyamapfene and Letscka (1995); Paviich et al. (1995); Evans (1996); Rademeyer
(2001); Van Rensburg (2001).
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themselves, which teach and assess under-prepared and disadvantaged students inappropriately
(see for example Moulder, 1988, cited in Combrink, 1990; Ridge, 1990; Starfield, 1990). Under
achievement is thus often viewed as a social problem largely involving the traditional structuring
of the South African educational system (including the universities), and the larger societyz.

South African university educators initially welcomed academic support programmes (which
started to get off the ground in the early eighties), as the answer to the language and learning
problems of disadvantaged students. These programmes have, however, not been nearly as
successful as their creators originally thought they would be’. Because students’ writing (in tests,
assignments and examinations) is generally the most tangible evidence that they are under
prepared for academic study and that they might be classified as under-achievers, current academic
support is frequently provided in the form of writing courses. Other types of academic support
offered to students who have to use a second language as the language of learning and instruction,
commonly comes in the form of language classes of some kind or another. Language is focussed
on as physical evidence, once again, of students’ lack of competence. There are a number of
reasons why teaching writing and formal grammar are unsuccessful in academic support
programmes. As will be discussed later in this article, writing is best taught in conjunction with
reading and not in isolation. It will also be argued that metacoguitive reading strategies should be
tanght before attempts are made to improve students’ writing. The educational unsuitability of so-
called “critical” pedagogical approaches in academic support is discussed in Evans (1996).

There is no denying that competence in the language of learning and teaching is essential for
academic success, However, it is the way in which this competence is achieved that is the issue.
Psycholinguists and second-language acquisition researchers® have been involved in extended
debate for many years over the value of teaching formal grammar to second language learners.
While the debate is by no means over, it does seem that the direct teaching of formal grammar,
especially to under-achievers and students who have poor reading and writing skills is not very
effective. Conscious knowledge of linguistic rules does not necessarily go hand in hand with the
application of these rules in production. Usually those second language learners who have been
exposed to explicit teaching of formal grammar, perform better in discrete point and grammar
manipulation tests than they do in natural conversation and in writing. Conversely, the ability to
apply linguistic rules does not depend primarily on consciously acquited knowledge of these rules.
Rules can be and are applied when they are acquired indirectly. Formal grammar instruction seems
to work best for beginners learning a second language and particularly for adult beginners.

Formal grammar instruction also works best with individuals who have what is known as field-
independent learning styles’ and is generally unsuccessful with individuals who have field-
dependent (also known as ficld-sensitive) learning styles. Those South African students who have
been raised in authoritarian homes and/or in rural socicties with socially complex cultures (as
many of Black South African undergraduates have), often tend towards ficld dependence (or
sensitivity) rather than field independence (also sce Grewar, 1987 and Murray, 1990). The

2. See Janks (1990);, Bock and Hewlitt (1993), Esterhuyse (1994); Smith (1993); Young (1994).

3. See Van Wyk Smith (1990), Brooks and Greyling (1992); Starfield (1992); Imenda (1995), Moulder
(1995). At conferences such as the Academic Support Programmes Conference, Cape Town (1988), and
the South African Association for Academic Development (1989}, it was apparent that they were not the
panacea they initially promised to be.

4. See for example Krashen (1981), Dulay et al. (1982), Pica (1983); Celce-Murcia (1985), Krashen (1987),
Spada. (1987); Krashen (1989); Ellis (1990), Gass (1991); Long (1991); Ellis (1994); Lightbown (1994).

5. See Evans (1995; 1996) for a discussion of cognitive learning styles. Also see Van Els et al. (1984);
Chapelle & Roberts (1986), Bourhis (1990), Ellis (1994).
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educational strategies commonty used at universities also tend to favour ficld independent learners
rather than field dependent learners.

Most of the research on the teaching of formal grammar has not found unequivocally that
grammar instruction is beneficial or that it promotes second language proficiency. In some cases,
research has shown that formal grammar instruction can be counter-productive in that it introduces
new errors into learners’ language (see Ellis, 1994). Formal instruction of grammar that teaches
isolated linguistic forms one at a time has not been shown to have any benefits to second language
learners. The only kind of formal instruction that has been shown to be beneficial is that which
allows learners to deliberate on specific linguistic features while they are involved in other tasks of
a communicative nature. Formal instruction of grammar is thus effective only when taught
cyclically, by a process of consciousness-raising (see for example, Rutherford, 1987) and/or when
it involves incidental learning. Whereas reading classes which focus on the processes involved in
reading and also on specific textual clements, lend themselves to this type of teaching, traditional
grammar teaching in which the focus is specifically on isolated grammatical elements, meets none
of these requirements.

Educational research has pinpointed a number of factors which contribute to under achieve-
ment and underlying many of these factors is reading ability. Differences in the socio-cultural
backgrounds and home backgrounds of certain groups and of individual students have been shown
by a large body of research to affect the ways in which studenis learn (see Paris et al., 1991).
Research has shown that a literate home background in which parents read a great deal themselves
and also read to their young children, and in which there is a significant collection of varied books
which children bave opportunities to read themselves, contributes significantly to the amount of
time individuals spend reading, to interest and proficiency in reading, and to general educational
achievement in later life (see for example Stanovich, 2000). Following on from this, a number of
studies have shown that the amount of leisure reading in which individuals engage, is directly
related to their reading achievement®.

By looking at what reading involves and by considering the relationship between reading and
learning from a transactionist perspective, this article argues that what academic support
programmes should focus on is the teaching of metacognitive reading strategies. Once students are
able to read and comprehend successfully they will have developed the basic cognitive abilities to
learn from all types of written texts and from lectures. Successful reading promotes successful
learning and poor reading skills generally foreshadow under-achievement, Research has found that
students with low reading ability are generally low academic achievers (see for example,
Daneman, 1991; Stanovich, 2000). Effective reading uses similar processes to those used in
competent second-language acquisition’ and promotes second-language proficiency when the
reading takes place in the sccond fanguage®. Good reading ability in a language is directly
proportionate to proficiency in that language and knowledge of the syntactic structures (sce
Rodger, 1983; Devine, 1988).

The skills used in competent reading are basic to institutionalised education of any kind. The
input in university education takes the form of lectures — for which high-level listening skills are
required and written texts — for which high-level reading skills are required. Listening and reading
rely on very similar processes — both require receptive skills. A significant correlation is reported

See Guthrie and Greaney (1991) for an overview. Also see Paris et al. (1991).

See the discussion below.

See Hvans (1992; 1995) for how competence in & second language may be improved by the use of literary
and other texts in the language classroom.
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in the research literature between reading ability and listening ability, the relationship becoming
even stronger in adulis. Some researchers go so far as to conclude that reading comprehension
ability is not distinguishable from listening comprehension ability (see Daneman, 1991). Compe-
tence in reading may thus be linked to competence in listening in all contexts, academic and non-
academic.

Successful reading also forms the basis for successful writing. The processes used in reading
and listening are closely related to the processes used in writing and speaking (see de Beaugrande,
1980; Hunt, 1996). Providing under achievers with the metacognitive reading strategies required to
read successfully would seem to be the most appropriate starting point for improving learning in
all domains and for developing the initial processes used in writing. Because reading skills are so
basic to learning, it is the author’s contention that specific writing skills are better taught in greater
detail after students have learned to be successful readers.

Reading and comprehension use skills which underpin learning across the academic
curricutum’. Skills in the use of effective reading strategies are transferable to a variety of other
domains’ and provide students with the basis for other areas of learning. Reading involves the
solving of problems'! and learning is promoted when problems are experienced and then solved™.
Stanovich points out that

... an extremely large [emphasis added] body of research has demonstrated that reading
skill is linked to an incredibly wide [emphasis added] range of verbal abilities.
Vocabulary, syntactic knowledge, metalinguistic awareness, verbal short-term memory,
phonological awareness, speech production, inferential comprehension, semantic memory,
and verbal fluency form only a partial list (2000: 151).

Many of these verbal abilitics, because of their global inftuence, affect verbal 1Q scores, as is
shown in the research studies discussed by Stanovich.

From a transactionist perspective®, reception (be it listening or reading) is viewed as providing
the receiver with opportunitics to construct new knowledge in the form of new schemata. A
number of theeries of and perspectives on learning'? (including theories of cognitive apprentice-
ship, situated learning, the experiential perspective of learning and various social perspectives of
learning), share the basic principle in what is ofien regarded as the constructivist approach to
learning, namely that learning involves the creation of new knowledge structures in the brain.

This article choocses (as does Evans, 1995), to align reading and learning in a transactionist
perspective rather than in a constructivist perspective, although there are obvious overlaps between
the two with regard to the construction of knowledge. However, the constructivist perspective’” in

9. See De Beaugrande (1980), De Beangrande & Dressler (1581); Branstord & Nitsch (1985); Paris et al.
{1991); Tierney & Shanahan (1991);, Evans (1995).

10. See de Beaugrande (1980); de Beaugrande and Dressler (1981); Parnis et al. (1991), Tiemey & Shanahan
(1991).

11. See de Beaugrande (1980); Kintsch (1980); de Beaugrande & Dresster (1981); Urqhuart & Weir (1998).

12. See for example, Alderson & Urquhart (1984);, Bransford et al. (1984); Singer (1985); Singer & Donlan
(1985); Kohonen (1992); Bradbury (1993).

13. See Fvans (1995) for an overview and analysis or translationist, transmissionist, interactionist,
constructionist and transactionist perspectives on reading, comprehension and literary theoretical
approaches. Although it is not a specific school in any of these domains, the transactionist perspective is
shown here to be able to include certain approaches to teaching and learning too.

14. See for example, Kohonen (1992); Thomas (1992), Bredo (1997).

15. Called the constructionist perspective (in Evans, 1995), to bring if into line with the term “transactionist”
which is used to differentiate between this and other, simifar-sounding tut different literary theoretical
approaches
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literary-theoretical approaches and in reading theories relies on top-down processing of texts
almost to the exclusion of bottom-up processing. Such a view has proved to be unverifiable in
reading research (see Evans, 1995), while the transactionist view of a balance between the two
which allows for the construction of new knowledge, is decidedly verifiable. The
constructionist/constructivist view — if taken to its logical conclusion — would negate input from
texts (both written and spoken) in the learning process, which is clearly absurd.

Various other avenues of education have approaches which would more reasonably fit into a
transactionist paradigm. Dewey, a significant educational theorist in the first half of the twenticth
century, spawned a so-called “transactional” theory of learning (see for example, Bredo, 1997) and
was also the muse for Rosenblatt’s (1938; 1978; 1985a; 1985b; 1990) view of the transaction
between readers and writers. For Dewey, thinking takes place during and with action and changes
both the thinker’s brain and the environment which the individual is able to adapt to suit his/her
situation. Learned habits do not involve “passive adaptation to fixed environments” (Bredo, 1997),
but instead are able to change the environments themselves. Dewey was concerned with the
development inherent in learning experiences. For him, learning involved augmenting one’s skill
at extracting meaning from experiences and the ability to apply this augmented skill to other, new
sitnations and experiences (Bredo, 1997). Thus, learning and development are linked in a
transaction between the learner’s mind and the environment, cach being open to change and the
transferability of skills to new domains is a central component of what learning involves.

Whole Language — self-styled as a “philosophy of learning and teaching” also operates from a
transactional base (Weaver, 1994). Some of the basic tenets of Whole Language are the
construction of learning, necessary transactions with texts and a shift from the transmissionist
paradigm of learning (seec Weaver, 1994). Traditional transmissionist education, on the other hand,
relies heavily on rote memorisation and invariably results in the teaching of isolated facts and
fragments of language.

These transactional views dovetail with the transactionist approach to literature and reading —a
very small body of publications initiated by Rosenblatt on the basis of Dewey’s work. Some
researchers in other fields have been working within this paradigm (for example the literary
reading researchers Vipond and Hunt'® in Canada), and their findings on reading and literary
reading in particular support Rosenblatt’s perception of the transaction which takes between
readers and texts and so implicitly between readers and writers during the reading process.
Meaning is seen as arising from this transaction whereas the constructionists view meaning largely
as constructed by the reader, independent of the writer and the writer’s communicative intention,
and fairly independent of the text too.

A central difference between the transactionist approach and the constructionist approach is
that the transactionists perceive of texts and reading as both process and product, while the
constructionists see texts and reading as process only. Vipond et al. (1987), for example, refer to
engaged literary reading (or point-driven reading), as... above all an index of the extent to which
the reader perceives the text as an intentional artefact: the product [emphasis added] of an
intending being who purposefully fashioned it that way in order to convey certain attitudes,
feelings, beliefs or ideas (Vipond et al., 1987: 152).

Constructionist approaches to reading incorporate into their fold (according to the distinctions
drawn in this article and Evans, 1995), so-called critical discourse approaches which promote

16. See Hunt (1985; 1990); Hunt & Vipond (1985; 1986; 1987), Vipond & Hunt (1984; 1987; 1989), Vipond
et al. (1987);, Hunt (1996).
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reading against the text. These cannot be included in a transactionist approach in which readers
and writers share a common background of knowledge and beliefs. In many critical discourse
approaches, the reader deliberately sets out to reject the writer’s values and intentions. This is
more than merely accepting that texts might be inaccurate, limited or fallible. Those approaches in
which the reader is (according to the theorists) actively involved in shaping the author, are not
transactionist (although some of them go by the name of “transactive” approaches” — see Evans,
19953

The transactionist view of reading, although generally not spelled out as such, is implicit in a
nurnber of models of reading that include many of the principles of this perspective. These
principles encompass the implied contracts (transactions) between producers and receivers of texts
which necessarily entail shared knowledge of conventions. The reader assumes that the writer will
produce a comprehensible, coherent and cohesive text and contracts to construct coherent meaning
from a reading of the text. The writer contracts to produce a text which will overlap with the socio-
cultural background experience and interests of the reader, to use standardized spelling, text
formats, linguistic, pragmatic and rhetorical conventions, and so on. Thus the writer creates the
potential for comprehension by making the text comprehensible. The writer’s side of the contract
is entered into during production and in making the text comprehensible. The writer is constrained
by purpose, content, language, logic, structure, form, situational context and social context and
also by the assumed readership, in the same ways that speakers are constrained by their listeners.
For De Beaugrande (1980; 1987¢), the contract involves cohesion, coherence, intentionality,
acceptability, informativity and intertextuality which are regulated by efficiency, effectiveness and
appropriateness. Both the reader and the writer contract to operate within the bounds of these
constitutive and regulative textual principles. The notion that readers will presuppose the existence
of textnal coherence and infer pragmatic purport from apparent incoherence is supported by
literary reading research (see for example Zwaan, 1993), and is part of the transaction entered into
between readers and texts.

A significant feature in a transactionist approach to reading (and again one supported by
literary reading research findings), is the stance which the reader adopts for the reading of a
particular text. This stance is responsible for differentiation amongst different types of reading (in
Rosenblatt’s terms “aesthetic vs. efferent reading and in Vipond and Hunt’s terms “point-driven
reading” vs. “story-driven reading” and “information-driven reading”). The reader’s stance is
determined by features (cues) within the text and also by the situational context in which the
reader reads the text'’. This context includes the reader’s goals in reading, and is often (but not
invariably), influenced by the tasks set for student readers before reading texts'®. The stance
adopted by the reader is partly responsible for what aspects of the fext the reader selects for
particular attention during the reading process (see Rosenblatt, 1985a; Kintsch, 1980; Vipond &
Hunt, 1989; Beach, 1990a; Hunt, 1990; Zwaan, 1993).

Various research studies (see Spivey, 1987) have provided evidence for the authenticity of
these models by showing that a number of factors, other than textual factors, also play a role in the
reader’s selection of what is significant for storage in memory during the reading process (also see
Beach & Hynds, 1991). These include the perspective from which the text is read, the goals set by
the reader, the tasks given to the reader, the reader’s attitudes to the textual content and the interest
which the text has for the reader (also see Spiro & Taylor, 1987; Tierney & Gee, 1990; Zwaan,

17. See De Beaugrande & Dressler (1980); Vipond & Hunt (1984); Vipond & Hunt (1987), Viehoff &
Meutsch (1989); Vipond & Hunt (1989); Beach (1990a); Hunt (1990), Zwaan ( 1993).
18. See Reid (1990) on circumtextual, extratextual, intratextual and intertextual framing.
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1993; Kintsch, 1980). Other studies have illustrated the equal significance of the written text" —
something relatively ignored in the process-only paradigm of constructionist approaches to
reading.

Models of reading which are included within the transactionist sphere in this article (and also
in Evans, 1995), often specify a control centre (or schema) set up by readers for the reading of
each text. The factors determining the reader’s stance also determine what type of control centre(s)
will be set up by the reader for the reading process (see Kintsch, 1980; Zwaan, 1993). The nature
of the control centre depends on the reader’s individnal interests and on other reasons for reading
such as on someone else’s instructions to perform a given task. Texts may initiaily be read with no
clearly-specified control schema in place. As the reading progresscs, however, textual features
themselves determine the nature of the control schema. Kintsch observes that,

[a] recader may approach a text without a specific goal (i.c. control schema), form
expectations from the text, and take the deviations from these expectations as his cue for
the selection of an appropriate organizing principle (control schema) (1980: 97).

The control centre determines units of text and establishes the importance of text units within the
macrostructure. In a narrative the fext, units are likely to be events or episodes. Clearly other types
of text units, such as characters, setting and so on, will also be determined by a narrative control
schema. Kintsch speculates that different types of control centre (schema) may operate at the same
time. The active control centre (schema) determines what the macro propositions of the text are,
and stores these in memory.

Zwaar’s (1993) literary comprehension control centre operates along rather similar lines to
Kintsch’s (1980) narrative control centre. The literary comprehension control centre monitors the
reader’s comprehension of the literary text, by altering the parameters of the comprehension
process. Zwaan suggests that the literary comprehension control centre is triggered by generic
signals, the reader’s goals in reading a text or a particular task or reading instruction. Thus the
reader’s stance and the control centre have many contributory factors in common. If a non-literary
comprehension controt system is in place once the reading process has commenced, &
preponderance of “literary” features in the incoming text may bring about a shift from non-literary
reading to literary reading. Van Dijk & Kintsch (1983) also include a control system in their model
of reading. Research on non-literary reading also indicates that readers fit incoming information
into a framework which is set up for ease of comprehension (see Kintsch, 1998). The Van Dijk &
Kintsch (1983) model includes a control system which is constructed according to the socio-
cultural context, the specific context in which reading occurs, the reader’s goals, the reader’s
expectations about the anthor’s intention, and knowledge about the type of text structure.

Intertextuality also plays a large part in the reading and comprehension of texts. Knowledge of
textual structures, rhetorical configurations and textual conventions can be viewed as intertextual
knowledge, although this is given various names in a variety of different domains of study®.
Intertextual knowledge can be developed through exposure to texts (see Beach & Hynds, 1991)
and can be (and is), used to interpret and comprehend new tests, as readers set up expectations for
the reading and comprehension of different types of texts®.

19. See lor example De Beaugrande (1980); De Beaugrande & Dressler (1981); Vipond & Hunt (1984); Hunt
& Vipoud (1986);, Miall (1988); Hauptmeier et al. (1989), Zwaan (1993).

20. See De Beaugrande (1980); Fillmore (1981); Grabe (1988), Widdowson (1992); Van Dik & Kintsch
(1988/1984) and a large body of literary theorists (see Evans, 1995 for an overview).

21. Sve De Beangrande (1980), Hanssen et al. (1990), Beach (1990a); Beach & Hynds (1991);, Kramsch
(1993).
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Another significant element in the reading process is the mental text which readers set up as
they read. This is a text parallel to the incoming written or spoken text which contains the
receiver’s own inferences and structures. Research supports the view that readers construct their
own mental representations of texts®, and that they recall texts that are quite different from the
texts which they have read, based on the inferences they have made as a result of the integration of
their own background knowledge with the knowledge in the text. Varions models of reading also
incorporate this mental text. In De Beaugrande’s model for the production and reception of texts of
all types, readers construct a textual world during the reading process, which is more than the total
of the sense of the expressions in the surface text. The textual world is also made up of the knowl-
edge contributed by the reader’s and the author’s acceptance and knowledge of the ways in which
events and situations are organised, in other words, of inter-subjective conventions. The mental
texts constructed by readers explain why different readings of the same text are produced by dif-
ferent readers ~ each reader’s mental text contains his/her own inferences and elaborations, based
on his/her own background knowledge and experience. As will be outlined in an article to follow
on this one, poor readers to not construct mental texts in the same way that skitled readers do.

Recent research on literary reading (see Hunt, 1996), indicates the dialogic nature of literary
reading. Readers feel a need to discuss certain types of texts once they have read them. Classroom
observations in a course taught by the author indicate that not only texts traditionally regarded as
literary, but also films and other texts which require story-driven and information-driven reading®
seem to require dialoguc and discussion after the initial reception and comprehension process.
Some theories of general reading in fact also point ont that comprehension continues after the text
has been read, as readers re~construct what they have comprehended (see for example, Goodnian,
1985).

The reason for the dialogue after reception seems to be rather closely tied to the interest factor
of the texts. As has been pointed out by various researchers on reading, interest hinges on the
knowledge shared between the reader and the writer®'. Texts are generally inferesting to readers
when there is a balance between the knowledge in the text and the reader’s background knowledge
and experience. If there is a one hundred percent overlap between these two areas of knowledge,
the texts are not interesting and nothing can be learned from them. If there is no overlap, the reader
has no background knowledge to match with the incoming textual knowledge and, once again,
there is no interest and no learning can take place. What is perceived as interesting is what is
“neither too familiar nor too strange” (Kintsch, 1998). Linking interest with learning, in an earlier
publication, Kintsch peints out that

... misfits between the apperceptive mass and new information are interesting and provide
the right conditions for learning, which is now conceived of as a correction or addition to
existing knowledge structures. Thus conceptual conflict appears to be basic to learning ...
Learning occurs when a problem requires some specific piece of missing knowledge (1980:
93).

Since academic texts generally introduce new knowledge to the reader, they provide the necessary
conceptual conflict which seermns to be basic to learning. However, if students are poor readers and
are unable to process this new knowledge, then the right conditions for learning do not exist.

22. See the research cited in De Beaugrande (1980); Beach (1990a); McNamara et al. (1991); Kintsch (1998).
Also see Zwaan (1993).

23. Discussed below and in Evans (1995).

24. See de Beaugrande (1980); Kintsch (1980); de Beaugrande & Dressler (1981); Fillmore (1981); Randall
(1988), Kintsch (1998).
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Texts which contain only information that the reader already knows are almost totally
predictable. Texts which require a great deal of new knowledge and also texts which present that
knowledge in unfamiliar and novel ways, are relatively unpredictable. Kintsch (1980) links not
only predictability but also postdictability to the interest factor in texts. Especially if there is
relatively little apparent coherence during the reading process, texts will need to be postdictable
after reading (or reception in the case of fitm and speech), in order for them to be interesting.
Postdictability — a useful term coined by Kintsch (1980), concerns the general coherence of the
whole text. Once the reading is complete, the reader must be able to see the significance of the
position of each textual unit or element and must be able to understand how it is meaningfully
related to rest of the text. Postdictability, involving the requirement that each part has a “place in
the whole”, is a characteristic of all texts which are cognitively interesting, in Kintsch’s view. The
process of postdiction takes place towards the end of the reading of a text ~ or even after the text
has been read — and involves the falling into place of all the previously disparate textual elements.
In terms of Hunt’s perception of literary texts as dialogic, postdiction can be seen as often
comprising part of the dialogue which takes place in the post-processing of a variety of different
texts, including academic texts.

Constructionist and transactionist perspectives both accept that knowledge is constructed by
readers and learners who are not passive partners in the transmission of information (although
reading research points to the fact that some readers are more passive than others — see Kintsch,
1998). Both of these arc a good few steps away from earlier intcractionist schema theories of
reading. During the reading process the reader’s background knowledge is activated (from the
bottom up) by elements within the text. Then the reader integrates this knowledge (from the top
down) with the knowledge in the text and constructs new knowledge as needed. As Kintsch points
out,

[klnowledge structures, either relatively permanent ones (semantic memory), or fleeting
episodic traces (as in the memory for a story), receive additions and deletions that bring
them into congruence with the text being read (1980: 98).

Schema theory — an interactionist perspective on reading which tends to weigh the reader’s
top-down contributions more heavily in the reading process than the contribution made by bottom-
up processes and the textual features of the written product, tends to view reader knowledge as a
relatively stable selection of ready-made schemata and concepts stored in the brain in configura-
tions also called schemes, plans, scripts, frames and so on. Smith (1985) asserts that, within each
person’s brain is a “theoty of the world”, made up of the individual’s knowledge, experience,
beliefs, expectations and hypotheses. Those researchers who work within the transactionist para-
digm specifically reject the notion of schemata as a static set of reader knowledge which is acti-
vated during the reading process. Rather than the schemata as “building blocks” view of reading,
the notion of the creation of new schemata is much closer to what actually happens during reading,
and also much closer to Bartleti’s original interpretation of the notion that schemata are recon-
structed (see Iran-Nejad, 1987). The knowledge stored in the brain is a constantly changing set of
patterns, the elements of which recreate global experiences to deal with incoming knowledge.
Cognitive patterns, as perceived by [ran-Nejad (1987), are transient rather than long-term organi-
sations stored in memory (also see Weaver, 1985). As existing knowledge elements are activated
or reactivated, they generate new phenomena and new patterns. According to this couception, an
unlimited nutmber of cognitive patterns can be generated from a limited number of elements stored
in long-term memory. Bransford & Nitsch suggest that

70



Tydskrif vir Taalonderrig 36 nr 1&2

... meaning resides neither in the input nor in the organism [the brain]. Instead, meaning
resides in the situation-input (organism-environment) relation. Both the environment and
one’s knowledge can be said to provide support for meaning or set the stage for meaning
(1985: 117).

Kintsch (1980) sees the change in the reader’s apperceptive mass which occurs during reading, as
arising out of the reader’s expectations (based on prior textual experience and on the incoming
textual information) not being met. Thinking and learning take place when the reader’s
apperceptive mass is modified. As the reading of narratives progresses, schemata are “
constructed ... from the information so far processed, in interaction with the apperceptive mass™
(Kintsch, 1980: 98).

Goodman (1985) points out that what readers know after reading is the product of what they
knew before the reading process plus how well they have read the text. Cook’s (1990) comment
that literature assists the reader to “explore alternative schemata, rearrange them and refresh them”
and that the dominant function of literature may be to “process” reader schemata is also in line
with the transactionist perspective of literary reading and, of course, with a constructionist/-
constructivist perspective on learning.

The incorporation of schema accommodation into reading models and the research on schema
accommodation, makes it quite ciear that texts have an effect on readers’ knowledge storage
patterns. Other views on learning, from a variety of perspectives, underpin the notion of learning
as involving schema accommodation. The experiential perspective on learning focuses on the
learner’s personal experience as the centre of learning, and emphasises learning as an active
process rather than as a passive product. Kohonen, for example, sees the process of learning as “...
the recycling of experience at deeper levels of understanding and interpretation” (1992: 17).

Reading research findings which support this view, indicate that autobiographical elaborations
~ elaborations and reflections on the text in terms of personal experience — are central to the
comprehension of texts (see Hauptmeier et al., 1989; Miall, 1989; Bransford and Nitsch,
1978/1985; Beach, 1990a). From the perspective of reading theory, Smith defines lcarning as
involving,

... not the cramming of new information, but the elaboration and modification of the theory of
the world in the head ... Learning and experience are inseparable, however the experience occurs
(1985: 203).

Underlying all of these views is the notion that learning is not fundamentally about the
transmission of information from the teacher to the learner, directly from the text to the reader or
directly from the speaker to the listener.

Research investigations indicate that real learning and comprehension only take place once
readers have integrated the material to be learned into their existing knowledge structures (see
Royer at al., 1984). Rote memorisation can take pilace even if there is minimal comprehension (see
Kintsch, 1998). What is memorised by rote is not always comprehended and is not stored
efficiently (if at all), in long term memory. Real learning, however, is never about memorisation
but always about the construction of new knowledge in the brain. This new knowledge is
constructed as a result of the interaction between existing (background) knowledge which is
already stored in the brain (and based on previous experience) and the incoming (new) knowledge
in the text, be it spoken or written”. The two sets of knowledge are matched and then old, existing
knowledge structures in the brain are either changed, discarded or added to in order to construct

25. This can, of course, also take place as a result of purely visnal stimulus which does not involve language.
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new knowledge. The reader’s own knowledge, beliefs and values are therefore altered during the
reading process (also see Bransford & Nitsch, 1985; Iran-Nejad, 1987; Beach, 1990a; Tierney &
Gee, 1990). The process involves comprehension, particularly in the matching phase, before a
mental text is produced and before any new knowledge can be stored. It is only once the new
knowledge has been stored that real learning can be said to have taken place. If there are not
sufficient existing knowledge structures in the brain to match up with incoming knowledge
(schemata, information), then there is either no comprehension or miscomprehension, and no
learning has taken place.

Selective attention to textual elements is an essential characteristic of successful reading and
listening. Readers and listeners do not process every single sound, letter or word that they read or
hear, From the perspective of second-language learning, Gass (1988) peints out that learners do
not process all the linguistic data to which they are exposed either. Apperception is what takes
place with the initial processing of input data and involves understanding by relating new
(incoming) knowledge to one’s own existing knowledge and experiences. Learners select for
attention (i.c. apperceive) only that incoming knowledge which relates in some way to their
existing knowledge. Apperception therefore involves more than mere perception, in that it is a
cognitive act which processes new knowledge in terms of existing knowledge stored in memory.
In language learning, learners apperceive those linguistic features which they bave selected
because they have come across them before, or because they can relate them to other linguistic
knowledge which they have stored in memory. Learners notice and apperceive those linguistic
features which are new to them only afterwards. In the same way, readers apperceive those textual
clements which they notice because they have come across them before (they can be matched to
existing knowledge structures stored in the brain). Prior knowledge is thus a significant factor
involved in filtering input data and detexmining what will be apperceived. Good readers also pay
selective attention and process with additional care those textual elements which do not seem to fit
any observable pattern or initially do not seem to fit into a coherent textual whole. These are
generally processed after those elements which fit into well-known patterns or match existing
knowledge casily (see for example the research by Miall, 1988). Second language learning thus
occurs along the same lines as general learning. Prior knowledge in language learning includes,
among others, knowledge of a first language, world knowledge, knowledge of other languages and
knowledge of linguistic universals. Reading occurs along the same lines as both of these.

What is important for academic support programme designers to bear in mind, is that advanced
reading skills and strategics can be taught and can be learned. It is generally accepted by literary
reading researchers that literary reading is a conventional activity in which readers are socialised
(sec for example, Hauptmeier et al., 1989; Schmidt & Groeben, 1989; Zwaan, 1993), usually in
educational institutions. As has been shown by a variety of research studies™, readers develop
literary schemas in a process of socialisation. There is a great deal of overlap between the
strategies used in literary reading and those used in information-driven and story-driven reading.
Literary reading strategies include most of the strategies used by snccessful readers in other types
of reading with some modifications and additions. Superior overall reading skills may thus
similarly be viewed as learned and socialised.

Teaching reading has a wide variety of positive effects. The research findings on the teaching
of general reading show unequivocally that reading skills (see Paris et al., 1991; Roehler & Duffy,

26.-See Svensson (1985), Beach & Brown (1987), De Beaugrande (1987b), Hauptimeier et al. (1989); Zwaan
(1993).
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1991) and comprehension27 improve when various metacognitive reading strategies are tanght.
Numerous research studies (discussed in Paris et al., 1991; Roehler & Duffy, 1991), illustrate that,
when students receive clarification about the reading strategies they will use in specific tasks and
are taught how, when and where to use these strategies, their reading improves. Instracting second
language students in the use of readiug strategies has been shown by research to improve
comprehension, particularly for poor readers®. Unpractised readers who are not aware of the
strategies used by successful readers®, and do not use these strategies, are more likely to
misconstre texts and to produce misinterpretations of texts (sce Barnett, 1988; 1989; Carrell,
1989; Swaffar et al., 1991). In the case of texts being read with the express purpose of studying or
learning, it is clear that no learning will have taken place if texts have been misinterpreted or that
inappropriate “knowledge” would have been constructed.

Research with both first language and second language rcaders has illustrated that skilled
readers use a large number of automatic processes, while unpractised readers tend to rely on
stower procedures (see Cziko, 1978; 1980; Eskey, 1988; Swaffar et al., 1991). Poor readers resort
to context-dependent guessing and inferencing more frequently than do good readers™, while good
readers tend to usc the faster bottom-up decoding skifls to identify lexical forms. One of the
reasons for this may be that less successful readers do not share the domain knowledge of good
readers {see Grabe, 1988; Carrell, 1988c; Daneman, 1991; Kintsch, 1998), but it is also accepted
that good readers just recognise words more easily (see Stanovich, 2000).

Over and above the specific teaching of metacognitive reading strategies which research has
shown indubitably promotes general learning, the types of thinking skills that can be developed in
a well-constructed reading programme which teaches metacognitive reading strategies include:
classifying, generalising, specifying, abstracting, approximating, medifying, clarifying, refining,
making connections, comparing, sclecting, hypothesising, formulating, solving problems, relating,
defining, making analogies, applying knowledge in new situations, reasoning, restating,
inferencing, defining problems and issucs, shifting perspective, making decisions, testing
hypotheses, revising hypotheses, making distinctions, detecting faflacious arguments, formulating
questions, and so on.

Generally research points to the advisability of teaching writing concurrently with reading (see
Evans, 1995). It is suggested here that an academic support programme should be focussed
initially on reading and listening, which should include all types of reading (literary and non-
literary) and listening (including watching films) and analyses of the processes used in reception in
the form of metacognitive reading strategy training. Writing should at first be used in order fo
promoate comprehension and the focus in early written work in the academic support programme
should be on reading processes rather than on writing processes. Working within a transactionist
paradigm of reading and listening, such a course should aim to make students aware of the
cognitive strategies used in reception, should allow students to engage in meaningful transactions
with texts by accepting the implicit contracts between readers and writers and should also
encourage stadents to produce their own verbal and written elaborations of the texts. The textual
conventions used in producing written texts might be explored along with the processes used in
receiving them (i.e. the processes used by readers). At a later stage — once they have become more

27. See Tierney & Cunningham (1984); Hamp-Lyons (1985); Barnett (1989); Carrell (1989); Swaffar et al.
(1991);, Kramsch (1993).

28. See Tierney & Cunningham (1984, Hamp-Lyons (1985); Barnett (1988), Swaffar et al. (1991),

29. The skills and strategies used by successtul readers will be outlined and discussed in a later article.

30. See Coady (1979); Van Dijk & Kintsch (1983), Grabe (1988), Daneman (1991); Stanovich (2000).
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successful readers — students can be introduced to the structures and planning procedures used in
the writing of different types of texts.

Effective writing involves reading — often prior to writing and certainly after writing and effec-
tive reading is often enhanced by writing. Reading ability improves with instruction in both read-
ing and writing (see the research discussed in Tierney & Shanahan, 1991). Research has illustrated
that, when students are provided with opportunities for reading, writing and conferencing, they are
more likely to adopt transactional stances to texts, and their learning increases (see Tierney &
Shanahan, 1991). Comprehension is enhanced when students produce written responses to literary
texts (see Marshall, 1987; Spor, 1987; Tierney & Shanahan, 1991. Writing which elaborates on the
topics in literary texts has been shown to clarify students’ knowledge about the topics, and to
improve their comprehension of the texts as well as their interpretive skills”. When students write
about passages that they find confusing, their comprehension improves (sce the research cited in
McNeil, 1992). Research studies have shown that when students engage in extended personal-
analytic or formal-analytic responses, including written responses, they show significantly higher
levels of interpretation, are more likely to employ analytic operations and have higher levels of
generalisation than students who do not engage in extended responses both in verbal and written
form (see Marshall, 1987). Written responses to literary texts have also been shown to improve
general linguistic competence (sece Tierney & Shanahan, 1991). When students produce written
free associations before group discussions in literature classrooms, there is an increase in interpre-
tation (see the research cited in Applebes, 1977). When they produce oral free associations before
group discussions, there is an increase in engagement with the literary text. Research studies have
also shown that, when students are encouraged to write as a pre-reading exercise, they read texts
more critically (see Tierney & Shanahan, 1991; McNeil, 1992).

Because writing not only assists in reading comprehension, but is so integrated with reading,
writing and reading should not be taught as a separate skills, but should be integrated, at least
initially, in a course which teaches metacognitive reading strategies. There seems little point in
attempting to train students as effective writers if they are not effective readers or are receiving no
training as effective readers. Competence in both reading and writing are predicated on intertextu-
ality and intertextnal competence. The processes involved in writing interconnect in many ways
with the processes involved in reading (see for example, de Beaugrande and Dressler, 1981,
Leech, 1987), and encompass a thorough understanding of the textual conventions used in a wide
variety of different types of texts. This understanding of textual conventions is required before
they can be used in production. Such textual and intertextual competence is developed through
skilled reading of many texts using a wide variety of conventions (aiso see Stanovich, 2000). In
fact, the development of the range of skills involved in both reading competence and writing com-
petence depends on repeated encounters with similar types of texts and similar types of textual
conventions (see for example, Scholes, 1983; Porter, 1986; Haas, 1993).

In view of the overlap amongst the processes used in reading comprehension, listening
comprehension, general learning, second langnage learning and writing, and in view of the ease
with which metacognitive reading strategies can be taught and transferred to general learning and
to the development of competence in second language, it would seem not only naive, but also
downright negligent not to consider training in skilful reading as the very basis of any academic
support programme.

31. See Beach (1990a) for a report of such research. Also see McNeil (1992).
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