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Background and Theoretical Framework
In the field of foreign language (FL) education, reading has become an important topic that has proven to
be challenging for FL students. Whereas most of the research has focused on English as a Second Language
(ESL), research on reading in either the first language (L1) or the second (L2) has shown to be generalizable
to many different situations (Eskey, 2005). One specific field of research in L2 reading has been to document
the use of specific strategies by the student. As reading has become a regular occurrence in the university FL
classroom, several studies have been conducted that attempt to observe these reading strategies. However,
few studies have examined the primary aim of this research, which is to explore the role of attitude during
the reading process and its interactions with the use of strategies. Therefore, this case study endeavored
to record the use of reading strategies by an intermediate FL student and how her attitude correlated with
strategy use. As Lee-Thompson (2008) points out, it is “imperative that we as teachers learn what to expect
and what needs improvement in our reading curricula” (p. 703). Thus, by observing our students’ reading
processes, we can gain a better understanding of how to assist them.

Students’ Use of Reading Strategies
Research on reading has primarily categorized reading strategies into three different categories.
“Bottom-up” strategies are described by Eskey (2005) as a process “in which the reader is assumed to decode
precisely . . . from left to right, from letters into words, and from words into larger grammatical units in
retrieving the writer’s meaning” (p. 564). “Top-down” strategies on the other hand occur when readers
“do not decode in precise or sequential fashion but instead attack the text with expectations of meaning
developed before and during the process, taking in whole chunks of text” (p. 564.) Finally, “interactive
models” suggest that neither one of the previously mentioned types of strategies occurs in isolation, but they
instead often occur simultaneously. It has, however, been shown that successful L2 readers often employ
more top-down strategies than bottom-up strategies (Lee-Thompson, 2008).
One core principle of this research is that L1 reading strategy-use is often not carried over into the
L2 context. Although the nature of this report does not permit for an exhaustive review of literature on
this topic, three specific studies will be mentioned. Carrell (1989) distributed a questionnaire to 45 native
Spanish speakers studying English and 75 native English-speakers studying Spanish. All participants were
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studying their respective language at the university level. It was found that “local” or bottom-up strategies
had a more negative correlation with reading performance in the L1, but this was not the case for lowproficiency L2 students of Spanish. In fact, the low-proficiency L2 students experienced more reading
success when bottom-up strategies were employed. On the other hand, the native Spanish speakers who
were more advanced in English as their L2 reported a correlation between effective reading and “global,”
or top-down, strategies. This suggests that lower proficiency in the L2 may require more bottom-up strategies,
while higher L2 proficiency does not.
Pookcharoen (2009) used a mixed methods study to investigate similarities and differences in
metacognitive reading strategies used by proficient and less-proficient Thai EFL students. Using an Online
Survey of Reading Strategies (OSORS) and the Survey of Reading Strategies (SORS), as well as some thinkaloud interviews, the researcher discovered that while less-proficient students used “problem solving”
strategies (reading slowly, pausing, skipping sections, etc.), they used more “support” strategies such as
taking notes, using reference materials and seeking out materials in their native language. Because “support”
strategies are identical to those categorized as “bottom-up”, this study confirms what Carrell (1989) concluded
in that less-proficient readers tend to use more bottom-up strategies to attain L2 reading comprehension.
Finally, in another study Ikeda and Takeuchi (2006) analyzed student portfolio entries to determine
differences in reading strategy use among EFL students of different proficiency levels. The researchers
concluded that students of higher proficiency levels differed in five ways from those of lower proficiency
levels: they provided more description of the strategy, understood better the value and purpose of each
strategy, and understood better the situations when to best employ each strategy. Furthermore, they tended
to combine strategies together and better evaluate the usefulness of each strategy. This, too, demonstrates a
significant difference in strategy use between L1 and L2 learners.
In all of these studies, it has been found that there do indeed exist differences between reading in the L1
versus in the L2. Similarly, the research shows that students of lower-proficiency tend to use fewer reading
strategies and in less effective ways, but it is still not clear what drives these differences. This provides support
for the current research, which analyzed interviews with an intermediate L2 student to explore not only the
reading strategies she uses but also the rationale behind her choices. Even though more research is needed
to confirm these findings, the research demonstrates that students may naturally employ what strategies suit
them best, using different types of strategies at different proficiency levels according to their needs (Carrell,
1989). Still, it is not always clear as to what students think about these strategies, nor how their attitude
toward L2 reading can influence their choices.

Students’ Attitude and Strategy Use
While many studies have been conducted examining L2 student use of reading strategies, less have
mentioned the interaction of student attitude and strategy use. One quantitative study by Yamashita (2004)

La Marca Hispánica 73

investigated the relationship between adult English as a Foreign Language (EFL) learners’ L1 and L2 attitudes
and their performance in L2 extensive reading. In this study, 59 Japanese university students were given an
attitude questionnaire and an L2 proficiency test to track their success during their L2 classroom reading
assignments. Attitude was defined as being cognitive (personal, evaluative beliefs), affective (feelings and
emotions), and conative (action readiness and behavioral intentions). The students were tracked over the
period of one semester and were required to finish at least 13 books from a graded reader series. After the
data was analyzed quantitatively, the researcher reported that there existed many correlations between L1
and L2 reading attitudes, as well as between their attitudes and L2 proficiency. From her research Yamashita
(2004) concludes that “1) anxiety in reading is higher in L2 than in L1, [and] 2) comfort in reading is higher
in L1 than in L2” (p. 10). While this study does not discuss direct correlation between attitude and reading
strategy use, the results of this study have led to the hypothesis for the current research that attitude during
L2 reading may lead to the use of certain strategies, such as glossing and dictionary use.
In conclusion, the research connecting attitude with reading strategy use is scarce compared to research
that simply catalogues students’ strategy use. Futhermore, studies comparing attitude and strategy use tend
to be quantitative. Therefore, this qualitative research attempts to bridge this gap by not only observing
which reading strategies are chosen by an L2 student, but also why those strategies are preferred according
to the student’s attitude towards L2 reading.

Research Questions
The following research questions guided this study:
What types of strategies does an intermediate foreign language student employ during a reading task?
To what extent is the student’s attitude related to her strategy use?

Methodology
Rationale for a Case Study
Reading has become an important element of foreign language teaching, yet due to its primarily
subconscious and internal nature, it is more difficult to analyze as an outside observer. Because of this, the
case study format was employed which, as Ruiz-Funes (1999) points out, allows for “a deep understanding
and a rich account of complex processes,” such as reading, that other research designs do not illustrate
(p. 47). Furthermore, it is considered a “valuable tool for in-depth analysis to explore individual differences”
among readers. (p. 47.)
In the present study, the case is an undergraduate student who completes a reading assignment assigned
by her university Spanish instructor for class (University Spanish 3). This student demonstrates many
characteristics of an individual with a positive attitude towards reading and a heightened understanding of
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the reading process, as well as the challenges associated with reading in a foreign language. A more detailed
profile of this individual is presented in the Background Information section.

Participant Selection
From a pool of 25 students in one university level third-semester class taught by the author, students
were extended the invitation to participate in the case study. An extra-credit incentive was offered to increase
interest. From the pool of those who volunteered, one student was randomly selected. No consideration was
given to the students’ performance in the course, nor was the selection based on students’ perceived reading
abilities. The participant is referred to as Melissa; her real name is not used in order to protect her identity.

Reading Selection Used in the Study
The reading selection used in this study (Appendix A) was an out-of-class reading assignment given
towards the middle of the semester. The source text was a selection from the short story “El doble seis” by
Alina Romero, found in a university Spanish textbook. The reading consisted of approximately two pages.
The reading was done outside of class; however, both pre-reading and post-reading activities and discussions
took place in class.

Stimulated –Recall Interview
For this qualitative study, I collected data using three sources: a reading log, a stimulated-recall interview,
and the participant’s notes written directly in the reading text. In addition, the student participated in a
background information interview, which was held before the study was conducted. The initial interview
was held to gather information about the participant’s educational background, her experience with Spanish
both in and out of the academic setting, as well as her experiences in general with reading in both English
and Spanish.
A recall protocol was used for this study because not only does it allow for an open-ended format, but
it also avoids stimulating the reader’s comprehension or thinking process (Gascoigne, 2002). Furthermore,
it “allows misunderstandings or gaps in comprehension to surface” (p. 556).

Reading Log
Following the model presented in the case study of Ruiz-Funes (1999), the participant was asked to keep
a detailed log while reading, recording both her thoughts and feelings during the task. The directions given
to the participant were taken directly from Ruiz-Funes (1999) and were as follows. The reading log has been
included in Appendix B:
Immediately after you finish reading the assigned material, please write down
all you can remember doing and thinking while performing the reading task. Be
as specific as you can, especially in relation to what you did to understand the
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text, what problems you encountered, and what you did to solve those problems.
Please note that all the information that you can provide is of value for the study.
(p. 48)

Data Analysis
To analyze the data, both the initial interview and the stimulated-recall interview were transcribed into
typed manuscripts. While interjections, pauses, and stutters were not included, transcriptions included as
much detail as possible. Quotes mentioned below, however, were transcribed directly. After the data were
transcribed, ideas were coded and patterns were identified. Patterns were coded by color and grouped into
logical categories. It should be noted, however, that it is difficult to identify strategies as being clearly distinct
from another. (Lee-Thompson, 2008). Many of these strategies overlap, making it difficult to identify specific
categories. Appendix C shows the categories examined in the analysis.

Background information about Melissa
Melissa is a fifth year university student studying English education. English is her native language, but
Spanish was required as part of her major and also fulfills a university general education requirement. She
chose Spanish because in her view, Spanish is the “second most common language” spoken in the United
States. In high school, Melissa took two years of Spanish and one year of German. As she contemplated her
university foreign language requirement, she considered taking German, but instead chose Spanish because
she felt that she had a more solid foundation in that language. She took the university’s Foundational Spanish
1 and 2 twice (BYU SPAN 101/102), followed by University Spanish 1 (BYU SPAN 105). Due to an impending
graduation timeline, she skipped Spanish 2 and enrolled directly into Spanish 3 (BYU SPAN 205), qualifying
herself with a sufficient score on the university´s placement exam. She has traveled to Europe, but not to any
Spanish-speaking countries. Her sister served a Spanish-speaking religious mission and married a native
Spanish speaker. Melissa now has two Spanish-speaking nieces, whom she sees with some frequency.
Melissa feels she is a good reader and has always preferred reading to writing. She primarily reads
literature and academic articles for her university studies and currently does not find much time to read for
pleasure. For her English teaching degree, she is currently taking a teaching reading course. In this course,
she has studied student motivation and is very aware of the role affect plays in students’ interest in reading.
In her comment below, it is clear that Melissa has grasped a pedagogical understanding of the relationship
between attitude and reading:
In one of my English classes right now we’re studying why students don’t like to
read, and we were told that only some of the kids will actually read the books,
and we were shocked and said “What do you mean that they won’t read them?
I always read them. You’ve got to be kidding me!” . . . They talk a lot about
the struggling readers, and you have to go back to the basics. And just because
they hate reading doesn’t mean that they do necessarily; it just means that their
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vocabulary is really low and they’re not understanding what they’re reading.
(Stimulated Recall-interview, oral)
Because her overall attitude toward reading is positive, Melissa feels like the readings in Spanish are more
“fun” than the grammar exercises. She enjoys learning about English grammar, but finds Spanish grammar
frustrating. “I enjoy reading a lot more, no matter what the language is . . . . .I’ve taken an English grammar
class, and I loved that, whereas [with] the Spanish grammar portion, I get frustrated easily. I just feel so lost”
(Stimulated Recall-interview, oral).
Melissa attempts to use the strategies she has learned in her English methodology class when reading
in Spanish. For example, she states that for her, it is not helpful to keep reading if she does not understand.
Melissa skipped the second semester Spanish course, and because of this, has experienced a “big jump”
between the readings from her first semester to this semester. In Melissa’s own words, the readings in the first
semester class were “short things,” while the readings this semester contain several pages.
Still, Melissa states that for the most part the readings in her third semester class have gone “really
well.” She mentions having some trouble with specific details or questions, and she feels like poetry is more
difficult than the other readings. “I might not be ready for poetry in Spanish,” she confides (Stimulated
Recall-interview, oral). Throughout all of her comments, Melissa expresses a predominantly positive attitude
towards both reading in general as well as reading in Spanish. Thus, it may appear that her positive attitude
would positively affect her reading strategy use. Still, as will be discussed below, external factors, such as
classroom assessment, classroom anxiety, and the transfer of L1 reading expectations onto the L2 literature
often challenge her positive attitude and affect her strategy use.

Findings and Discussion
In general, Melissa demonstrated a preference for bottom-up strategy use. Specifically, she demonstrated
a heavy reliance on dictionary use. In addition, she revealed a need to reread texts frequently as well as to
sometimes skip sections of text when she lacked comprehension. It was also found that her attitude toward
reading with each of these strategies depended greatly on her classroom motivations.

Reading Strategies
In general, Melissa feels like there is a significant difference between reading in her L1 and L2:
. . . For me there’s definite differences [when reading in English versus reading in
Spanish]. It’s a lot easier [to read in English] . . . I don’t have to study it to make
sure I’m understanding the plot . . . Whereas, like with Spanish I set aside a much
bigger chunk of time, and . . . if I were to not do the reading in Spanish . . . the
quizzes would just go really bad . . . But in my other [English] classes if I miss the
reading, sometimes you can wing it, because . . . you just understand the culture
. . . (Stimulated Recall-interview, oral)
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As Melissa states, there are many differences between her approaches when reading in the L1 versus in
the L2. This indicates that as an L2 learner, Melissa may be in need of different and more frequent reading
instruction that does not exist in an L1 literature course. Although she is an excellent reader in the L1,
difficulties in understanding both linguistic and cultural subtleties require additional reading support in the
L2 classroom that may not be needed in other contexts.

Glossing. As Melissa read the text, she translated a total of 31 single words and seven short phrases.
As Melissa states, Google Translate is a tool that she consistently uses while reading. In her own words,
“Google Translate doesn’t do big phrases very good,” so she uses it primarily for single words. As she glosses
the words, she writes the English translation above the text, and then goes back to read the text, using the
English glosses as guides. Evidence of this can been seen in Appendix A. Melissa reports that she primarily
looks up verbs in the infinitive form and then tries to figure out the tense from the ending. Sometimes,
the tense endings are confusing to Melissa, causing her to lose track of the subject for each verb as she reads.
The text itself provides many glossed words, which are written to the side of the Spanish text. Still,
sometimes Melissa finds these to be more confusing than helpful: “I find it funny . . . that . . . they give you
another Spanish word . . . . Sometimes I get confused when they change lines [when the text’s glosses flow
onto the next line] . . . that they just ran out of space . . . . Sometimes they confuse me more” (Stimulated
Recall-interview, oral). These statements are interesting because they demonstrate that the text’s attempt to
aid the student are seen as more confusing than simply looking up a word in the dictionary. Furthermore,
the organization of the text’s glosses is unclear to Melissa, causing her reading to be interrupted by moments
of confusion due to the layout of the page.
Just as Carrell (1989) and Pookcharoen (2009) have indicated, Melissa, and intermediate L2 learner, tends
to use the bottom-up strategy of using reference materials almost excessively. This indicates a possibility that
Melissa’s comprehension is somewhat lacking, which requires different strategy use than when approaching
an L1 text. Still, it appears that Melissa is often unsatisfied with the reference materials because she does not
have a strong enough linguistic foundation in the L2 to successfully interpret the information provided.

Rereading.

Because of her experiences in her English reading methodology course, Melissa

has adopted some reading strategies that she has tried to incorporate during her Spanish reading tasks.
One of these strategies is the use of rereading. Throughout the semester, Melissa starts by reading the assigned
texts once through, reading the first paragraph and then the second, followed by a reread of the first two
paragraphs with the third paragraph added. In the current study, Melissa followed this pattern by rereading
the first and last couple of paragraphs after she had completed the story. In her reading log she states that she
“didn’t learn much [more] than the first time.” In the middle section of the story, however, Melissa reports
feeling confident and understanding the text, and therefore she did not need to reread that portion (see
Appendix B). These statements are interesting, because they, too, express Melissa’s dissatisfaction
with this strategy. Although she reports using this strategy frequently, she also claims that it does not
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always help her. This presents the question of why Melissa chooses a strategy that does not appear to
be useful, especially when she often reported not having sufficient time for her readings.

Continuing to read despite lack of comprehension. Melissa expressed several times that she

decided to continue reading despite being unable to understand a certain portion of the text. Evidence of
this can be seen in Appendix A, where Melissa has put parentheses around a word with a question mark
written above. In these situations, Melissa writes parentheses to indicate that she does not understand the
word, but continues to read. A question mark indicates that after rereading, Melissa is still unsure about
the word’s definition. Melissa confesses that her preference is to not to continue reading until she “for sure”
understands the meaning. In her own words, “reading the little bits and not the whole” works better for her.
Still, “for the sake of [her] patience,” Melissa is often compelled to continue reading. This is the first instance
where we see Melissa’s attitude affecting her choice of reading strategy. Although she views the previous
strategies, glossing and rereading, as positive strategies, she is often constrained by her own fatigue, which
results in her pressing forward despite her not understanding. This argues that there is more to Melissa’s
strategy use than her need for comprehension.

Attitude
Because Melissa has studied reading pedagogy for her teaching degree, she is very aware of the role
that attitude plays during the reading process. Several times during both the interviews and the reading log,
Melissa mentions specific attitudes and how the reading of the text affected those attitudes. As stated in the
theoretical framework, these attitudes will be categorized into cognitive (personal, evaluative beliefs) and
affective (feelings and emotions) (Yamashita, 2004).

Cognitive attitudes. One example of the influence of cognitive attitudes on strategy use reveals the

influence assessment has on strategy use. When asked how motivation influenced her reading strategies,
Melissa responded that as a student, grades are important, and she therefore puts more effort into graded

assignments. Even though she feels like she should “learn for the sake of learning,” she often asks herself, “Is it
worth staying up for, or is it just worth skimming?” This statement indicates that Melissa feels like skimming
is being “a bad student” and that she should not do it. Although skimming is a top-down, or global, strategy,
which is often considered a helpful strategy when trying to understand a text, Melissa primarily views it as
a lack of effort. Because her academic attitude often results in thorough completion of assignments, Melissa
has labeled this strategy as being negative.
This perspective is also evident when Melissa’s grades are not attached. In these circumstances she does
not look up as many words and reads faster. In previous classes, she felt that the test questions were less
specific, so she wasn’t prepared for the quizzes in her current class. In other words, the quizzes motivate her
to read in more detail:
As a student . . . grades are important, and I definitely put more effort into reading
assignments that are graded or that I have a quiz on . . . as opposed to “read this

La Marca Hispánica 79

assignment for class” . . . just because . . . is that worth staying up for or is it worth
skimming? Then I have to sit down and focus on it whereas other assignments .
. . I’m just like “oh, I’ll skim that in the time I have before class,” which is being
a really bad student. I shouldn’t admit that. (Stimulated Recall-interview, oral)
This expresses that when Melissa feels like a grade is attached, she will look up more words and look for more
details. This is a consequence of the detailed nature of the quizzes given in class, which are quite different
from the main ideas asked for in Melissa’s previous Spanish classes. In addition, the open discussions in
Melissa’s class motivate her to look for more examples. “[I]n order to not be completely lost in class as well,
or [to] have something intelligent to say in class . . ., I have to read a lot more for detail to understand and
think into the text . . . ‘cause our discussions . . . go deeper into the text” (Stimulated Recall-interview, oral).
In all of these examples, we see that Melissa’s attitude towards class assessment has a tremendous impact
on her strategy use. In many instances, her evaluation of a specific strategy is entirely based on the type of
assessment given, which prevents her from successfully estimating the true comprehension value of each
strategy. For example, it is interesting that Melissa associates the skill of skimming as one of a “bad student.”
Skimming, a top-down process, has been shown to enhance global understanding of the text. Still, in this
instance, Melissa views this strategy as the result of a lack of effort, or a last effort before all motivation has
been exhausted. Instead of viewing skimming as one strategy that can be used in addition to other strategies,
she views it as a negative result of her feeling rushed to complete the assignment. Thus we see that her
attitude towards classroom assessments has significantly altered her perspective of this reading strategy.

Affective attitudes. Melissa’s affect, or feelings and emotions, was shown in both the reading log

and stimulated-recall interview as having a clear effect on her use of reading strategies. As is demonstrated
by Melissa’s comments, there appears to be some connection between Melissa’s positive affect and her use
of top-down strategies in the following examples. Significant portions are in italics:
I struggled with the first paragraph. I couldn’t figure out who was who’s twin and
such, but I continued reading, . . . [and] by the end and through context clues I
wasn’t as frustrated as I started to piece it together. The rest of the reading went a
lot better.
Where the niece is talking about how bad her aunt had changed . . . I felt like I
really understood the meaning . . . I felt really good about my understanding . . .
. , what’s she explicitly saying and what she’s implying . . . I felt like I understood
the underlying meaning of the author. And that’s when I felt the best, looking past
the text and into the tone. (Stimulated Recall-interview, oral)
In these examples, Melissa reports using the top down strategies of using context clues and “looking past the
text and into the tone,” which seem to correlate with her feeling more positive about the L2 text. Furthermore,
in one instance when Melissa is feeling confident, she reports avoiding the common bottom-up strategy of
rereading, which she previously explained as a favorite strategy:
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I reread the first couple and last couple paragraphs again after I finished the
story, but didn’t learn much more than the first time. I felt confident during the
middle part of the story that I was understanding it fine, and didn’t need to reread
a whole lot. (Stimulated Recall-interview, oral)
In these instances Melissa uses a global approach and analyzes whole chunks of texts, which is related to
her feeling more confident. Thus, it appears that top-down strategies are more associated with attitudes of
confidence, whereas bottom-up strategies are more connected to feelings of assessment anxiety.
The presence of assessment anxiety is also evident when Melissa explains her guilt of not looking up
as many words in a difficult passage. This appears to be the result of her academic fatigue, which in turn
prevented her from using reference materials. Still, to a certain degree she laments her unwillingness to look
up more words: I wasn’t pressed for time . . . but it could have been a combination of being sick of reading and
not understanding it . . . and if you notice that I don’t have as many words translated, . . . [and] I was frustrated
(Stimulated Recall-interview, oral). Throughout the interviews, Melissa consistently correlated looking
up unknown words as a sign of her working towards comprehension and a good grade. This statement,
however, shows that when she was fatigued, she did not gloss as many words, which was also related to her
feeling more frustrated. While more evidence is needed, this could communicate that first, when Melissa
is frustrated, she seems to focus more on looking up words, which is a bottom-up strategy; and second,
she feels a type of academic guilt when she realizes that she is not looking up as many words as she feels is
necessary to be a good student. Thus, in Melissa’s case, bottom-up strategies are used when she is feeling less
secure with her comprehension, while top-down strategies are implemented when her confidence is high.
Still, Melissa only recognizes bottom-up strategies as evidence of her academic diligence, while top-down
strategies are somewhat absent from her conscious awareness of strategy use.

Conclusion
In summary, this case study has attempted to examine the relationship between the use of reading
strategies and attitude in an intermediate Spanish student. It appears that Melissa uses both bottom-up and
top-down strategies throughout her L2 reading task. However, it also seems that she is consciously aware of
strategies such as rereading and glossing, but is less aware of what she herself brings to the text through topdown methods. This appears to agree with the findings of Ikeda and Takeuchi (2006) , who stated that lower
proficient L2 students are often less able to understand their strategy use and when those strategies should
be implemented. As with many L2 students, the stress of academic work appears to be influencing her use of
more bottom-up strategies, and in her mind, these types of strategies are more effective in understanding the
text. As Yamashita (2004) suggested, Melissa’s attitudes differ during L2 texts than what she reports during
her L1 reading. Still, when Melissa expresses positive attitudes, top-down strategies appear to be employed
more readily, although she is not always observant of her own strategy use in these instances.
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Limitations of the Study
This case study was the researcher’s first attempt at conducting any type of recall interview, and was
therefore approached as a pilot study. Because of this, the researcher acknowledges that there are many
limitations to this study. Furthermore, the researcher was the participant’s teacher, which could have
influenced the data analysis. Finally, there was only one rater of the data, putting the reliability of the results
into question. Thus, this study attempts only to describe the experience of one individual and how cognitive
and affective factors interact during the reading process, acting as a catalyst for further thesis research.

Implications for Language Pedagogy
As illustrated by Melissa’s comments, the pressures of academic study, especially those found in a foreign
language classroom, greatly dictate student behaviors. Melissa appreciates the importance of reading in her
Spanish class, yet she feels the effects of stress and fatigue, which influence her reading strategies. Instructors
in the Intermediate FL classroom should take into account these factors and provide shorter chunks of reading
over a longer period of time to minimize fatigue and allow for more strategy practice. Furthermore, they
should also consider establishing a realistic expectation of how much of the text the intermediate student

will actually understand. Explicit instruction of top-down reading strategies; such as scanning, skimming,

identifying the main idea and making connections between paragraphs; may be necessary in order for the
intermediate student to better understand and utilize these strategies. Upon analyzing her reading log,
bottom-up strategies such as recognizing cognates, word endings such as -mente and -ado/-ido may also
be useful linguistic strategies. Finally, effective use of online translators and dictionaries, as well as their
appropriate purpose, should be explained to intermediate FL students so that it does not become a crutch
during their progress towards FL reading proficiency.

Suggestions for Future Research
Although no definitive conclusions can be made from this case study, it does become apparent that
intermediate L2 students may employ bottom-up strategies first during a reading task, whereas top-down
strategies appear to be less deliberate. Furthermore, top-down strategies may be understood by the
student as more of a consequence of comprehension and not an actual strategy. This communicates that

FL students may need to be directed in purposefully using top-down strategies to increase comprehension,
which may increase their positive attitudes towards reading. Further research might want to investigate the
relationship between top-down strategies and reading attitudes, exploring the connection of these two and
whether top-down strategies are either a cause or a product of positive affect.
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Appendix A
Melissa’s Textbook
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Appendix B
Melissa’s Reading Log
Okay, I ended up doing the reading before class, so I was sitting at a desk with a computer and only had
an online translator as help.
I started as I usually do when I begin spanish reading. I usually don’t have any music on; however, I have
had spanish music on when I read Spanish and that is not a problem, but having English music playing when
I try to read Spanish is really difficult.
I struggled with the first paragraph. I couldn’t figure out who was who’s twin and such, but I continued
reading, and I still am not sure who the twins are! The second paragraph wasn’t much better as I was still
confused as to who was the widow or the twin and such, but by the end and through context clues I wasn’t as
frustrated as I started to piece it together. The rest of the reading went a lot better. I was continually looking
up infinitives to understand what was happening or the other words as well, and, as I would find them I
wrote them above the word. The story became much more interesting after the first couple paragraphs, so I
found myself more absorbed in figuring out for sure what was being said. There seemed to be a couple cliche
phrases that when translated directly didn’t make sense (el credo en la boca, tenia delirio con ella). I returned
back to my original confusion on the last couple paragraphs. It might have been that I was tired of reading
or thought I was more proficient than I am because I didn’t feel like I needed as many words translated, yet, I
wasn’t understanding any better than the paragraphs where I translated a lot. I reread the first couple and last
couple paragraphs again after I finished the story, but didn’t learn much than the first time. I felt confident
during the middle part of the story that I was understanding it fine, and didn’t need to reread a whole lot.
Words I needed to look up:

decia

incluso

perturbado

alzando

secretamente

alejamiento

dedo

sonabamos

cualquier

alrededor

encontrara

alquilaban

mary era su hermana gemela

el seguro de vida

distancia ni las detenia

veian

renuncia

el estado del tiempo

querida

pidio

las detenia

saliera

cuan

la nave

cumplido

cantidad

plateado

no habia cumplido

entrado

reconocerla

aun

asombro

cosaco

cuarenta

colgue

peinarse

se conservaba bella

demudado
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Appendix C
Reading Strategies analyzed
Glossing from Spanish to English.
Rereading a portion of the text.
Continuing to read despite a lack of comprehension.

