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Abstract: In EFL, developing literacy is primarily based on improving reading skills,
which is quite problematic for millennials, regardless of their proficiency levels, since
they seem to be more used to video input than texts. Drawing on the theoretical concept
of multiliteracies (New London Group 1996), introduced to outline a specific pedagogic

framework for rethinking the future of language education, this paper discusses the

results of a study conducted at the Department of English Studies, University of Novi
Sad. The main aim of the study was to identify and determine the primary problems
students majoring in English have while doing reading text-based comprehension tasks,
and to compare the results with comprebension tasks that combine text and video input.
Even though teaching and learning ave by definition multimodal, particularly in the
field of EFL, since both processes imply the use of different modes (speech, writing,
gesture, image, sound), at higher levels of education these modes do not seem to be
equally present. This study suggests some theoretical and practical directions towards
integrating multimodal approaches in developing literacy in order to promote positive
learning outcomes of EFL students.

Keywords: EFL, multiliteracies, multimodal approach, reading skills, comprehension.

1. Introduction

At any level of education, literacy has always been a primary objective, since

it represents the ability of an individual to construct and communicate meaning,
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As Pitkdnen-Huhta (2003: 11) points out, “literacy is both the target and means
of instruction.” Traditionally, reading and writing were seen as cornerstones of
learning and literacy, particularly within formal educational settings and for that
reason, they have been of great concern to educators (Lankshear and Knobel 2006).

This skill-based view of literacy has been challenged and propositions made
to see it as a kind of social practice (Barton 1994, Barton and Hamilton 2000).
Barton and Hamilton (2000: 7) introduce the concept of literacy practice by means
of which they account for conceptualisation of “the link between the activities
of reading and writing and the social structures in which they are embedded and
which they help shape.” In addition to that, as Kress (2003: 17) states, “the new
technologies of information and communication complicate this picture seriously,
in that they bring together the resources for representation and their potential with
the resources of production and the resources of dissemination.” Thus, Kress (2003)
argues that being literate in the 21 century does not imply only the ability to read
and write texts, but also the ability to know other discursive and interactional norms
in order to communicate and construct meaning. In that context, “the traditional
text is no longer the only constructor of meaning, as videos, music, social media, and
multidimensional hypertexts carry the reader along meandering paths of meaning
construction, in which the reader is an active agent” (Vaarala and Jalkanen 2010).

Multiliteracy is a concept introduced in 1996 by the New London Group to
designate the need to become literate in different forms of language and other
modes of representation, using new technologies and forms of social relationships.
In this framework, literacy is not restricted to text, but it rather includes different
forms of expression and hence, it is inherently multimodal. According to Kalantzis
et al. (2016), multiliteracy refers to variability of meaning-making in different
cultural and social contexts and using multimodality, in which written linguistic
modes of meaning interface with oral, visual, audio, gestural, tactile and spatial
patterns of meaning. This view of literacy seems to be more suitable for educators
in the 21* century, since they face new challenges in the process of (re)designing
methodologies and pedagogical practices.

Starting from the above-mentioned argument that being literate in the 21
century does not only mean the ability to read and write (Kress 2003), it inevitably
becomes clear that the concept of literacy needs to accommodate other semiotic
modes as well. As a result, this profound shift has caused complex and dynamic
changes in the way we teach and learn. Since we live in a visual culture, we have
become more adapt at reading images and/or text on different kinds of screens,

which certainly has an impact on the process of comprehension and meaning
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construction. It is true that educational systems at all levels are slow to integrate
these changes, yet during the Covid-19 pandemics most of the higher education
institutions all over the world were forced to resort to remote teachingand learning,
which shifted the focus from traditional teaching and learning methods to new
hybrid forms. In order to engage students and keep them motivated, as well as
secure input accessibility, educators adapted their syllabi to integrate more visual
and multimodal materials.

Undoubtedly, these changes in teaching methods and materials initiated
discussions and problems related to assessment and the alignment of learning
objectives to the changes introduced, which, by definition, need to be in balance
with all other elements in the teaching/learning process (cf. Senel and Senel 2021,
Bartolic et al. 2021). If educational institutions are to introduce and develop
different kinds of literacies, then they need to determine and define ways to integrate
modified learning objectives in the assessment. In reference to the assessment of
visual literacy, Bowen (2017: 705) calls for a clear distinction of specific sub-
competences subsumed under this category. In other words, the question is whether
these competences imply just a heightened awareness, recognising the pragmatic
intention of the creator of the image, and/or “the ability to reconstruct a new
representation with a particular intention directed toward a specific audience”
(Bowen 2017: 705-706).

This paper presents a case study that was conducted to examine the development
and inclusion of multimodal literacy in an undergraduate EFL course alongside
the development of reading competence. Specifically, the aim of the study was
to identify the main problems EFL students have with reading comprehension
in English as a foreign language and to relate these findings with the assessment
of the results of reading comprehension tests after remote teaching during the
pandemics. The main idea behind it was to use the findings within the broader frame
of curriculum and syllabi design, as well as EFL instruction, and also to outline the
benefits and challenges of teaching reading comprehension in a multimodal learning
environment, either in an online learning environment or in regular contact classes.
Starting from the premise that multimodality would be supportive of learning
(Mayer 2005, Guichon and McLornan 2008, Vaarala and Jalkanen 2010), it was
hypothesised in this study that multimodal input would affect students’ levels
of attainment in comprehension skills tests. The main research objectives of this

study were:

1. to do a small-scale longitudinal study and compare the results of reading

comprehension tests done by two generations of students with a time span
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of 20 years in order to identify any patterns of change in terms of students’

achievement in these tests;

2. to do a qualitative analysis of students’ answers regarding the types of
questions in the reading comprehension test in order to determine what

kind of difficulties they had;

3. to compare the levels of comprehension of reading material combined
with multimedia input with those students achieved in standard tests that

contained only reading material.

The underlying idea behind the study was to get a better insight into the whole
process and link research and teaching practice in a more meaningful way so as to
improve both teaching and assessment practice and, most importantly, students’
learning.

This study was set up at the Department of English Studies, at the Faculty of
Philosophy in Novi Sad, where reading skills are taught, practiced and assessed as
a part of the Integrated Language Skills course. Students’ English proficiency upon
enrollment is typically at the B2 level of the Common European Framework of
Reference for Languages (CEFR) (2001), judging by their results in the entrance
exam. Upon graduation, it is expected that they will have reached the C2 level of

language proficiency.

1.1. Reading Competence in a Foreign Language

Reading competence development in a foreign language has always been of
paramount importance to language teaching as well as literacy development, since
skilled reading and more general language competences are interrelated (Snow et
al. 2007). Reading competence refers to linguistic knowledge, processing skills
and cognitive abilities (Koda 2005). There are different definitions of reading
competence and reading comprehension, yet the underlying assumption is that
“successful comprehension emerges from the integrative interaction of derived text
information and pre-existing reader knowledge” (Koda 2005:4).

Without going deeply into various theories and models of reading (cf. Birch
2007, Cohen and Upton 2006), it should be mentioned that while reading,
readers usually combine “bottom-up” with “top-down” processing of visual
information. Bottom-up processing of linguistic knowledge stands for going from
the orthographic and phonological level to the more complex levels of language

structure, or from lexical units to larger syntactic units and elements of text to
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understanding the whole. Top-down processing begins with a text as a whole and
larger units within it, and then proceeds to processing smaller units. Both of these
processes are heavily dependent on context. According to Weir and Khalifa (2008),
context serves as a trigger that helps the reader to get to propositional meaning,
which they extract from the decoded text, and then context helps in decoding
specific and/or unfamiliar lexical units. Jenkins et al. (2003) indicate that skilled
readers resort less to top-down processes to identify unfamiliar words in context
as this process is rather slow, as opposed to less skilled ones.

For teaching and learning, however, this cognitive processing approach to
reading is important since it can be used to develop specific metacognitive reading
strategies to guide the learners to improving their reading skills in L2. Weir and
Khalifa (2008) point out the activity called goal setting, resulting from the reader’s
decision-making process, by means of which the reader determines what type
of reading, whether global or local comprehension, to employ when they start
reading a text. As they have it, global comprehension “refers to the understanding
of propositions beyond the level of micro-structure, that is, any macro-propositions
including main ideas, the links between those macro-propositions and the way in
which the micro-propositions elaborate upon them” (Weir and Khalifa 2008: 4).
Relying on global comprehension, the reader can determine the macro structure
of the text and search for information, which is at the core of the reading strategy
called skimming. Local comprehension, on the other hand, accounts for “the
understanding of propositions at the level of micro-structure, i.e. the sentence
and the clause” (Weir and Khalifa 2008: 5). Basically, this kind of comprehension
is based on linguistic knowledge since it results from word recognition, syntactic
parsing and establishing propositional meaning at the level of a sentence or a clause.

Nunan (1989) argues that a distinction should be made between several types
of reading skills as corresponding to various purposes of reading. Grabe and Stoller

2002: 1) list the following purposes of reading:
g purp &
(1) searching for simple information,
2) skimming,

3) learning from the text,

5) reading to write or searching for information needed for writing,

6) critically analysing texts, and

(2)
(3)
(4) integrating information,
(5)
(6)
(7)

7) getting to general comprehension.
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Even though all of these reading strategies and techniques are employed in the
classroom context, when teachers aim at developing reading skills and teaching new
vocabulary, they typically rely on skimming and scanning in order to do reading
comprehension tasks. These tasks are centered on reading a new and unfamiliar
text, whose length and level of difficulty vary depending on the level of students.
Texts are usually of a general type. Specific activities related to the main task of
reading comprehension are designed so as to help learners activate both wider and
more specific extralinguistic knowledge, which should enable them to grasp the
structure of the text and guess the meaning of unfamiliar lexical units. More detailed
analysis of reading strategies in the EFL context based on empirical data is explained
in Topalov (2012). Competent readers in both L1 and L2 are able to transfer
knowledge from one to the other language, as argued by Cummins (1981) within his
common underlying proficiency (CUP) model and the interdependence hypothesis.
Despite the fact that the CUP model was originally created to account for bilingual
children education, the development of literacy in the majority language supports
the development of underlying cognitive and academic proficiency that is common
across different languages (Cummins 2005).

Typically, EFL curricula at institutions of higher education include assessing
reading comprehension using language-based texts, which serve as (the only)
indicator of critical thinking and literacy, despite the fact that new generations
of students, who study English as L2, have actually learned the language by being
exposed to films and videos, rather than by reading extensively. Assessing reading
comprehension is mostly done in accordance with thinking styles. For fostering
the convergent thinking style, the most suitable types of questions in a test are
multiple-choice questions, in which students choose from a given set of suggested
answers, whereas the divergent style of thinking is usually tested in open questions
that imply a synthesis of the read material. Even though standardised tests at all
levels of education are mostly based on language-based, multiple-choice questions,
due to the fact that they can be marked more easily and uniformly, in the learning
context it is important that teachers combine various kinds of tasks and, accordingly,
suitable methods of assessment, in order to activate different cognitive processes

that underlie any kind of learning.

1.2. Multimodal learning input

AsFarias etal. (2011) argue, “multimodality is not an alien concept in the field
of foreign language learning and teaching.” EFL course books for all levels are full
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of learning input that is not solely based on text, but colourful images, distinctive
layout and audio input found in accompanying CD ROMs as well. It must be
mentioned that multimodal learning input is not restricted to EFL; as a delivery
media it has found its way in the institutions of higher education as well, in which
traditional lectures based on one mode of delivery are replaced by PowerPoint
presentations combined with the lecturer’s voice, gestures and body language, and
video and audio materials are not a rare occurrence either.

Guichon and McLornan (2008) suggest that multimodality within Computer-
Aided Language Learning (CALL) is strongly supportive of learning, since
multimodality activates diverse semiotic codes and provides access to various types
of information that can activate comprehension. Still, as Guichon and McLornan
(2008: 87) show, “multimodality entails not only accessing information in different
formats, but also establishing interactivity between these representations. In other
words, providing learners with different kinds of multimodal input activates
possibilities of developing their comprehension skills.

There are few empirical studies that measure and evaluate the effects of
multimodality on learning a foreign language (see Guichon and McLornan 2008,
Vaarala and Jalkanen 2010, Martinez Lirola 2020). The results of these studies show
a positive impact of multimodality on learning outcomes, yet they are limited in
their scope. Therefore, it is difficult to assess accurately the potential challenges
learners might face in dealing with this kind of input. Knox (2008: 104) states
that even “a brief consideration of the classroom practices of teachers and students
shows very quickly that multimodality is something that language teachers have
understood intuitively for a long time.”

Nevertheless, incorporating multimodality in teaching and learning practice
entails careful consideration and adaptability to given circumstances. In the
first place, course content designers and educators need to decide which mode
of representation of the input will suit their learners’ individual needs best.
Choosing appropriate modes of delivery and representation is closely related to
needs assessment and course requirements. Kress et al. (2001: 7) warn that the
cultural context of the learning experience should also be taken into consideration,
as “certain modes have been traditionally used for certain purposes, some modes
have specific cultural valuations and there are cultural histories of modes in a
particular culture”

Furthermore, in some situations, teachers may use CALL as a replacement for
real contact time in classroom, as was the case when the outbreak of Covid-19 in

2020 brought the need to shift to online learning at all levels of education. Teachers
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tried to adapt as quickly and as successfully as they could to cater for the needs

of all stakeholders in the process. As a result, multimodal learning was soon used

almost exclusively, as it substituted to some extent the live interaction that is part
and parcel of traditional learning and teaching.

In the context of practicing reading skills as a part of the Integrated Language
Skills course, reading was combined with watching video material and listening to
podcasts. The idea was to increase the number of activities based on listening to and
watching interactive video and audio materials in order to substitute for real live
communication and interaction that would happen in the classroom. Students were
engaged in both synchronous and asynchronous learning, but reading was done as
a part of homework, the same as listening to audio materials and watching videos.
In addition to that, it has to be mentioned that during the imposed lockdown,
access to the Faculty libraries was also restricted, and students had difficulties with
managing the reading load they had to deal with in other courses as well, which
certainly affected their reading comprehension skills in English.

2. Methodology

This study was retrospective since it was based on a quantitative and qualitative
analysis of three tests done by a total of a hundred participants, fifty second-year
undergraduate students in the summer semester of the academic year 2000/2001
(Group A, Test 1), and fifty in the year 2019/2020 (Group B, Test 2 and Test 3).
The participants were selected by simple random sampling and were only informed
that their tests were to be graded for determining their level of attainment. Prior to
doing the tests all participants had two years of English instruction at university,
as a part of their undergraduate programme. They enrolled in university at the B2
level, as assessed in the entrance exam. The author was not the instructor of the
participants included in the analysis. The tests were done at the Department of
English Studies at the Faculty of Philosophy, University of Novi Sad. All tests were
based on the hypothesis that the participants in the study were of approximately the
same CEFR level, which was C1 at the time they were done, with some individual
variations. This was assumed following the data obtained at the beginning of each
academic year, which was the result of an initial general test done with the aim of
assessing students’ level of proficiency.

In the academic year 2000/2001, reading skills were practiced as part of the
two-semester Contemporary English Language 2 course, and in 2019/2020, this
was done as part of the Integrated Language Skills 4 course. In both courses,

ounonor Xi 2022 25



onnonor Xi 2022 25

76

Diana Lj. Prodanovic Stankic, Bojana M. Jakovljevic

reading comprehension was practiced in a similar way: reading comprehension
tasks were incorporated with practicing other language skills, use of English,
grammar and vocabulary. These tasks typically consisted of reading an unfamiliar
text and answering questions that checked comprehension by means of suggested
answers (multiple choice type of exercise). Texts for practicing and assessment
were selected according to relevance, genre, type, ratio of familiar and unfamiliar
(new) vocabulary, and grammatical structures. Each text was followed by four to
five questions and four suggested answers for each question, out of which only one
was correct. The questions were posed so as to check understanding of: (1) textual
coherence, (2) overall meaning, (3) general tone of the writer and (4) passages that
contained unfamiliar words which could be guessed in the given context. Test 1
and Test 2 in this study were organised following the procedure described above
and there were no additional tests.

Test 1 was done by Group A (N=50) in the academic year 2000/2001, and Test 2
by group B (N=50) in 2019/2020. These tests were exactly the same: they contained
an excerpt (ca. 400 words) taken from the book Zhe End of Nature (1989) by Bill
McKibben. This book is a compilation of articles written for The New Yorker, i.c. for
ageneral audience, in which the author tried to raise people’s awareness of the serious
consequences of pollution and to inspire them to do something about it. The text
used in the test was in the form of an article, written in a semi-formal to neutral style.
The text was followed by five multiple-choice questions that checked comprehension,
which were answered in real time in the classroom. Test 1, created and organised in
the academic year 2000/2001, reflected the learning objectives of the syllabus. In the
academic year 2019/2020, the same test, addressed here as Test 2, was used again with
a new generation of students, in an attempt to check whether some changes in the
reading competences of different generations of students can be detected.

Test 3 was done online by group B in 2020. Students were given a comprehension
test that contained a shorter text (250 words), also an excerpt from McKibben
(1989). This shorter text belonged to the same text genre and was written in a
similar register and style (with occasional use of irony and emotional language),
in comparison to the text used in Test 1 and Test 2. The text was shorter because
it was supplemented by information that could be obtained by watching video
material. The information was not repeated; hence, students had to combine both
input modes in order to answer the multiple-choice comprehension questions.
The information presented in the text and video centered on the same topic. The
multimodal input was a 6-minute video on YouTube (https://www.youtube.com/
watch?v=dbCROKSU52g), under the title “We need immediate action to stop



Incorporating Multiliteracies and Multimodality into Literacy

Instruction for EFL Students at Tertiary Level: A Case Study

extinction-David Attenborough BBC” (released on 23 September 2020 by BBC).

In the video ten different speakers try to answer the problem mentioned in its

title by providing a short description of the problem and then offering specific

solutions. The video contains a whole range of images and scenes that illustrate

the points mentioned by the speakers. The video is thematically closely related

to the text; however, it is different in terms of information presentation, since

spoken utterances are accompanied by images and very little text (e.g. in the form
of captions, question, bulleted points, etc.).

The data was analysed quantitatively and qualitatively. In terms of quantitative
analysis, descriptive statistics based on the percentage share was used. Calculation
was limited to opposite sides of the scale, the maximum and minimum score the
students achieved in the given test, and the mean value represents the average of
the maximum and minimum score. Product analysis was applied to the qualitative

analysis of the errors students made.

3. Results and discussion

In Table 1, the data collected from the comprehension tasks is given. As can be
seen, judging by the results of this study, the average level of attainment in reading
comprehension declined slightly over time. For instance, when scores in Test 1
(Group A) and Test 2 (Group B) are compared, it can be noticed that Group A
students did better on average in the comprehension test and there were more of
those who scored a maximum (46% vs 32%). However, the results also indicate
that there is a significant increase in the number of those who scored a minimum
in the comprehension test. To some extent, these results support the instructors’
observations in terms of students’ reading comprehension skills and the decline
of it over time. Needless to say, it is evident that more extensive research is needed
to support these claims, as they can also be affected by other factors not included
in this study. To sum this up, it seems that parallel to a decline in reading skills,
problems with comprehension can be detected; even though their general language
aptitude can be assessed as C1 (CEFR), their overall fluency does not imply reading
comprehension skills at the same level.

This can be explained by the fact that students have become more fluent in L2
and more self-confident, especially in terms of speaking skills, which was proved by
other elements of their final level of attainment in the course. However, judging by
the obtained results, in terms of literacy, reading comprehension and general use

and understanding of different registers and text types, they seem to struggle more,
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which is probably due to the problems they have with reading strategies and their
application to specific reading tasks. Qualitative results of this study support this,
as can be seen in Table 2. Generally speaking, the analysis of questions they had
problems with indicates that the great majority of students failed to understand
the overall tone of the text (Group A: 16%; Group B: 28%), perlocutionary effects
(for example, irony; Group A: 7%; Group B: 11%), or meaning that had to be
inferred from more than one paragraph when they relied on overall context. Hence,
when faced with comprehension on the level of a single paragraph, they typically
provided correct answers; yet, when questions were based on the overall text or
several paragraphs, they failed to make the right conclusions.

As can be seen in Table 1, the data for Test 3 points towards the effectiveness of
the introduction of multimedia as input in order to test reading comprehension.
The students did significantly better in this test when compared to the results
obtained in Test 1 and Test 2. One of the reasons for this can be related to the fact
that students did not have to cope with a whole, relatively long text, but rather two
short reading segments and additional multimedia material. In addition to that,
as much as the task itself was slightly more demanding in the cognitive sense, as it
required shifting from one mode to the other and combining information extracted
from different media, overall, they did much better. It seems that focusing on shorter

segments, regardless of the type of input, affects better comprehension in general.

Table 1: Sample sizes and test scores

N Input max score % min score % mean %

Test 1

Group A 50 Reading 46 16 31
(2000/2001)

Test 2

Group B 50 Reading 32 24 28
(2019/2020)

Test 3

Group B 50 Multimedia 74 14 44
(2019/2020)

Moreover, when the test included information that could be obtained via
different modes, they showed improvement in comprehension. For instance, irony
was detected by 21% of students (Test 3, Group B), which was significantly higher/
better in comparison to the numbers scored in the other two tests. The same applies

to understanding implicit meaning and the overall tone of the text.
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The results point to the fact that the change of input affects students’ scores
and level of attainment. This finding corroborates the results of the study by
Guichon and Mclornan (2008) that explored the effects of multimodality on
listening comprehension. Accessing contextual clues by more than one mode of
perception triggers the dynamic process of constructing meaning and relating
it to pre-existing knowledge. Yet, as Moreno and Mayer (1999) prove in their
experiments, information received by means of more than one mode has to be
coordinated and coherent; otherwise, it may distract learners attention and create

a split-attention effect.

Table 2: Sample sizes and test scores

mean mean mean

N Inpuc scores % scores %  scores%
Type of question Lrlr::z ﬁ:l; Irony toojlirau
Test 1
Group A 50 Reading 27 7 16
(2000/2001)
Test 2
Group B 50 Reading 32 11 28
(2019/2020)
Test 3
Group B 50 Multimedia 53 21 47
(2019/2020)

Furthermore, the obtained results may also indicate the motivation and reading
habits of students. Even though preferences in terms of the type of learning input
were not tested in this study, some other research indicates that students in general
are more willing to watch something than to read it, especially when they are given
a chance to choose (Nabhan and Hidayat 2018). In the same study, Nabhan and
Hidayat (2018) argue that when it comes to self-assessment, the participants in
their study stated that they are better at obtaining information via digital resources
than by reading,

This study certainly has its limitations regarding several aspects, not only in
terms of scope, but the study setting as well. For that reason, the fact that students
did Test 3 online, whereas Test 1 and Test 2 were done during real contact time in
class, might have had a considerable impact on the results, which was not taken into

account. In that period, almost all input students got was multimodal, and they
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were more ready to switch to a multimodal mode. Despite the limitations of the
study, the idea was to use the data obtained during the pandemic-induced online
learning period so as to compare some results and align the learning activities with
the media of instruction and learning objectives set by the course requirements.
It is interesting, however, that regardless of the fact students were under a lot of
stress in that period, like everyone else, the change of format had a positive effect

on some aspects of their learning process.

3.1. Pedagogical implications

Despite its limitations, this study can serve as a certain guideline for educators.
As the results indicate, reading comprehension is quite a difficult task, even when it
comes to more proficient learners at advanced levels, and this language skill should
not be assumed, but rather practised systematically. One of the ways to approach this
practice is to introduce more modes of communication to the process and gradually
increase the length of texts as well as the time span needed to finish a given activity.
This is especially relevant when teaching new generations of students, who are more
used to swift shifts of video frames than obtaining information from reading texts.
Reading comprehension can be facilitated by juxtaposing different input modes
through which one can access information required for comprehension; yet, the
information given in different modes needs to be coherent and coordinated, so as
not to induce additional cognitive strain.

In addition to this, it seems that learners benefit from a combination of different
modes of communication since it affects their motivation and attention (Kress
2003, Mayer 2005). This is in line with the learner-centered approach, particularly
if multimodal learning input is consistent with the way the human mind works
and aligned with learning objectives. On condition that it is designed carefully,
multimodal content increases the dynamics of learning, particularly of distant
online learning, as it substitutes to some extent the dynamics of real classroom
interaction. In teaching EFL, the use of multimodal materials such as electronic
dictionaries, videos, multimedia presentations, social networks, podcasts and
interactive web pages can easily be applied in either online distant or real classroom
learning. Nevertheless, learners need guidance to make the most of multimodal
tools in order to establish meaningful connections between texts and the contexts
that frame them, which can foster knowledge transfer and the development of
other competences and skills.
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4. Concluding remarks

This paper discussed reading comprehension skills as an essential part of
language learning and increasing literacy in a foreign language. As much as EFL
methodology is well established, particularly in terms of developing reading skills
and their assessment, there are many challenges related to this process in the context
of institutions of higher education in the 21* century. Reading comprehension is
often assumed, and it is considered that reading competence develops naturally
with the increase of fluency.

The main idea behind this study was to see if some changes in the reading
patterns can be noticed if two generations of students are compared. Also, the
aim was to introduce multimodal input to determine to which extent it impacts
comprehension. The method used in the study was based on quantitative and
qualitative analysis of comprehension in the tests. The quantitative analysis indicates
better results in traditional reading comprehension tasks of students who were
involved in the process of developing literacy some twenty years ago. Nowadays,
students struggle more with their attention span when faced with longer texts.
The change of input, i.e. using shorter reading passages and multimodal materials,
significantly improved their levels of attainment in the comprehension tests.

Finally, some implications of the results for the development of reading
competence in the context of EFL learning were put forward, especially in the
context of using new technologically-based learning modalities. Further research in

this field would be beneficial to confirm the pedagogical benefits of such an approach.
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YKASYIYUBABE PASAMYUTHUX BUAOBA ITMCMEHOCTH
N MYATUMOAAAHOCTHU'Y HACTABY EHIAECKOT
JE3NKA KAO CTPAHOTI HA BUCOKOIIIKOACKOM

HUBOY

Pesume

V aAaHamme BpeMe, y erGaAHoj KYATYPH, y KOjOj jé TEXHOAOIIKHU Pa3Boj
H3MCHHO yoOudajeHe HAYMHE KOMYHHIMpama, 00pasoBame Ha CBUM
HuBoMMa Tpeba A2 Ce IPHUAATOAM THM HpOMeHaMa A2 61 60pe OATOBOPHAO
Ha oTpebe yueHUKa U cryaeHaTa Koju ¢y pohenn y XXI Bexy. Y ucro Bpeme,
ofpasoBarbe He cMe A2 H3rYOU CBOje KvydHE BPEAHOCTH U LIUACBE. JeAaH
OA THX OCHOBHHX I[H/v€BA CBAKAKO ITPEACTABAA PA3BHjalbe TUCMEHOCTH. Y
HACTABH €HIAECCKOT je3HKa Ka0 CTPAHOT Pa3BHjaibe MMCMEHOCTH CIIPOBOAU
Ce MPBEHCTBEHO KPO3 Pa3BHjarbe YNTAAAYKUX BEUITHHA, IITO MOHEKAA
IIPEACTaBbA [IOTCIKONY HOBUM reHepalijaMa CTyAcHaTa, 6e3 063upa Ha
HHUBO IHXOBOT 3Haka EHTAECKOT jE€3UKa Ka0 CTPAHOT, jep UM je AaKIIE U
jeAHOCTaBHHjE A2 CasHajy, yde U 3abaBajy ce mepuunupjyhu MyaTHMOA2AHH
CaApXKaj Y BUACO-POPMATY, HETO AQ YUTAjy KIbHIE U TEKCTOBE BUAO KOje
Bpcre. [Toaasehu op nojma pasauuumu 6udosu nucmenocmu, xoju je ypeaa
rpyna aytopa New London Group 1996, a xoju onncyje oksupe noce6Hor
TIEAATrOIIKOT IIPUCTYIA HACTABU CTPAHOT jE3MKA, OBaj Pas 6aBu ce MOKYIIajeM
AQ ce TAKaB IIPUCTYI yBeae. Pag, npukasyje pesyatare MCTpaXKHMBakba Makber
o6uma cripoBeaeHor Ha Yuusepsurery y HoBom Caay, Ha ®uaosodcxom
daxyarery Oacexa 3a anrauctuky. OCHOBHU Lun pasa GHO je Aa ce yTBpAE
HajBehe noremxohe Ha KOje HaM3Aa3€ CTYACHTU EHTAECKOT je3HMKa M
KEbIDKEBHOCTH IIPUAMKOM IIPOBEPE padyMeBarba MPoYUTaHor TeKcTa. M3 Tor
pasaora ypalena je ymopeaHa cTyauja y Kojoj ce mpoBepasaao nocrurayhe
TIEACCET CTYACHATA HA TECTY Pa3yMeBakha IIPOYUTAHOT TEKCTA ABE TeHepaIiyje
CTYAEHATA C Pa3MAKOM OA ABAAECET roanHA. Pe3yATaTy MoKasyjy maa y ycrexy
HA TECTY Y AATOM BPEMEHCKOM IEPHOAY. Y APYTOM AEAY MCTPaXKHUBamba
MOPEAHAO Ce padyMeBarbe POYUTAHOT TEKCTA C jeAHE CTPaHE, a C APYTE,
pasymeBame MHpOpManUja Koje cy A0OHjeHe KOMOMHALMOM YHTaka
u I‘IpahCH:a MYATMMOAQAHOT CaApIKaja. V oBom CAy4ajy, 3HATHO je 6ome
pasymeBame Kap ce KOMOuHyjy kpahu TekcToBH ca MyATMMOA2AHHUM

cappxajeM. Y paAy ce IPEAAAXY CMEPHUIIE 32 TIOACTHIIAKE KOMOHHOBama
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Pa3AMIHMTHX BUAOBA ITMCMCHOCTH, Ca IH/ASCM yHaHPCbI/IBaH:B. YUTAAAYKE
IMMCMCHOCTH CTYACHATa Ha CTPAaHOM jCSI/IKy.
> K/b}l‘ﬂ{epfllu.' HacTaBa CHI‘ACCKOI‘jCBI/IKa Kao CTPAaHOT, pPa3AHIMTH BUAOBU
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