Foundations of Proficient Reading
Introduction: 
       Reading is not only an academic skill but a skill for life. It becomes crucial to be able to decipher the written code since this skill is present everywhere in all domains. What does it really mean when it is said that someone can read, what does this really reflect? In the near previous decades, reading was defined simply as the ability to transfer written symbols into spoken words via decoding. However, contemporary cognitive science and cognitive educational inquiry have deeply reshaped this view.
       Today, the reading skill is not seen as a single ability, but as a convoluted, multi-layered activity integrating two essential components: word recognition (decoding) and language comprehension (Gough & Tunmer, 1986). You can pronounce every word on a page in the right manner, a skill called "barking at print", yet ; not being able to discuss the content being read. Equally, you can understand a thorny argument when it being read, but suffer to decode the text by yourself.
1. Defining the Core Notions: Competence vs. Comprehension
           The reading Skill as such (Decoding & Fluency) is the foundational, bottom-up process of interpreting graphemes (letters) into phonemes (sounds) and then into complete structures. It encompasses phonological consciousness, phonics, and, vitally, fluency, the skill to read texts perfectly, rapidly, and with the right expression (Rasinski, 2004). Fluency is seen as the bridge between word recognition and understating. Without automaticity in decoding, cognitive resources are diverted from understanding.
         Reading comprehension, on the other side, is the complex task of concurrently extracting and constructing meaning through interchange and involvement with written language (Snow, 2002). It is not a passive receptive activity but an active, strategic negotiation between the reader and the text. Comprehension appears when the reader constructs a coherent mental model, or situation model, of what the text says (Kintsch, 1998).
        Essentially, reading skill reflects the ability to say written words on the paper loudly while reading comprehension reflects the ability to explain and interpret what is being written in a given context. 
2.  Common Theoretical Model: A Moderate Viewpoint about Reading
       The most significant and practical supported frame is the Simple View of Reading (SVR) , proposed by Philip Gough and William Tunmer (1986). This conception explains that:
Reading comprehension = Decoding multiplied by language comprehension 
       This is a multiplicative, not additive, equation. If either variable is meaningless, reading comprehension will not take place.
- Decoding (D): The capability to ably recognize printed words.
-Language Comprehension (LC): The ability to decipher spoken language, together with the     morphology, structure, inference, and background knowledge.
Example: A dyslexic child who has poor decoding but perfect spoken vocabulary will continue to suffer from weak reading comprehension. Similarly, a fluent decoder who suffers from vocabulary shortage and no background knowledge will probably fail understanding the text.
The SVR has profound serious implications in the sense that instruction must focus on both code-deciphering abilities and meaning-construction competencies at the same time. Neglecting one deters the other (Catts, Hogan, & Adlof, 2005).
3. Cognitive Processes in Comprehension: The Construction-Integration Model
      While the SVR explains the needed elements for reading, Walter Kintsch’s (1998) Construction-Integration (CI) Model explicates the deep mental representational processes of the reading act. According to Kintsch, readers build three levels of mental representation:
- The Surface stage: The exact language and structure of the text.
-The Text base: The probable meaning of the extract, the explicit ideas and their relationships.
-The Situation Model: The profound, consistent representational realm that fuses the text base with the reader’s prior knowledge, understandings, and life experiences. This is the goal of true comprehension.
For example, reading "The quarterback threw the ball to the receiver, but the line backer intercepted it." A reader with a weak situation model sees only words. A skilled reader turns on prior knowledge of American football, infers an opposing team, envisions the field, and forecasts the next play. Comprehension fails when the reader fails to construct a consistent situation model (Graesser, Singer, & Trabasso, 1994).
4. The Active Reader: Metacognition and Strategic Processing
         Of course, main differences can easily be intercepted between proficient and non-proficient readers. What differentiates a struggling reader from a skillful one? It is not just IQ or vocabulary; it is metacognition that is the capability to think about one's own thinking (Flavell, 1979). Proficient readers have control over their comprehension in the appropriate. They notice when meaning breaks down and possess a strategy of bring up strategies.
         Key strategic solutions may touch upon:
    -Predicting: Suggesting predictions about upcoming text.
    - Questioning: Thinking about the content before, during, and after reading.
     -Clarifying: Identifying misperception and re-reading, looking up words, or reading ahead.
     -Summarizing: Making resumes of the main ideas and condensing information in one's own words (Palincsar & Brown, 1984).
       Inquiries about Reciprocal Teaching (Palincsar & Brown, 1984) claim that overtly preaching about these four strategies in a dialogic environment efficiently ameliorates reading comprehension, specifically for beginners. Without these strategies, the reader remains passive receiver rather than a meaning-builder.


5. The Role of Previously Acquired Knowledge and Vocabulary
        Knowledge is vital in discussions about comprehension skills and understanding requirements. E.D. Hirsch Jr. (2003) explained that comprehension is not a simple skill but a whole sequence of knowledge exhibition. You cannot comprehend a text about artificial intelligence, the War of Roses, or modern diseases if you have no enough background knowledge and representational patterns about those topics.
       Vocabulary is the unique powerful deciding factor about reading comprehension (National Reading Panel, 2000). It is an interchangeable relationship: reading helps expanding vocabulary, and vocabulary empowers reading. Nonetheless, direct preaching of practical academic words (e.g., probe, compare, argue) and skillful reading are both crucial.
       Before starting a complicated text, stimulate prior knowledge. Use prediction guides, short extracts, or representational maps. A reader who knows about the theme will comprehend rapidly  more than a competent decoder who has limited knowledge.
         Conclusion: 
         To wit, proficient reading is a harmony of two essential components: fluent decoding and tactical language comprehension. The Simple View of Reading ensures that deficiency in either area weakens comprehension. The Construction-Integration model explains that deep understanding demands building a situation model, not just parsing words. And metacognitive strategies empower the reader to self-regulate and construing breakdowns.
[bookmark: _GoBack]       In the end, reading is not a passive skill. Instead,  it is an active act of meaning construction. The reader is no more seen a void receiver of information but an active builder of multiple meanings since readers do not share one common background experience or unique view about the world. 
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