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Abstract 

Many scholars agree that reading is among the most important ski lls for second or fo reign 

language learning academ ic contexts. Thi s ind icates that reading skills are very essential for 

our high schoo l students who are basica lly learning Engli sh as a foreign language and as a 

means to cope up with the challenges of the academic situations. However, it is genera lly 

agreed that many Ethiopian secondary school and higher ed ucat ional institution students have 

low reading proficiency. Similarly, some local studies revealed that the learners' reading 

abi lity is dependent on the extent to which they exploit various reading strategies during their 

reading. 

Therefore, thi s study is conducted to experiment the signifi cance of the readi ng strategies 

training to enhance the reading skills of the secondary school learners. To do this, one sample 

school of 120 students and 8 EFL teachers was se lected. Reading tests were given before and 

after strategy training for the target group. Also, questionnaires were administered and 

reading classes were observed to see the ongoing experience. 

The findings of the study showed that following the reading strategy tra ining, the students 

improved their reading performance on the reading test. Moreover, data from the other tools 

disclosed that the learners were not being trained the various reading strategies consistently. 

As a result, most of them didn ' t use reading strategies efficiently. In addition, there was a gap 

on the training among the varieties readi ng strategies : meta cognitive, cognitive and affective 

strategies. 
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CHAPTER ONE 

1. Introduction 

! '-ll !) lJ.~~:-.::---

'~ 
l.I Background of the Study 

English language is being used as the med ium of instruction in high schoo ls and tertiary 

levels in Ethiop ia. Hence, learners are expected to have adequate skills in using the language. 

This is basically because the learners ' skill in using the language highly determines their 

academic success (Atkins et.al, 1995). In other words, the success of EFL learners in English 

language can be determined by their performance in listening, speaking, writing and reading. 

Effic ient users of the language display the ir competence in those sk ill s uS1l1g proper 

grammatical structure and vocabulary. 

However, among the competencies, reading is the most important which learners in the upper 

level are expected to develop (Mc Donough, 1994 and Getachew, 1996). This is because 

most of the knowledge that learners get in thi s leve l comes through the ab ility to read and 

comprehend the texts and the notes they received from the various subj ects they study. In 

addition, almost all examinations which test the learners' knowledge and abilities are based 

on their read ing and comprehending ability in Engli sh. As a whole, it assists the learners' in 

academic performance and facilitates their autonomous learning. 

As it is shown Atkins et.al (1996), ineffective read ing hinders the learners ' broader studies 

and inevitab ly limits their academic performance. Among the significan t factors which result 

in poor read ing skills are ineffective teachings of reading and inadequate texts, containing 

tasks which have little potentia l to develop the sk ill. Ineffective teaching of reading skill can 

be reali sed as the EFL teachers ' ab ility to teach reading strategies and let the learners practice 

them through reading tasks. 

Reading strategies are derived from a wider context of language learn ing strategies. Rubin 

(1987) shows that language learning strategies are any sets of operations, steps, plans and 

routines used by the learners to facilitate the obtain ing, storage, retrieval and use of new 

information. Nunan (1995) tries to put the concept of language learn ing strategies as a mental 
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process which learners employ to learn and use the target language. Since reading strategies 

are extracted from language learning strategies, they have common conceptual background. 

So far, a number of local researches have been conducted on reading profici ency of EFL 

learners. These are Gebrmedhin Simon (1993), Girma Gezahagn (1994), Berhanu Wunete 

(2004), Mengesha Fantahun (2003), Nigussie Angessa (2006) and Rufael Dissassa (2007). 

Regardless of their difference in their aim and the methodology they used, a lmost all of them 

underlined that the learners' Engli sh language reading ability and their use of strategies 

seems to be below the standard which they are expected to have. At the end, each of them 

proposed recommendations based on the outcome of their studies. 

1.2 Statement of the problem 

As it has been said so far, reading skills are very important as far as high schoo l learners' 

academic achievement is concerned. Thus, to equip our learners with this basic skill, it would 

be very important to consider reading strategies. The basic activity to be carried out in this 

study is identifying reading strategies which are used by a successful reader and how to help 

less successful readers through trai ning. 

According to the local researches, there is an indication that Ethiopian secondary level 

students don't manage their reading effectively and efficiently. However, the ex isting 

domestic research has focused on the frequency of reading strategies used by EFL learners 

and the gender difference in using reading strategies mainly by the first year university and 

preparatory students (Rufeal, 2007). Moreover, research like Berhanu Wunete (2004), 

Mengesha Fantahun (2003) and Nigussie Angessa (2006) focused on assessing the reading 

strategies used by different levels of students. However, they didn't consider the ex isting 

classroom situation either by experimenting or observing the condition. Rather, they 

administered interviews and questionnaires. This enforces the researcher to carry out more 

studies on reading strategies, particularly making an intervention through reading strategy 

training so as to evaluate the progress. As a whole, this study different is from the previous 

studies in that it focuses on the classroom procedure of trai ning of read ing strateg ies and their 

impact on developing learners' comprehension. The study hel ps to identify the teachers' role 

in developing learners ' reading ability which exhibits its impact on many other subjects of 

their study (Atkins et.al, 1995). 

2 



1.3 Objectives of the Study 

This study aims to relate the training of reading strategies with in ongoing classroom reading 

program, particularly in the EFL reading classroom context. It tries to measure the impact 

that the training has on the reading comprehension skill s of the lea rners. 

More specifica ll y, the study will attempt to answer the fo llowing questions: 

~ Do EFL teachers train read ing strategies in classrooms during read ing lessons? 

~ To what extent do high school EFL learners use reading strategies? 

~ Can read ing strategy training reasonably improve the learners' comprehension skills? 

1.4 Significance of the Study 

In general, the importance of study is mainly on the deve lopment of EFL learners read ing 

skills, which is the most basic foreign language skill. To be specific, it gives em phasis to train 

read ing strategies and evaluates their impact on the comprehension skill of the learners. 

In the current trend of language teaching- whether reading or other skill s, emphasis is given 

to promote autonomous learning which can be attained through training strategies that 

learners use to help themse lves (McDonough, 1994). As a result, the insights from thi s study 

can help the learners of forei gn language (Engli sh) to be autonomous learners, especially in 

the reading ski lls. Moreover, as it is stated in Rufael (2007), reading tasks are becoming 

challenging for many high school EFL learners. Hence, students can use the results of thi s 

research to reduce the challenges. 

On the other hand, the outcomes of study initiate EFL teachers to see back to their trend of 

teaching reading ski ll s in the secondary schools and eva luate their performance. This can be 

followed by making adjustment on the ways of teaching reading skills in to the direction that 

helps learners to get new insights and input to develop their reading skills. In addition, results 

of the study may also help curri cu lum designers and text book producers by reminding them 

to give due emphasis on preparing reading skill task for EFL learners in th e secondary 

schools. 

Finally, the researcher believes that this study paves a way for other researchers to carry out 

more detailed stud ies in the area of teaching read ing skill s. 

3 
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1.5 Scope and limitations of the study 

Since the research is experimental, it would be very important to limit the scope of the 

research to a specific area. This is because it helps the researcher to see the problem and the 

specific variables which occur in the experimental and control groups in a very detailed 

manner. Moreover, the researcher has time and resource scarcity to include more secondary 

schools, even additiona l grade levels in the study. Also, the variables of the experimental 

study are limited to two: an independent variable (i. e reading strategy training) and the 

dependent variable (i,e the students reading skills).Thus, the research was carried out on one 

particular secondary school which is located in the SNNPRS in Gurge Zone- Goro 

Comprehensive Secondary School, particularly on grade ten students. The school is selected 

because the researcher has close knowledge of the school. 
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CHAPTER TWO 

2. Review of Related Literature 

2.1 Reading in foreign language 

Many scholars have de fined reading in various ways. However, there is conceptual similarity 

among the definitions. The definitions can be perce ived as general and specific. Varghese 

(1989) defines reading in a very genera l manner. He says that it is a very complex process 

involving many physical, intellectual and often emotional reactions. Moreover, it entails the 

ab ility to organize graphic symbol s and their cOlTesponding voca l sounds. 

Some scholars also defined reading in very specific ways which will be easy to understand . 

For example, as it is indicated in Davis (1995), reading in the academic situation can be 

perceiwed as an activity that' actively requires the readers' cognitive or mental involvement in 

order to grasp the message of the academic text they encountered. In addition, Nuttal (1982) 

says that reading is an active process which is to be calTied out in the reader's mind to extract 

meaning from a text. Also, Smith (1985) says that reading is describing, illustrating and 

ana lysing information from a text and Mc Donough (1994) points out that reading is the most 

important skill which helps learners' academic perfolTllance. Similarly, Grellet ( 1981) defines 

as reading is an interactive process with a text in different ways in order to learn to create 

meaning. 

The definitions imply that reading is an active and interactive process wh ich goes on benveen 

the reader and the text, resulting in comprehension . The text represents letters, word s, 

senten,ces and paragra,phs tliat encode nleaning. The purpose is just to create meaning using 

vari ous strategies. Therefore, readers are expected to read a given text using various 

sh'ategies and having a purpose in mind . 

2.2 The purpose of reading in foreign langnage 

Read ing is a purposeful activity. Atkins et.al (1996) says that having a spec ific purpose is one 

of the qua lit ies of an efficie nt reader. He/she should know why he/she is reading whatever 

he/she is reading. 
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We often read ha ving various purposes 111 mind . A person may read in order to ga m 

in fo rnlati on or verify ex isting knowledge, or in order to critique a wri ter's idea or writing 

style. Moreove r, a person may read for enjoyment, or to enhance knowledge of the language 

being read. 

The purpose(s) for reading guide(s) the reader's selection of the text. According to Nuttal 

(1996), the purpose , for ['eading also determines the appropriate approach to read ing 

comprehension. Someone who needs to know whether he/she can afford to eat at a particular 

restaurant needs to comprehend the pricing infornlation provided on the menu, but doesn' t 

need to recogni ze the names of every appetizer listed. In the same way, Smith (1985), a 

person reading poehy for enj oyment needs to recognize the words the poet uses and the way 

they are put together, but doesn 't need to identify the main ideas and the supporting detail s. 

However, a person using a sc ientific article to support opinion needs to know the vocabulary 

that is used, understand the facts and recognize ideas that are presented as hypothesis. 

2.3 Factors that affect reading in foreign language 

As it has been stated earlier, reading is one of the most important skills that foreign language 

learne!·s should have. ,But, there are many factors which affect the teaching and learning of 

reading in foreign language . 

Some researchers deve lop overarching categories to describe the factors that influence 

reading in foreign language. Scarcella and oxford (1992) , in Aebersold and Field (1997), 

discussed four areas. These are grammatical competence (knowledge of grammar), socio­

linguistic competence (the ability to use the language in the appropriate social context), 

discourse competence (the knowledge of acceptable patterns in written and spoken language) 

and strategic competence (ability to use a variety of language strategies to communicate 

successfull y). These fac tors also infl uence the teaching and the learning of the other skills, i.e 

speaking writing and listening. Thus, they are considered as a broad list. 

, 
According to Wells (2007), the factors which affect reading are classified in to two: external / 

physical and internal. The external ones are vision, hearing, health, etc. Whereas the intemal 

fac tors are intelligence, conceptuali zation, language, self concept, subject matter, teacher 

effect, low economic status, family mobility, inadequate teaching of reading, poor teaching 
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strategy, indi scriminate use of reading material and lack of motivation (on the part of the 

student and teacher). 

On the other hand, Aebsersol and Field (1997) listed factors which influence reading in 

foreign language. These are: 

A. Cognitive development and style orientation: the age and the level of cognitive 

development the foreign language learners at the time they begin language study 

shapes their ability to grasp concepts and their willingness to use varieties of 

strategies. 

B. Reading performance and competence ill Ll: those with higher level of proficiency in 

the foreign language are more able to transfer reading skill from their own language to 

the foreign language; thus, enhance their foreign language reading proficiency. 

C. Meta cognitive knowledge: learners who are able to describe and discuss the features 

and the rules of their own language appear to be more proficient in improving their 

foreign language reading process. 

D. The foreign/second language proficiency: it is obvious that it would be difficult to 

improve reading without a certain threshold level of foreign/ second language 

proficiency. 

E. The degree of the difference between the first and the foreign/second language: it is 

generally true that the greater the difference between the native language and the 

target language system, the more difficult to acquire the target language to become an 

efficient reader. 

F. Cultural orientatioll: it is considered as the most far reaching and influential factor. 

The students' attitude towards the text and the purpose of reading, the type of reading 

skill and strategy they use in the foreign language, their beliefs about the reading 

process and their knowledge of the text in their first language can be considered under 

this factor. 

7 



2.4 Language learning strategies 

Though our aim is to deal with reading strategies, it will be very important to see some of the 

features of language ,learning strategies, as reading strategies have a common conceptual 

background with language learning strategies. Cohen (1998) states that reading strategies are 

strategies which are derived from language learning strategies. 

2.4.1 The concept of language learning strategies 

Language learning strategies have been defined in many ways. Rubin (1987) defines as any 

set of operations, steps, plans, routines used by the learner to facilitate the obtaining, storage, 

retrieval and use of infornlation. In the same manner, 0' Malley (1990) states that they are 

special thoughts or behaviours that individuals use to help them comprehend, lea lll, or retain 

new infollllation. Also, Richards (1992) says that language learning strategies are intentional 

behaviours and thoughts used by the learners during learning so as to better help them 

under~tand, learn or r~member new information. 

The definitions given by the various scholars underline that language learning strategies are 

an intentionally designed steps or operations by the learners. The purpose of these operations 

is to facilitate the storage and retrieval of new information. In other words, they assist 

students to learn and use the target language (Nunan, 1995). These operations and steps, if 

they are properly used, playa vital role in the process of language learn ing. 

2.4.2 Strategy training for foreign language learners 

Students of foreign language should be encouraged to learn and use a broader range of 

language learning strategies that can be tapped throughout the learning process. This 

approach is based on the belief that learning will be facilitated by making students aware of 

the range of strategies from which they can choose during language learning (Cohen, 1989). 

The most efficient way to raise learners' awareness is providing strategy training. That 

means, giving explicit instruction on how to apply language learning strategies. 

2.4.2.1 Goals of strategy training 

According to Cohen (1998), sh'ategy training aims to provide learners with the tools to do the 

following: 

• Self-diagnose their strength and weaknesses in language leaning. 
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o Become aware of what helps them to learn the target language more efficiently. 

o Develop a broader range of problem solving skills. 

o Make decisions about how to approach a language task. 

o Monitor and self eva luate their perfomlance. 

o Transfer successful strategies to new context. 

2.4.2.2 Steps to be followed in strategy training 

Although there is no empirical evidence that has yet been provided to determine a si ngle best 

method for conducting strategy training, certain instructiona l fra meworks have been 

identified. The most common is the one which is proposed by Peason and Dole (1987), which 

speci fi es the following steps for strategy training: 

I. Initial modelling of strategy by the teacher, with the direct explanation of the 

strategy' s use and importance. 

2. Make a guided practice with the strategy. 

3. Consolidation, where the teacher helps the learners to identify the strategy and 

dec ide when it might to be used. 

4. Make an independent practice with the strategy . 

. 5. Apply the strategy to the new tasks. 

In add ition, 0' Malley and Chamot (J 994) present four stage of strategy training so as to 

solve problem. These are : 

I . Planning: students plan ways to approach a leaming task 

2. Monitoring: students self monitor their performance by paying attention to their 

strategy use and comprehens ion skill. 

3. Problem Solving: students find solutions to the problem they encountered. 

4. Eva luation: students leam to evaluate the effectiveness of the given strategy after 

it has been applied to a learning task. 

We can say that almost the 'two procedures for strategy training 'have identical concept. The 

diffe rence is that the second one is a bit general, where as the Fonner one is qu ite specific, 

hence, it wou ld be eas ier for teachers to apply it in a classroom lesson. 

9 



} 
I 
I 

I 
) 

( 

I 

2.4 .3 Strategies based instruction (SBI) in language classes 

Many foreign language textbooks ha ve begun to embed strategies 111 to their curricula. 

However, unless the strategies are explained, mode lled, or rein forced by the classroom 

teacher, students may not be aware of them (Rubin, 1996). Thus, stTategy based instruction is 

a leam ers-centered approach to teaching that extends classroom strategy h'a ining to include 

both impli cit and explicit integration of strategies in to the language content. Through this, 

students experience the advantages of systematica lly applying the strategies to the lea rni ng 

and usi ng of the language. In addition, they have opportunities to share their preferred 

strategies with other students and to increase their strategy use in the typical language task 

they are asked to perform (Rubin, 1996). Thus, Cohen (1998) suggests the teachers' , . 

responsibility in typica l strategy based instruction class. These are: 

• Describe, model and give examples of potentially useful strategies. 

• Elicit additional examples from the students, based on the students' own experience. 

• Lead small-group and whole class discussions about strategies. 

• Encourage students to experiment with a broader range of strategies . 

• Integrate strategies to every class materials, explicitly and implicitly embedding them 

in to the language task to provide for contextualized strategy practice. 

2.5 Reading strategies 

2.5.1 The concept of r eading strategies 

As it ha s been noted earlier, reading strategies are derived from a wider concept of language 

leaming strategies. Carell (1998) states that reading strategies are skills or techn iques that 

readers use to manage their interaction with the written text. This shows that a successful 

reading comprehension depends not only on the readers' ab il ity to access appropriate fom1a l 

schemata but a lso on their abi lity to monitor what they understand to take appropriate 

strategic action. According to Wallace (1993), reading strategies are ways of reading which 

are employed flexibly and selecti vely, and vary depending on the type of the text, the context 

and the purpose of reading. This indicates that successful readers are expected to make 

se lecti on among strategies by taking in to account the nature of the text, the purpose and the 

context of reading. 

10 
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On the other hand, reading strategies indicate how readers conceive a task, what textual c lues 

they attend to, how they make sense of what they read and what they do when they don ' t 
. ' . 

understand the content of the text (Block, \986). They range from simple fix-up strategies, 

such as simply re-reading difficult segments and guessing the meaning of unknown words 

from a context, to more comprehensive strategies such as summarizing and relating what is 

being read to the reader's background knowledge (Janzen, 1996). Therefore , reading 

strategies are not only ways which readers manage their interactions with a written text but 

also they are tools for effective comprehension. 

As a whole, Baker (1984) indicates that reading strategies involve processing infonnation in 

mind . Due to this, it is difficult to distinguish them from cognitive processes such as thinking, 

reasoning, studying, etc. We can't make a demarcation here either. Thus, read ing strategies 

include any of the wider ran~e tactics that readers use to comprehend a text. 

2.5.2 Factors that determine reading strategies 

Read ing strategies are ways of reading which involve various tactics selectively in a flex ible 

manner. Thus, the number and the kinds of reading strategies used by the learners can be 

determined by various factors, like the nature of the language learning, the learners' 

profic iency, the nature of the task and the purpose of reading. Moreover, according to 

Wonden and Rubin (1987), reading strategies can be determined by the implicit belief about 

language and language learning, and the type of the interaction that the readers are supposed 

to carry out. 

Some language learning processes may involve tasks and activities that can boost the use of 

various techniques wHere as others involve contexts that can help 'to teach about the language. 

The former process creates an opportunity for the learners to integrate various strategies in 

their learning. The reading program that provides regular opportunity for the learners to 

attend how to be aware of their own reading process can encourage readers to use different 

strategies. In addition, Song (1998) points out that if the learning process doesn' t match with 

the lea rners' innate conceptual abilities as well as with their mental processing strategies, 

there may be low degree of using strategies in reading. 

The other thing that determines the type of strategy to be used is the nature of the tasks that 

readers do before, while and after the reading. Davis (1995) states different kinds of reading 
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tasks. Some tasks are simple and others are complex. Some tasks may require a combination 

of one or more strategies whereas others require a single stra tegy. Simi larly, there are some 

tasks which actively involve leamers. At the same time, there are also reading tasks which 

make leamers passive. Passive tasks are those which typica lly involve individual silent 

reading and require low level of understanding. On the other hand, acti ve reading tasks are 

those ,which promote ' pair or group work. Thus, these tasks encourage the leamers to use 

more stTategies than the passive ones. 

In general , leamers may use different strategies to carry out their read ing tasks. But, teachers 

should know that not all the techniques that leamers (as readers) use may help them 

accomplish the reading task successfull y. This is because of various factors which detennine 

the success of reading strategies used by the leamers. Nevertheless, the integration of various 

strategies which are appropriate to the purpose of read ing can probably promote 

comprehension. 

2.5.3 The significance and the need of teaching reading strategies 

As fa l; as reading cOl1,lprehension is coricemed, reading strategies are important tools which 

readers are required to develop. Similarly, a substantial nu'mber of studies have confirmed 

that reading strategies are useful aspects of reading. Effective and efficient readers are 

identifi ed for hav ing a wide repeltoire of reading strategies and utilizing them appropriately 

on the task demand. 

Nuttal (1982) states that even if the reader has explicit discourse markers to guide him/her, 

he/ she will have to make use of other skills - reading strategies if he/she is going to make 

sense of the tex t successfully. Also, Goodman (1998) shows that the effective and effic ient 

accomplishment of reconstruction of meaning out of a text through the interaction of the 

reader and text is successful only if the reader is able to use effective reading strategies. Thus, 

leamers can be independent readers if they are aware of and be able to use adequate reading 
,I . 

strategies effectively. 

Concerning the need fo r teaching reading stTategies, Gessesse (1999) says that the primary 

aim of teaching reading should be developing reading skills and strategies. But, Au ( 1993) 

states that the training of reading strategies should take place in the rea l context of read ing, 

This helps learners to transfer the skills and strategies to the other situation as a result of their 
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awareness about the strategy. But, teachers should note that the kind of strategy to be taught 

most of the time is assoc iated with the type of knowledge that the readers need to use while 

reading. 

2.5.4 Reading strategies and readers 

Reading resea rches ha ve sought to identify a wide variety of strategies used by both native 

and non-native langua ge readers. Very specifi cally, Block (1992) and Garner (1 987) sta te that 

researches on the reading strategies of native English speakers have concentrated on 

describing those strategies which are involved in creating meaning from a text. 
" . 

A vast amount of research in reading strategies has fo und that good readers are better at 

monitoring their comprehension than poor readers. Brown (1992) stresses that good readers 

are more aware of the strategies they use than poor readers. Also, they use strategies more 

fl exibly and effi ciently. 

Readers are not required to look at everything in a given piece of writing. To intensify thi s, 

Wi lliams (1984) says that the reader is not simply a passive obj ect, fed with letters, words 

and sentences, but actively working on the text, and able to arrive at understanding without 

looking at every letter and word. In addition, researches on reading revea led that efficient 

readers, generally, read words in group, not word by word. 

Baker (1984) points out good readers distinguish among important information and details as 

they read and are able to use clues in the text to anticipate information and relate new 

in fo llllation to the already stated one. Moreover, they are also able to notice inconsistencies 

in to a text and employ strategies to make these inconsistencies understandable. 

2.5.5 Classification of reading strategies 

Various scholars classify language learning strategies in different ways. However, there is no 

basic conceptual conflict among them. According to the literature on language learning 

strategies, the classi fi ca tions suggested by Rubin (1987), 0' Malley and Chamot (1990), 

Oxford (1990 & 2002), Coh~n (1996) and Richards (2002) are relatively the recent ones. 

These scholars classified the strategies in various ways. But, their differences can observed 

on ly on the way they express the concept. For example, Rubin (1987) and O' Malley and 
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Chamot (1990) grouped the, strategies il) three: learning strategies, communication strategies 
, , 

and social strategies. On the other hand, the di fference that we see in Cohen's (1996) 

classification is that he named the communication and social strategies as use strategies. 

[n the literature, reading strategies are grouped in to three categories. These are mata 

cognitive, cognitive and social or affective strategies (0' Malley and Chamot (1990) , Oxford 

(1990 & 2002). 

2.5.5.1 Meta Cogllitive reat/illg strategy 

This strategy involves the general management of the course and the outcomes of the 

cognitive process, like planning for the process, controlling or monitoring the process and 

checking or evaluating the achievement of the specific task goal. 

To be spec ific, it constitutes three sub- strategies in which there are more activities to be 

performed by the reader. 

.. Planning: which involves identifying the nature of the task, clarifying the purpose, 

setting goals and organizing. 

~ Monitoring: which requ ires controlling the degree of understanding, tolerating 

ambiguity and disruption, monitoring the effectiveness ofthe strategy being used and 

changing (modifying) ineffective strategy, adjusting the reading speed and making 

selecti ve attention? 

~ Eva luation: which requires checking whether the goals are being achieved or not, 

. testing comprehension and testing concentration or attention. 

2.5.5.2 Cogllitive reat/illg strategies 

Cognitive reading strategies are cognitive activities or processes that the reader executes in 

his attempt to construct the meaning out of a text. These include both the bottom up 

processing, when the reader focuses on the analysi s of linguistic features, and the top down 

processing, when the reader focuses on sampling and predicting, testing the prediction, 

getting the gist, making inference, etc. using available resources to guess or complete the 

missing information . 

[n general, the specific sub strategies included cognitive strategies are li sted as follows: 
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'*- Overviewing: reading headings, sub headings and summaries. 

.. Predicting: anticipating what the passage is about. 

'*- Scanning: reading quickly to get the specific points. 

*- Skimming: reading quickly to get the general idea of the passage. 

,,- . Confirmlrej ecr: checking whether the anticipation is right or wrong. 

.. Activating prior knowledge: relating the content to one's prior knowledge and 

identifying the main ideas and the deta il s. 

*- Recognizing text organization: understanding the coherence and the cohesion between 

paragraphs and parts and understand reference . 

... Visua li zation: fonning mental picture of ideas in the parts of the passage. 

*- Problem solving: rereading, keep on reading to clear ambiguity, guessing meaning of 

words from the context, using affixes to guess the meaning of the new words, 

skipping the unknown word (but less important word), using di ctionary and 

verbali zing the word or the phrase. 

*- Taking notes: writing notes on the edge of the paper using persona l abbreviations. 

,,-, Summarizing: Iwriting summary of the text. 

*- Underliningfhighlightening: underlining the parts needed to be remembered. 

*- Using cognates: using cognates in Ll and L2 to faci litate understanding and translate 

words/ phrases/sentences in to Ll. 

'*- Reacting to the text: questioning the truthfulness and the relevance of the idea. 

.. Making inferences: in felTing the less ex plicitly stated idea of the writer using the 

context and the prior knowledge. 

"- Referencing: making anaphoric and cataphoric references and using tables, pictures 

and charts. 

2.5.5.3 Social (Affective) readillg strategies 

The n)ain features of, these ' strategies ate co-operation or working with peers, and creating 

motivational and mental readiness for a task. Affective reading strategies are techniques for 

managing emotions, feelings and motivations. It involves relax ing oneself and maki ng 

positive statement about the task and one's ability (Chamot, 1990). These strategies are 

applicab le to all learning activi ties, but less directly than the cognitive and meta cognitive 

ones. 

The sub strategies of the social/ affective strategies are: 
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*- Working with peers: seek opportunities to work with peers and asking for 

clarification. 

*- Creating convenience: choosing a convenient place and s ituation for reading and the 

right setting or position . 

~ Motivating oneself: making pos itive statement about yourself and the reading task. 

"*- Co llect attention: relaxing oneself to reduce anxiety by muscle relaxation and deep 

breathing, listening to music, etc. 

2.5.6 Integrating Reading strategies 

Hosenfe ld (1992) points out that instruction in reading strategies is not an add-on, but rather 

an integral part of the use of read ing acti vities in the classroom. Teachers can help their 

learners to become effective readers by teaching them how to use strategies before, during 

and after read ing. The follo wing procedures, in the table below, can be used to integrate 

reading strategies within the reading lesson. 

No. Session Read ing strategies to be integrated 

I Before reading • Set a purpose or decide in advance what to read 

(plan for the reading for. 

task) I • Dec ide if more linguistic or background 

knowledge is needed. 

• Determine whether to enter the text from top down 

(attend to the overall meaning) or from the bottom 

up (focus on the word and the phrases). 

2 During reading • Verify predictions and check inaccurate guesses. 

(monitor • Decide what is and is not important to understa nd. 

comprehension) • Reread to check comprehension 

• Ask for help 

3 After reading • Evaluate comprehension 111 a pm1icular task or 

(Evaluate area. 

comprehension and • Evaluate overall progress 111 reading and 111 

strategy use) particular type of reading tasks. 

• Decide if the strategies used were appropriate for 
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the purpose and for the task. 

0 Modify strategies if necessary. 

(S lightly adapted from: Hosenfeld, 1992) 

2.6 Reading comprehension and levels of comprehension 

As stated by Kruidenier and Lenz (2005) in Rufael (2007), reading comprehension can be 

defi ned as the level of understanding of a text that is being read. This means that it is the 

process of constructing meaning whi ch approximately matches with the writer's idea. 

Therefore, read ing compre\lension is much more than decoding. Reading comprehension 
• I 

results whe n the reader knows which skills and strategies are appropriate for the type of text, 

and understand how to app ly them to accomplish the reading purpose. In genera l, it requires 

using all the necessary tools, such as reading strategies, to extract meaning from a text. 

Depending on the complexity of the process and the activities to be carried out, 

comprehension can be classified in to different levels. According to Heaton (1988), it ranges 

from the simple cognitive level at which readers identify the meaning of words and 

understand the literal meaning of the text to the complex leve l at which inferences, 

references, implications and evaluation of the writer ' s idea are made. 

The classification of the read ing comprehension levels is slightly adapted from Bloom's 

taxonomy of educational objectives which group the edllcati~nal objectives in to three 

categories: cogniti ve, affective and psychomotor (Rufael, 2007). Likewise, scholars have 

identified three levels of reading comprehension. These are literal, interpretive and appli ed 

(Mohammed, 1999; Champeau De Lopez, 1997). 

A. Literal level: it is the leve l at which readers identi fy the meaning of words and 

phrases. It is in this level where the explicit meaning of the text is understood. Thus, it 

is sa id to be lower level understanding. 

As a whole, in this level the following specific comprehensions are made: 

~ Recogni zing and understanding words and sentences. 
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~ Working out the meaning of unknown words contextually and usmg pnor 

knowledge. 

~ Understanding stated information and facts. 

~ Understanding temporal and special relations of ideas. 

B. Interpretive level: This level involves understanding what is implied rather than 

stated. It requires using various strategies such as inferences and using prior 

knowledge (Moham(l1ed, 1999) . . 

The specific comprehension types which are included under this level are: 

~ Making inferences of implicit ideas. 

~ Anticipating what comes next. 

~ Relating the new information to the old one. 

~ Understanding figurative language. 

~ Identifying the main ideas from the details. 

C. Applied level: It is the highest and the most complex level at which hi gher cogniti ve 

skills such as ana lysing, synthesising and applying or extending the infornlation 

beyond the text situation is involved. This level is characterized by the following 

. kinds of specific comprehension forms. 

~ Analysing. 

~ Comparing and contrasting the ideas to personal experiences. 

~ Evaluating the values and the truthfulness of the writer's ideas. 

~ Recognizing the attitude and emotions of the writer. 

2.7 The role of teacher and students in reading classroom 

2.7.1 Role of the teacher 

Reading is a process whereby one looks at and understands what has been written (Williams 

1984). This shows that foreign language learners don 't need to understand everything in a 

written text. Thus, a ,part of the teacher's job is, therefore, to . develop within the learner 

stra tegies that will help them in the stTUggle, as the ultiluate aim of read ing is to make 

learners able to read a text with comprehension, learn the language content from reading and 

read with some degree o f critical awareness. 
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NUltal (1996) tri es to sort out the teacher's job in the reading class. She says that it is the 

teachers' job providing, first, su itable texts and second, activities that will focus on the 

students' attention on the text. The leamers should develop their own sk ills, but teachers must 

make them aware of what the y have to do. 

Teachers are expected 10 help leamers to develop their read ing skill s consciously. Without 

thi s, it will be impossible to familiari ze the students with every text they wi ll ever want to 

read. Furthermore, teachers are expected to train them with techniques for approaching texts 

of various kinds which are to be read for various purposes. Unless teachers do thi s, they are 

not doing their job of teaching students how to read a text (Nuttal , 1982). 

Generally, effective language teachers show students how they can adjust their reading 

behaviour to deal with the variety of situations, types of inputs and reading purpose. They 

help students to develop a set of reading strategies and match with the appropriate reading 

strategies to each reading situation. 

2.7.2 The role of students 

As we noted the role of the foreign language teacher in reading classroom, the leal11ers' role 

should also be pointed out; because they are expected to involve directly in the reading 

lesson. 

Nutta l (1996) notes that reading is leamt rather than taught, and pnly the leamers can do the , . 

learning. So, their first responsibility is to be active and take charge of what they do. We have 

seen that good readers carryon a dialogue with the text. Thus, foreign language learners have 

to know how to do this. An effective way to promote the skill is to talk about texts in c lass. 

Teachers can plan acti viti es for thi s purpose, and model the text ta lk, but it is the learner who 

has to make the most of the opportunities by taking risk of making mistakes. 

The other role of the lea rners is monitoring comprehension. Smith (1985) says, like teachers, 

though to a lesser degree, students need to understand how texts work and what we do when 

we read. Learners need to develop the ability to think about what is going on in the lea rners ' 

mind which is often ternled as meta cogn ition. 
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CHAPTER THREE 

, 

3. Research Methodology 

3.1 Research Setting 

Th is research was carried out on one particular secondary school: Goro Comprehensive 

Secondary School wh ich was in the SNNPRS in Gurge Zone. It is se lected because the 

researcher has closer knowledge of the school. Moreover, the researcher believes that the 

specified problem is being experienced by the learners in the specified school. 

3.2 Subjects 

The school has 10 sections of grade 10 students. Each sect ion conta ins 60 students. That 

means the total population is 600. Among the sections, the researcher random ly selected two 

sections. Thus, the subj ects of the study are 120 grade 10 students who are grouped in two 

sections. Each section conta ins 60 students. As the study is experimenta l, a ll students in the 

two sections were involved in the process of study: one section is the exper imenta l and the 

other is the control group. 

In add ition, 8 EFL teachers who are currently teaching Engli sh to the target popu lation were 

participants of the study. 

3.3 Instruments 

3.3.1 Questionnaire 

For the successful completion of the study, two types of questionnaires were produced and 

administered to the target population- EFL teachers and learners. The learners' questionnaire 

mainly focused on assessing the reading strategies they are using currently. More specifica ll y, 

they are required to indicate the frequency in which they experience various read ing 

strategies in and out of their classes. The quest ionnaire contained a list of read ing strategies 

which readers often explo it to comprehend a text. 

On the other hand, the teachers' questi onnaire was designed to assess the ir reaction to read ing 

strategy training in the EFL classes. In addition, it eva luates the teachers ' awareness in 

training reading strategies through deve loping various exercises or modifYing the already 
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developed activities. It a lso required the teachers to express their specific experience in the 

actual classroom practice of developing reading strategies. 

3.3.2 Observation Checklist 

The observation checklist was designed in such a way that it contains a li st of classroom 

behaviours that the reading teacher experiences. There is also a rating scale which the 

observer uses to measu re the value of the behaviour disp layed during the observation. The 

check list was designed by the researcher from the concept in the literature review which 

focuses on the classroom steps and the activities to be carried out in training the reading 

strategies. The researcher observed four EFL teachers. Each of them was observed for two 

consecutive periods conducting reading lessons. The duration of one period is 40 minutes. 

What was being observed was fill ed in the checklist. 

3.3.3 Pre- and post- test 

As the research is experimental, two tests: pre and post reading tests were designed and 

admin istered in different occasions. 

The first test, the pre-test, served as a tool to know the current level of the students' (the 

target group) reading skill. It was administered to the target population before the actual 

treatment (reading strategy training) was given. The aim was to check the current standard of 

the target group in using reading strategies. The test contains the reading text with four 

paragraphs and questions which allow readers to use various reading strategies. This means 

they require the learners to skim, scan, refer, guess meaning and summari se. 

The second one, the post test, is a parallel test which was given after conducting training on 

the reading strategies. Its objective is to check the progress of the learners in the target group 

in comparison with the first test, on one hand, and with the control group score, on the other 

hand. The question format is the same as that of the pre-test. This means that the learners are 

expected to use the same strategies to tackle the questions. 

In general , the two reading comprehension tests are the same in various aspects like in 

number of questions, in question types, in text length and in the time a llotment. Also, the 

learners are expected to use nearly the same background knowledge to understand the texts. 

This was done intentionally to see the progress of the classroom treatment. 
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3.4 Data Collection Procedure 

3.4.1 Data from the questionnaire 

The questionnaires were administered to the two groups (EFL teachers and learners). First, it 

was distributed to the EFL teachers and data was collected accordingly. Then after, the 

learners' questionnaire was admin istered to the students in the target group. 

3.4.2 Data from the classroom observation 

After the questionnaires were filled and completed, the classroom observation was carried 

out. The researcher observed the EFL teachers ' reading lesson presentations. During the 

observation, the various behaviours displayed by the reading teacher were filled in to the 

checkli st according to the instruction given on it. 

3.4.3 Data from the pre and post test 

First, the reading comprehension pre-test was administered to the target group. Then, the 

researcher collected the scores and kept them. Following the pre test, the reading strategy 

training was conducted to the learners in the experimental group right after the learners' 

questionnaire was filled and completed. The training was given for two hours in a week for 

two months. At the end of the two months, the post reading test was given and scores were 

recorded for further comparison with the pre-test which was given earlier. 

3.5 The Training Process 

The reading strategy training was delivered to the students in the experimental group. It was 

given for eight consecutive weeks for two hours in each week. The training was carried out 

by the researcher. During the training, varieties of reading strategies such as meta cognitive, 

cogn itive and social or affective strategies were trained through different kinds of exerc ises. 

Furthermore, Texts having different difficulties were co llected from different sources and 

activities which display various reading strategies were designed and delivered to the 

learners. The learners were given ample opportunities to work on the exercises and to 

practices different reading strategies in each session. Using the exercises given in each 

session, the learners were checked if they can use the strategy which they were taught in the 

previous session. Having the feedback from the exercises, possible modifications were made 

for the coming session. In addition, the exercises and reading texts from the learners' text 

books were also consumed during the training. Meanwhile, all the exercises which were 

delivered for them on the training were collected at the end of each session to control the 

process of the training. 
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3.6 Data Analysis Procedure 

The data collected from different sources is analysed in such a way that it revea ls certa in 

implications. Firstly, the data related to the conceptual awareness of the groups on the reading 

strategy is analysed. That means priority was given to analysis the data from the 

questionnaire and the checklist. The data from the lea rners' questionna ire was given the 

ini tial position in the analysis because it reveals the theoretical background of reading 

strategies practiced and used by the learners. Then, analysis of the comparison between the 

pre-test and the post test records was made, specifically in re lation to using reading strategies 

in the class. Fina lly, the data from the teachers' questionnaire and the classroom observation 

was analysed. 

3.7 The Pilot Study 

Seliger and Shohamy (1990) state that any research instrument needs to be tried out before it 

can actua lly be adm inistered to the research subjects. This is done basically to keep the 

validity of the instruments. Hence, the learners' questionnai re was tried out on a small sample 

of grade 10 students. The pilot study was aimed at assess ing the qualities of the instrument 

before it was admini stered to the actual subjects. 

During the pilot study, respondents were asked to verbalize how they understood and 

interpret each question. In addition, they were encouraged to express any unceltainty and/or 

confusion they experienced while reading the questions and the texts. In other words, the 

validity of the instruments were checked in such a way that the instruments could measure 

what they are supposed to measure. The feedback obtained from the study helped the 

researcher to modify some parts of the instruments. 

The reliability of the instruments was also calculated using formulas which are proposed by 

scholars like Kuder Richardson in Brown (1996). The reliability value of the pre and post 

reading comprehension test became 0.83 and 0.91 respectively. According to Brown (1996), 

the reliability of a test is sa id to be high if it ranges from 0.80 to 1.0, apprec iab le if it is fro m 

0.6 to 0.79, moderate if it ranges from 0.4 to 0.59, low if the value ranges from 0.20 to 0.3 9 

and negligible if it ranges from 0.00 to 0.19. Hence, we can say that the two tests are highly 

reliable. 
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CHAPTER FOUR 

4. Data Presentation, Analysis and Interpretation 

Thi s study focused on assessing the reading strategies of secondaty school students, 

particularly their classroom practice. In doing so, the researcher des igned various tool s and 

gathered data from different sources that have direct relation with the research topic. The data 

is gathered from EFL learners and teachers using various tools: questionnaires, reading 

comprehension test (pre and post test) and observation checklist. It is tabulated and analysed 

as follows. 

4.1 Data from the EFL learners 

The data from the student is gathered usmg two tools: questiolmaire and reading 

comprehension test: pre and post reading test. 

4.1.1 Data from the questionnaire 

The questionnaire presented to the learners contains 30 questions of reading sh-ategies which 

particularly assess the learners experience in using them during reading session_ Furthermore, 

these questions are grouped in to three categories: Meta cognitive, Cognitive and Affective/ 

soc ial reading slmtegies_ Thus, the responses are tabulated accordingly. 

, I 

4.1.1.1 Meta cognitive reading strategy 

Table I: Planlling and evaluating strategies 

Time expressions 

Always Frequentl y Sometimes Rarely Never Tolal 

N Questions No % No % No % No % No_ % No. % 

0 

I How often do yOLl 12 10 II 9. 1 37 30. 8 48 40 12 10 120 100 

have a purpose in 

yOllr mind when 

you read? 

2 How often do you II 9.1 19 15 .8 48 40 36 30 6 5 120 100 

think about 

whether the 
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content of the text 

fits your read ing 

Rurpose? 

3 How often do you 3 2.5 I I 9.1 10 8.3 48 40 48 40 120 100 

criticall y analyze 

and evaluate th e 

information 

presented In the 

text? 

4 How often do you 7 5.8 12 10 57 47.5 21 17.5 23 19. 1 120 100 

check your 

understanding 

whenever you 

come across 

confli cting ideas? 

5 H ow often do you 13 10.8 18 '15 35 29.1 30 25 24 20 120 100 

check i f your 

guesses are right 

or wrong? 

The above table (table I) contains a li st of meta cognitive reading strategies which focus on 

pl anning and evaluating one's reading. As they are important in comprehension, EFL leamers 

are required to practice them in reading lessons. The status of their practice is di scussed as 

follows. 

The first item aims at checking whether the leamers have a purpose in mind when they read. 

Among 120 respondents, only 12 (10%) and II (9.1 %) students read always and frequently, 

respectively, having a purpose in mind. But, 37 (30.8%) of the respondents said that they 

sometimes have purpose in their mind when they read . On the other hand, almost 60 (50%) 

students indicated that they don ' t have a purpose in mind when they read . This shows that 

half of the respondents don' t have a purpose in mind when they read. Concerning the second 

item, 48 (40%) students check only sometimes if the content of the reading text fits their 

purpose . Simi larly, II (9.1 %) and 19 (15.8%) students stated that they do this always and 

frequently respectively. But, 36 (30%) of the leamers disclosed that they rarely check if the 

content of the text fits with their purpose. The rest, 6 (5%) students never do this du ring their 

read ing. Thi s implies most of the students don' t use thi s strategy exhaustively. To the 

question, How often you critically analyse and evaluate the informati on presented in the 
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text?, 3 (2.5%), 11 (9.1%), 10 (8.3%), 48 (40%) and 48 (40%) students stated that they do it 

'a lways', 'frequently ' , 'sometimes', ' rarely' and ' never' respecti ve ly. From this, we can 

understand that about 90% of the students don 't ha ve any experience on critica l analysis and 

eva luat ion of reading texts. Regarding their experience of checking their understanding 

whenever they come across with conflicting ideas, only 7 (5.8%) and 12 (10%) learners 

responded that they do it always and frequently respectively . . Again, 57 (47 .5) students 

sometimes practice the strategy. However, 44 (36.6%) students almost are not using the 

strategy. From this, we can say that though many of the students have a trend of using the 

strategy, considerab le number of students still rarely or never use it. In item 5, the learners 

were asked how often they check their guesses whether they are right or wrong. Among the 

respondents, 13 (10 .8%) and 18 (15%) students said that they check their guesses always and 

frequently respectively. In addition, 35 (29 .1 %) do this only sometimes. However, 30 (25%) 

students rarely and 24 (20%) students never practice this strategy. This reveals more than 

average (54%) students don ' t or rarely check if their guesses are ri ght or wrong. 

Table 2: Strategies of monitoring and tackling challenges of comprehensiol/ 

I 
. Time expressions 

Always Frequentl Sometim Rarely Never Total 

No Questions y os 

N % N % N % No % No. % No. % 

0 0 0 

I How often you read a 6 5 II 9. 1 7 5.8 17 14.1 79 65.8 120 100 

text aloud when it is 

diffi cul t ror you to 

understand? 

2 How often do you 47 39.1 31 25 .8 35 29. 1 7 5.8 - - 120 100 

read slowly, but 

carefully to 

understand what YOli 

are read ing? 

3 ' How often do you try 43 35.8 47 39.1 18 15 12 10 - - 120 100 

to get 011 to your 

track when you lose 

concentrat ion? 

4 How often do you 18 15 12 10 42 35 41 34. 1 7 5.8 120 100 

adjust your reading 

speed accord ing to 
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what you are 

reading? 

5 How often do you 20 16.6 12 10 18 15 40 33.3 30 25 120 100 

pay attention to the 

text you read when it 

becomes difficult for 

you? 

6 How often do you 9 7.5 39 32.5 30 25 42 35 - - 120 100 

stop from time to 

time to think about 

what you ! are 

reading? 

In the above table, among the respondents in item I, 6 (5%) and I I (9. 1 %) students said that 

they read aloud always and frequently, respectively, to help their understanding whenever a 

text is diffi cult. In the same way, 7 (5.8%) students do this sometimes. However, 79 (65.8%) 

students stated that they read a text aloud when it is difficult to understand . This confirms that 

most of the students don't have a practice on thi s strategy. In item 2, 47 (39.1 %) respondents 

showed that they read slowly, but carefull y to understand a text. In the same manner, 31 

(25.8%) students do thi s frequently and 35 (29%) students sometimes read slowly, but 

carefully. On the contrary, 7 (5.8%) learners indicated that they rarely do it in their reading. 

Thus, we can say that thi s is one of the common strategies which our learners ex ploit well . 
,I . 

Rega rdi ng the learners ' experience of trying to get back on the track when they lose 

concentration, 43 (3 5.8%), 47 (39.1 %) and 18 (1 5%) students responded that they do thi s 

'al ways', ' frequently' and 'sometimes' respecti vely. Others, 12 (10%) respondents rare ly get 

on thei r track when they lose concentration. This shows that most of the students are using 

the strategy effectively. In item 4, among the respondents, 41 (34.1) of them rarely and 7 

(8%) of them never adjust their reading speed. This implies that considerable number of EFL 

lealllers have a problem in adjusting their reading speed. Others, 42 (35%) students adj ust 

the ir reading speed only sometimes. But, only 18 (15%) and 12 (10%) respondents are ab le to 

adjust their speed of reading with what they are reading always and frequently respective ly. 

Concerning giving attention to a text when it becomes difficult to understand, 20 (16.6%), 12 

(10%) and 18 (15%) respondents indicated that they do this ' always', ' frequently' and 
, I 

' sometimes' respectively. However, most of them, 70 (58.3%), said that they give little or no 
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attention. This shows that most EFL leamers are not moti vated to read texts which are 

diffiClilt. 

When we come to the leamers' response about stopping from time to time to think about 

what they are reading, 9 (7.5%) and 39 (32.3%) of them revea led that they experience it 

always and frequently respectively. Again, 30 (25%) of them do thi s only sometimes. This 

shows that though most of the leamers are using the strategy, considerable numbers of 

students are not exploiting it. 

4.1.1.2 Cognitive reading strategies 

Table 3: Strategies of extracting and working all ideas from a text 

Time expressions 

I Always Frequentl y Somctim Rarel y Never Total 

N Questions es 

0 N % No % N % N % N % No. % 

0 0 0 o. 

I How often do you take 24 20 19 15 .8 41 34. 1 - - 36 30 120 100 

notes whi le reading to 

help you understand 

what you read? 

2 How often do you renect 6 5 I I 9. 5 7 5.8 17 14.1 79 65.8 120 100 

on the impOl1ant 

information in the text by 

making a summary? 

3 How often do you 45 37.5 49 40.8 19 15.8 7 5.8 - - 120 100 

underline 01' jci rcle 

informati on in the lext to 

help you remember it? 

4 How often do you resta te 2 1.6 18 15 23 191 55 45 .8 22 18.3 120 100 

ideas from the text YOll 

read in your own words? 

5 How often do go fort h 48 40 25 20.8 22 18.3 22 19.1 2 1.6 120 100 

and back in the text to 

find relat ionships among 

ideas? 
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Table 4: Strategies a/using natillg/eatllres and supplemen!wy aids 

Time expressions 

Always Frequenti Sometim Rarely Never Total 

N Questions y es 

0 N % N % N % N % N % No. % 

0 0 0 0 o. 

I How often do you skim 4 3.3 24 20 55 45 .8 30 25 7 5.8 120 100 

the text by noting the 

c;haracteristics like length 

and organization? 

2 How often do you use 24 20 59 49.1 29 24.1 8 6.6 - - 120 100 

reference materials such 

as dictionaries to help 

YO LI to understand what 

YOll read? 

3 How often do you use 18 15 13 10.8 12 10 35 29.1 42 35 120 100 

tables, figures and 

pictures in the text to 

increase your 

understanding? 

4 How often do you use 9 7.5 54 45 33 27.5 21 17.5 3 2.5 120 100 

contextual clues to help 
, I 

YOll better understand 

what you are reading? 

5 How often do you use 3 2.5 40 33.3 29 24.1 42 35 6 5 120 100 

typological aids such as 

bold face and ita lics to 

identify key points? 

[n the table, item I assesses the learners' experience of using skimming sh·ategy. Among the 

respondents, 4 (3.3%), 24 (20%), 55 (45.8%), 30 (25%) and 7 (5.8%) of them said they skim 

a text using various characteristics always, frequently, sometimes, rarely and never 

respectively. This implies that most of the students consider the characteristics like length and 

organization of a text during skimming though many of them practice only 'sometimes'. 
I . 

Concerning the practice of using reference materials such as dictionaries, 24 (20%) 

respondents use them always . Furthermore, 59 (49.1 %) students frequently use reference 

materia ls and only 29 (24. 1 %) students do so sometimes. Nevertheless, only 8 (6.6%) 
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students rarely do thi s. This data shows that the practice of using reference materials such as 

dictionaries is very common. Regarding item 3,18 (15%), 13 (10 .8%), 12 (10%), 35 (29. 1%) 

and 42 (35%) students use tables and figures in the text to increase their understanding 

always, frequently, sometimes, rarely and never respectively. This shows that most of the 

students don ' t use tables and fi gures to support their understanding. In item 4, 54 (45%) 

respondents confirmed that they use contextual clues frequently to help them understand a 

text better. In the same way, 33 (27.5%) students sa id that they use them only sometimes and 

9 (7.5%) respondents indicated they always practice the strategy. However, 2 1 ( 17. 5%) and 3 

(2.5%) respondents use the strategy rarely and never at all respectively. This confirms that 

though most learners are exploiting the strategy, still a considerable numbers of students are 

not doing so. For the question, How often do you use typological aids to identify key points?, 

42 (35%) and 40 (33.3%) students said 'always ' and 'frequently' respectively. Also, 29 

(24.1 %) respondents practice this sometimes. Others, 9 (7.5%) students do so rarely. This 

shows that referring typological aids is one of the strategies which are commonly used. 

Table 5: Guessing alld deciding 011 ideas from a text 

Time express ions 

Always Frequentl Sometim Rare ly Never Total 

N Questions y es 

0 N % N % N % N % N % No. % 

0 0 0 0 o. 

I How often do YOll think - - 5 4.1 49 40.8 29 24.1 37 30.8 120 100 

about what yOll know do 

before reading a piven .. , 

text? 

2 How often do you dec ide 2 1.6 10 8.3 42 35 59 49.1 7 5.8 120 100 

what to read closely and 

what 10 ignore? 

3 How often do you guess 4 3.3 II 9. 1 45 37.5 40 33.3 20 16.6 120 100 

what the lext IS about 

when YOll rcad? 

4 How often do you reread 42 35 53 44.1 25 20.8 - - - - 120 100 

the text when it seems 

difficult to understand? 

5 How oft en do you ask - - 8 6 30 25 54 45 28 23.3 120 100 

yourself a question 

which YOll l ike to be 
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I answered in the text? 

I I I I I I I I I I I I I 

In the above table, the first item attempts to check if the students think about what they read 

before reading a given text. Among the respondents, 5 (4.1 %) and 49 (40.8%) stated that they 

do it frequentl y and sometimes respectively. Nevertheless, 29 (24.1 %) and 37 (30.8%) 

respondents sa id they do so rarely and never respectively. This implies that most of the 

students (54.9%) are not practicing the strategy of thinking about what they read before 

reading a text. In item 2, only 12 (9.9%) students stated that they dec ide what to read and 

what to ignore when they are read ing. Similarly, 42 (35%) learners do so sometimes. But, 

most of the respondents, 59 (49.1 %), rarely use the strategy. The rest 7(5.8%) students don ' t 

use it at all. This shows that more than halfofthe students don't have skill s to decide what to 

read and what to ignore in the reading text. Regarding their experience of guessing what the 

reading text is about when -they read, only 4 (3.3%) students do it always. In addition, II 
,I : 

(9.1 %) and 45 (37.5%) respondents stated that they use the strategy frequently and sometimes 

respectively. Others, 40 (33.3%) use it rarely and 20 (16.6%) students never do so . This 

implies that the leamers are not using the strategy efficiently. In item 4, 24 (35%) students 

indicated that they reread a text when it becomes difficult and 53 (44 .1 %) respondents do so 

frequently . Again, 25 (20.8%) students said that they reread a text sometimes only. The data 

shows that the students are using the strategy exhaustively. Concern ing the last item, only 8 

(6%) students responded that they frequently ask themselves a question which they wou ld 

li ke to be answered in the text. In the same manner, 30 (25%) students practice this strategy 

only sometimes. However, 54 (45%) and 28 (23.3%) of the respondents disclosed that they 

do so rarely and never respectively. The implication of this data is that 77% of the students 

are almost poor in using the strategy. 
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4.1.1.3 Social (Affective) reading strategy 

Table 6: Social/ Affective readil/g strategies 

Time expressions 

Always Frequent! Sometim Rarely Never Total 

No Questions y es 

N % N % N % N % N % No. % 

0 0 0 0 o. 

I How often do YO Ll discuss 30 25 48 40 24 20 13 10.8 5 4.1 120 100 

what you read with your 

friends to check your 

underslandi ng? 

2 How often do you cho?se a 60 50 12 10 II 9.1 19 15.8 18 15 120 100 

, place convenient for you when 

you read? 

3 How often do you motivate 60 50 30 25 18 15 12 10 - - 120 100 

yourse lf assumi ng that YO LI 

can read and understand? 

4 How often do YOll relax 54 45 49 40.8 17 14.1 - - - - 120 100 

yourselfand reduce anxiety by 

progressive muscle relaxation, 

deep breath ing or listening to 

music? 

Table 3 presents a list of items which reflect the social! affec tive reading strategies. When we 

see item I , it checks I if the' learners di scuss what they read with their fr iends. Among the 

respondents, 35 (29%) students always and 48 (40%) students freq uently discuss what they 

read with their fr iends to check their understanding. Also, 24 (20%) students do so 

sometimes. But, 13 (10.8%) students use this strategy rarely. This shows the students 

commonly discuss in pairs and groups to check thei r understanding of the given text. The 

leamers are also asked if they choose a place convenient for them when they read. Among 

them, 60 (50%) students stated that they always choose a place for reading. Moreover, 30 

(25%) of them sa id they do so fi'equently and 19 (15.8%) students do this on ly sometimes. 

The rest, I I (9. 1 %) students use thi s strategy rarely. From this, we can say that almost a ll 

(90% and above) students choose a place convenient for reading. Regardi ng item 3, 60 (50%) 

students indicated that they always motivated assuming that they can read and understand. In 
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addition, 30 (25%) of the respondents said that they frequently motivate themselves . Again, 

18 (15'%) students responded that they do so only sometimes. Others, 12 (10%) students 

motivate themse lves rarely. The data shows most of the shldents are well experienced in 

motivating themselves duriHg reading. In item 4, 54 (45%) respondents confirmed that they 
I . 

always relax themselves and reduce anxiety through different activities. Also, 49 (40.8%) 

students frequently use this strategy during reading. But, only 17 (14.1 %) students do so 

sometimes. This implies that about 86% of the students properly exploit the strategy . 

4,1.2 Data from the pre and post reading test 

Fo llowing the questionnaire, the pre and post reading tests are the other ways of collecting 

data from the learners. Each test consists of equal number of items which are constructed 

fo ll owing the same question format (see appendix II). Moreover, the mark load is also equa l: 

25%. 120 students are grouped in two sections. The first 60 of students are experimental 

groups who took the intervention. The second group is the control group which take the two 

tests, not the intervention. T,he groups were given the two tests in different time intervals (pre 

test before training re~ding strategies and post test afier training reading sh'ategies for eight 

consecutive weeks) and scores were kept for the analysis. The score are summarised in the 

fo ll owing table. 

Table 7: The summary of pre and post reading test scores 

Group No. of Tota l 

No identification students Test type score Mean Median SD Rema 

rk 

I Control 60 Pre test 753 12.55 13 5.35 

Group Post test 757.5 12.62 12.5 3.99 

Difference 4.5 0.07 -0.5 -1.36 

2 ' Experimental 60 Pre test 755 12.58 13 4.77 

Group Post test 919 15.31 16 5.34 

Difference 164 2.73 3 0.57 

Accord ing to the table, the results from the reading test for the experimental group shows a 

mean score of 12.58 on the pre test and 15.310n the post test. When we compare the means of 

the two tests, the difference is 2.73. This implies that an improvement of 2.73 in mean is the 
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result of the eight week reading strategy intervention (training). In other words, the total sum 

of the students' score on the pre test is 755 where as in the post test the score becomes 919. 

The difference between the two scores is 164. This is also an indication of the intervention in 

the other way. 

When we come to the control group score summary, we can see only 0.07 differences 

between the pre and post test mean. Tho ugh the difference is there, it is too little. Thus we 

can s~y that it is ne~ligible. The same is true conce~ing the total score. That means, the 

difference is only 4.5 that is almost negligible, especially in comparison with the 

experimental group difference: 164. 

The other va lues such as median and standard deviation show further information about the 

distribution of the scores. The difference between the mean and the median is not very wide 

in both tests in the two groups. This indicates that the distribution of the scores makes a 

normal curve (Heaton, 1988). In addition, the values under the standard deviation indicate the 

deviation of the learners' scores from the mean (See appendix II). 

4.2 Data from the EFL teachers 

As far as the study is concerned, the data given from the EFL teachers wou ld be significant. 

Thus, .a questionnaire l which has 13 items was prepared and adminish·ated to eight teachers 

who are teaching English, precisely reading skills. The items are grouped in to three 

categories based on their relationship and convenience for the analysis. 

Table 8: The belief and awareness of EFL teachers in training reading strategy 

No. Respondents Remark 

Item Alternative answers No. % 

I To what extent do you think A. Extremely 3 37.5 

that reading strategies you important 

teach are important to B. Important 2 25 

enhance the learners' reading c. Important to some 3 37.5 

practice and c.omprehension? extent 

D. Not important - -

2 How often do you train your A. Always I 12.5 

students 111 vanous reading B. Frequently 2 25 
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strategies during a reading C. Sometimes 5 62.5 

lesson? D. Rarely - -

E. Never - -

3 Do you foll ow certain A. Yes, [do 4 50 

proced ures/ steps when you B. No, [ don' t 2 25 

train your students in reading C. [ don ' t know the 2 25 

strategies? proced ures 

D. [f any other - -

[n the above table, item I · assesses the teachers' belief in the. importance of the reading 
" . 

strategies training to enhance reading comprehension . Among the respondents, 3 (37.5%) of 

them disc losed that it is ex tremely important and 2 (25%) respondents sa id that it is important 

to do so, but not extremely. In the same way, 3 (37.5%) teac hers indicated that reading 

strategy training enhances comprehension only sometimes. This shows that though the 

teachers be lieve in the importance of the reading strategy training, the extent of their belief 

vari es depending on their awa reness. In the second item, regardi ng the ex tent of training 

reading strategies, only I (12 .5%) teacher sa id that he/she trai ns a lways. Similarly, 2 (25%) 

respondents do this frequently. Agai n,S (62 .5%) teachers do so only sometimes. Th is im plies 

that there is the experience of teaching reading strategies. However, it is not practiced 

effi ciently, because most of the respondents train reading strategies only someti mes. 

Concerning item 3, 4 (50'%) teachers showed that they follow certain steps during strategy 
,I : 

training. But, 2 (25%) teachers said that they don' t follow .the steps. Surprisingly, 2 (25%) 

teachers disclosed that they don' t know the steps at all. From thi s, we can understand that 

50% of the respondents don ' t consider the steps during reading strategy trai ning. 

j 
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Table 9: Classroom practice 011 trailling specific reading strategies 

No. , , Respondents 

Item Alternative answers No. % Remark 

I How often do you train A. Always 2 25 

students to have a purpose in B. Frequently 2 25 

mind when they read? C. Sometimes 3 37.5 

D. Rarely I 12.5 

E. Never - -

2 How often do you help your A. Always 2 25 

lea rners to preview the text to B. Frequently I 12.5 

see what it is about before C. Sometimes I 12.5 

read ing it? D. Rarely 3 37.5 

J E. Never I 12.5 

3 What do you do when you A. Reflect on 6 75 

want your students to deve lop important points 

their summarizing technique? B. Reread the text 2 25 

C. Get them relaxed - -

D. If any other - -

4 How often do you train your A. Always 4 50 

students to lise contextual B. Frequently I 12.5 
) 

r , 
clues to help them better C. Sometimes 3 37.5 

understand what they are D. Rarely - -
reading? E. Never - -

J 

5 How often do you train your A. Always - -

learners to evaluate and B. Frequently I 12.5 

ana lyze a text critically? C. Sometimes 2 25 

D. Rarely 4 50 

E. Never I 12.5 

6 How often do you encourage A. Always 5 62.5 

your students to discuss what B. Frequently 2 25 
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they read with others to check C. Sometimes I 12.5 

the ir understanding? D. Rare ly - -
E. Never - -

7 Wha t do you do during the A. Let them pay a 2 25 

read ing lesson if you th ink closer attention to 

that the text is diffi cult to the the text. 

lea rners? B. Reread the text to 4 50 
, , 

mcrease 

understanding 

c. Read the text - -
aloud 

D. If any other 2 25 

[n the table, in item I, EFL teachers were asked the frequency with which they train their 

learners to read having a purpose in mind . According to the response given, 2(25%), 2(25%) 

and 3(37.5%) teachers train the strategy always, frequently and sometimes respecti vely . Only 

1(12.5%) teacher responded that they do so rarely. This shows that the practice of h·aining 

leamers to read with ,purpose is being practiced in the acceptable level. Regarding item 2, 

2(25%) and 1( 12.5%) respondents di sclosed that they help their learners to preview the text 

before reading 'a lways' and 'frequently' respectively. Again, 1( 12.5%) teacher stated that 

he/she does thi s only sometimes. Others, 3(37.5%) respondents do so rarely and 1( 12.5%) 

respondent never at all. The data shows that about half of the teachers are not training the 

sh·ategy properly. For the question 'What do you do when you want your students to develop 

their summari sing technique?', 6 (75%) teachers responded that they do thi s throu gh 

encouraging the learners to make a reflection on the important points. The rest, 2 (25%) of 

them said that they do so by requesting the leamers to reread the text. Thi s indicates that 

asking leamers to make a refl ection on the important points of a text is the most common 

strategy that EFL teachers are using when they want their learners develop summari sing 

techniques. In item four, 4(50%) teachers indicated that they always train their learners to use 
" . 

contextual clues. Also, 1(12.5%) and 3(37.5%) respondents Showed that they do so frequently 

and sometim es respectively . This implies that EFL teachers are tra ining the strategy though 

the variation in the frequency of training is undeniable. When we come to training the 

learners to evaluate and analyse a text critically, only I ( 12.5%) and 2(25%) respondents said 

39 



, 
I 

that they help their leamers to practice the strategy always and sometimes respectively. But, 

others, 4(50%) teachers train the strategy rarely and 1( 12.5%) teacher never at all. The 

implication of the data is that most of the teachers (62.5%) are not properly training their 

learners to eva luate and analyse a reading text critica ll y. 

Item 6 is about the extent (0 which the teachers encourage their leamers to di scuss what they 

read with the ir fr iends. Among the respondents, 5(62.5%) teac hers train always and 2(25%) 

respondents do so frequentl y. Only 1( 12.5%) respondent trains hi s/her learners only 

sometimes. Thi s implies pair and group discussion after reading is among the strategies 

which EFL leamers are being trained effectively. The last item is concerned with the strategy 

that teachers train when a r.ead ing text is difficult for the leamers. Among the respondents, 
, I 

2(25%) teachers said that they encourage the learners to pay a closer attention to the text. 

Moreover, 4(50%) respondents stated that they get their learners to reread the text. Others, 

2(25%) teachers show that they use different strategies such as pre teaching key vocabulari es 

and motiva ting learners to read the text at home. The implication which we can draw from 

the data is that training learners to read a text again is the most common strategy that teachers 

use whenever a text is difficult. 

Table 10: Features of th e readillg exercises 

No. Respondents Remark 

Item Alternative answers No. % 

I How often do you make sure A. Always - -
I 

that the read ing exercIses B. Frequently 2 25 

presented to the students C. Sometimes I 12.5 

reqll1re them to di splay D. Rarely 5 62.5 

various reading strategies? E Never - -
2 What do you do if the given A. I use them as they - -

exercises don' t require are. 

learners to use different B. I modify them. 5 62.5 

read ing strategies? C. I often change the 3 37.5 

text 

D. [fany - -

3 What would be the. feeling of A. They partic ipate 6 75 
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your students when you actively 

introduce a text with B. They are - -
exerc ises which require them demotivated to 

, 
carry out the task. to use variOUS reading 

strategies? C. Their reaction 2 25 

depends up on the 

nature of the text. 

D. If any other - -

The table shows some features of reading exercises and the reaction of EFL teachers. In the 

first item, the respondents were asked if they check the reading exercises presented to the 

leamers require them to use various reading strategies. Among the respondents, 2(25%) of 

them stated that they check frequently and 1(12.5%) teacher indica ted that he/she does so 

only sometimes. But" most 'of the teachers, 5(62.5%),. disclosed that they only check rarely. 

This shows most of the teachers are delivering reading exercises to the learners by checking 

them only rarely. For the question, 'what do you do if a given exercises don't require learners 

to use different reading strategies?', 5(62.5%) respondents said that they often modifY the 

exercises. Again, 3(37.5%) teachers stated that they often change the reading text itself. From 

this, we can understand that those teachers who often check the reading exerc ises are using 

different strategies to revise the reading exercises to let the learners use different reading 

strategies. In the third item, the teachers were asked to express the leamers' feeling when a 

text, which requires them to use different reading strategies, is introduced. Among the 

respondents, 6(75%) teachers said that the learners palticipate actively during the lesson. 

Only 2 (25%) respondents stated that the leamers' feeling depends up on the nature of the 

text. From this, we can say that reading exercises which requir~ various reading strategies 
j I , 

motivate the leamers to practice reading in a classroom. 

4.3 Data from the classroom observation 

The researcher observed the reading lesson classes to collect data on the classroom 

experience of teaching! training reading strategies. To let the observation meet with the topic 

being studied, a checklist containing 14 suggestions on strategy training was prepared. In 

addition, the checkli st has a rating scale wh ich indicates the level of the classroom behaviour 
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observed. The rating sca le IS used to make the data quantitative enough to desc ribe the 

behaviour precisely. 

Table 11 : Steps ill traillillg readillg strategies 

Observed 

No. Suggestions Rating Scale classes 

I No. ' % Remark 

I The teacher gIves explicit Very poor - -
instlllction to the learners on the Poor 2 25 

reading strategies to be used Average 4 50 

during the lesson. Good I 12.5 

Excellent I 12.5 

2 The teacher helps the leal11ers to Very poor - -
make a guided practice with the Poor I 12.5 

specific strategy taught 111 the Average - -
class. Good 4 50 

Excellent 3 37.5 

3 The teacher Helps the learners to Very poor ' 2 25 

identify the strategy and decide Poor 3 37.5 

when it might be used. Average 2 25 

Good 1 12.5 

Excellent - -

4 The students are gIven Very poor - -
opportunities to make Poor 5 62.5 

independent practice with the Average 2 25 

reading strategies. Good 1 12.5 

Excellent - -

5 In the next period the learners Very poor I 12.5 

apply he newly leal11ed reading Poor 3 37.5 

stra tegies to the new task. Average 2 25 

Good 2 25 

Excellent - -
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The table presents the steps that EFL teachers should consider in training reading strategies. 

[t contains five statements. The first one dea ls with the explicit instruction which the teachers 

give on the reading strategies. Among the eight classes observed, 4(50%) classes checklist 

indicates that the instruction is given to the learners in the average level and 2(25%) classes 

report shows that it is poor. Again, in 2(25%) classes the practice is good and above. 

Concerning the second step on the second statement, 7(87.5%) classes observation disc losed 

that the teachers are guiding their learners to make a practice with the specific strategy taught. 

Regarding the third step, 5(62.5%) classes observation show that EFL teachers are not 

helping the students in identifyi ng and deciding the strategy and when it might be used. The 

rest, 2(25%) and 1(12.5%) classes observation report places the practice at the average and 

good level respectivdly. When we come to the fOlirth step, it is about giving students 

opportunity to make an independent practice with the reading strategy. According to the 

observation, 5(62.5), 2(25%) and 1(12.5%) classes report clearly declares that the practice on 

the spec ified strategy is poor, average and good respectively. The last step is applying the 

newly learned strategy to the new task in the next period. Among the sections observed, 

4(50%) classes' checklists indicate that the learners are not using the strategy. But, in 2(25%) 

classes the application is in the average position and in 2(25%) classes it is good. 

The implication of the data about the fi ve steps of training reading strategies is that the steps 

are not being practiced and used properly during the reading lessons. Speci fically, though the 

level of practice of the strategies in each step varies, except the first two steps, all are being 

practiced poorly in most of the classes . which were observed when the reading lesson was 
I . 

imparted. 

Table 12: Issues to be considered in training general and specific strategies 

Observed 

No. Suggestions Rating Scale classes 

No. % Remark 

I The teacher gives students ample Very poor - -
time to practice the reading Poor - -
strategies with the exercises. Average I 12.5 

Good 4 50 

Excellent 3 37.5 , 
2 The teacher trains the Very poor - -
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techniques/ strategies to Poor 6 75 

approach various kinds of texts. Average 2 25 

Good - -, I 

Excellent - -

3 The teacher encourages the Very poor - -
lea rners to use different reading Poor 5 62.5 

strategies flexibly and Average 3 37.5 

selective ly by considering their Good - -
purpose and the nature of the Excellent - -

tex t. 

4 The students are required to Very poor 2 25 

analyze and evaluate the wri ter 's Poor 4 50 

views with their background Average 2 25 

knowledge. Good - -
I 

Excellent - -

5 The learners react to what they Very poor - -
read with their friends in groups/ Poor - -

pairs. Average I 12.5 

Good 5 62.5 

Excellent 2 25 

6 The learners participate actively Very poor - -
during the lesson. Poor 3 37 .5 

Average 3 37. 5 

Good 2 25 

I 
Excellent - -

In the table, the first statement deals with the time given for the learners to practice the 

strategies with the exercises. According to the observation, 4(50%) and 3(37.5%) classes 

report disclosed the practice is good and excellent respectively. But, in one class, it is 

average . The implication of the data is that the learners are given ample time to practice the 

strategies with in reading exercises. The description of the second statement shows, among 

the observed classes, in 6(75%) of them students were not trained the techniques how to 

approach different kinds of texts. In the rest 2(25%) classes, they were trained in the average 
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level. From thi s, we can understand that the students were being trained the strategies of 

approaching different texts poorly. The third statement is about encouraging learners to use 

read ing strategies flexibly and selectively by considering their purpose and the nature of the 

texts. Among the eight classes, 5(62.5%) of them were poor in training thi s strategy and 

3(37.5%) classes did so in the average leve l. This shows the strategy was trained to the 

learners poorly. Concerning analysi ng and evaluating the writers' views, 2(25%) and 4(50%) 

classes observation report s.hows the pl:actice is very poor and poor respectively. But, in 2 
,I . 

(25%) classes the students were being train in the average level. The data ind icates that the 

learners were not trained the strategies of analysing and evaluati ng the writers' views well . 

The other statement is concerned with the practice of group and pair di scuss ions on what the 

learners read. According to the observation, 5(62.5%) and 2(25%) classes report describe that 

the practice is good and excellent respectively. Only I (12.5%) class report puts the practice in 

the average level. This implies that the students were effecti vely practicing the strategy of 

discussing what they read with their friends. Regarding the students' participation, 2(25%) 

c lasses' observation shows that it is good and 3(37.5%) classes report indicates it is average. 

However, in 3(37.5%) classes the students were observed participating poorly. From this, we 

can say that though the students were participating in the acceptable level, in considerable 

number of classes the partic~pation was poor. Thus, it needs to be maximized. 

Table 13: Qualities of the readillg activities/ exercises 

No. Observed 

Suggestions Rating Sca le c lasses 

No. % Remark 

I The exerCIses reqUire the Very poor - -

lea rners to use various reading Poor 2 25 

strategies. Average G 75 

Good - -

Excellent - -

2 The reading text and exerc ises Very poor - -

. . I 
are mterestmg Poor 3 37.5 

Average 3 37.5 

Good 2 25 

Excellent - -
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3 The questions 111 the exercises Very poor I 12.5 

display vanous levels of Poor 4 50 

comprehension: literal, Average 2 25 

interpretive and applied. Good I 12.5 

Excellent - -

The above table assesses the qualities of the reading exercises delivered to the learners. In the 

first statement, among the classes observed, in 6(75%) classes the reading exercises require 

the learners to use various reading strategies at the average level. However, in 2(25%) classes 

the exercises are poor in having the specified quality. This implies the reading exercises 
I . 

presented to the learners require them to use different reading strategies to some extent only. 

But, there are also classes with reading exercises which lose this quali ty completely. When 

we see whether the exercises are interesting to the learners, 2(25%) and 3(37.5%) classes 

observation describe it as good and average respectively. However, 3(37.5%) classes report 

expresses the learners ' interest as poor. The implication that we can draw fro m this data is 

that considerable number of reading classes have exercises which do arouse the learners' 

interest. Regarding the last view, if the questions display various levels of reading 

comprehension, in 4(50%) classes it is poor. Moreover, in 1(12.5%) class, the questions are 

very poor in having various levels of comprehension. But, 2(25%) and 1(12.5%) classes 

checklist show that the status of the questions having those levels of comprehension is placed 

at the average and good le~e l respectively. From this, we can understand that 62.5% of the 
, I : 

reading classes have exercises which don't display various levels of reading comprehension, 

sllch as literal, interpretive and applied. 
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4.4 Discussions and summary of the findings of the study 

The study assesses the trends of the reading strategies training and its impact on the 

comprehension skill of EFL learners in the secondary schools. Particularly, it aims to answer 

three questions: ' Do EFL teachers train the reading strategies in a classroom?', 'To what 

extent do EFL learners use reading strategies' and 'Can reading strategy training reasonably 

improve the learners ' comprehension skill?'. 

Regarding the experience of EFL teachers on training reading strategies, three issues are 

treated. These are the teachers ' beliefs and awareness, the classroom practice- following 

cel1ain procedures and features of the reading exercises they use to train the reading 

strategies. The data clearly reveals that EFL teachers believe in the importance of reading 

strategies training so as to enhance comprehension skills of the learners. However, the extent 

of the degree of their beliefs varies depending on their awareness. When we see the 

classroom practice, the learners are not trained in the reading strategies consistently in 

efficient way. Moreover, the reading lessons are not organized by following the steps and 

procedures of training the reading strategies which are noted by scholars. Even among the 

five steps, two of them, helping learners to identify and decide to use the strategy and giving 

opportunities to make an independent practice, are hardly attended. This one agrees with the 

result of the study conducted by Blocks (1992) which says that though teachers are aware of 

reading strategies, they are not competent enough in imparting them to their learners. But, 

their competency is limited not only due to motivation but also because of their awareness 

about the various kinds reading strategies. When we see their experience in using exercises, 

EFL teachers have been delivering different reading exercises to the learners. Nevertheless, 

the exercises are not carefully designed so as to make learners exploit various strategies. But, 

in those limited number of classes with reading exercises of different strategies, the learners 

were involving actively. 

In treating the second question, assessing the learners' experience of usi ng reading strategies, 

the reading strategies are categorized in to three: meta cognitive, cognitive and affective 

strategies. The meta cognitive reading strategies are further divided in to planning and 

evaluating and monitoring and tackling challenges. According to the data, EEL learners are 
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poor in using planning and eva luating strategies, such as reading with purpose, analys ing and 

eva luating texts critica lly, checking guesses, etc. But, they are relatively good in exploiting 

the strategies of monitoring and tackling challenges such as, making a slow and ca reful 

read ing, adjusting read ing speed, etc . As a whole, we can say that meta cogniti ve read ing 

strategies are not being exploited by the EFL learners effectively. 

On the other hand, there are cogniti ve reading strategies which are sub di vided in to three, 

such as strategies of 'extracting and working on ideas from a ;ext, strategies of using the 

noting features and suppl ementary aids and strategies of guess ing and deciding on the ideas 

frolll the text. Among these, the leamers are better in using strategies of extracting ideas from 

the text. But, though they are using the noting features and supplementary aids, most of them 

exploit the strategy only sometimes and rarely. Surpri singly, the students are poor in guessing 

and deciding on the ideas of a text. Generally, in comparison with the meta cogniti ve reading 

strategies, cognitive reading strategies are being used in a better way. But, it is not 

satisfactory. 

The affective/ social reading strategy contains a li st of sh'ategies like discussing what you 

read with your fri ends, choosing convenient place for reading, motivating oneself and 

reducing anxiety . The leamers are using these strategies effecti vely in a consistent way. . ' . 

The find ings on the awareness of the learners about various read ing strategies match with that 

ofN iguss ie (2006). It says that readers of English experience a problem in selecting strategies 

that are appropriate with the text. However, this study reveals the spec ific types of sh'ategies 

with which the learners have the problem. These are planning and monitoring, evaluating and 

making critica l analys is, etc. 

The last question is 'Can reading strategy training reasonably improve the leamers' 

comprehension skill? '. To answer this question, an experiment was carried out in a read ing 

classroom. The students are h'eated by an independent variable (reading strategy training) so 

as to see some kind of impact on the dependent variable (the students reading skills). 

According to the result of the experiment (see table 7), the post test score of the experimental , . 
group is increased by a considerable amount of score in comparison with the pre test of the 

group. This shows that the reading sh'ategy training has a positi ve impact on developing the 

students' reading skill s. This fi nding agrees with the study carried out by Song (1998) which 

says that reading strategy instruction enhances the learners ' read ing ability. But, the 
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instruction should be attended carefull y foll owing the procedures which are proposed by the 

scholars. 

To sum up, the experiment clearly shows that reading strategy training fac ilitates the learners' 

comprehension skill . Nevertheless, the students are not properly tra ined to use reading 

strategies. Thus, the leall1ers are using limited number of reading strategies during the lesson. 

Even, they are not familiar with some of the strategies at all. 
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CHAPTER FIVE 

5. Conclnsions and Recomniendations 

5.1 Conclnsions 

Reading is an important part of language teaching at every level (Nutta l, 1996). To equip our 

students with this essential skill, it would be better to think about the oppOitunities to be 

considered to present a read ing lesson in such a way that leamers can understand and practice 

easily. Among these opportunities, reading strategies are areas where both EFL teachers and 

learners should give due attention. 

The findings of the study have direct connection with the activities which are perfolll1ed by 

the EFL teachers and leamers including the procedures of delivering strategy training in the 

reading classroom. Accord'ing to the findings, most of the teachers have experience in 

training reading strategies. But, it is not consistent. This means, they are not giving the 

training regularly in every reading lesson. Similarly, in the classroom, the reading strategies 

are not imparted following certain steps having well developed read ing exercises which have 

a potential to make the leamers use various reading strategies. Thus, the learners are not 

competent enough in using reading strategies. In addition, the fining reveals the impact that 

reading strategy training brings on the learners' comprehension ski lls. That is reading 

strategy training improves the students' reading proficiency. 

Since one of the most imp0l1ant goals of teaching reading is to help students develop as 

strategic and independent readers, several suggestions for EFL reading teachers can be made 

on the basis of the findings. of the study. Also, EFL leamers are expected to take their own 

responsibilities hand :n hand with the teachers' classroom ins~lction of read ing strategies, 

because learners can be independent readers if they are aware of and able to use adequate 

number of read ing strategies (Williams, 1984). 

5.2 Recommendations 

As far as teachi ng reading sk ills in foreign language classroom is significant, read ing strategy 

training wou ld be a vital component of the process. That is why the study examines different 

issues which are related to reading strategies and thei r classroom instructions. 
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The study reveals some findings which should be considered in order to improve the ongoing 

reading instruction in the foreign language classroom. Having those findings, the fo llowi ng 

conclusions are made. 

Though EFL teac hers believe the significance of reading strategy trai ning to enhance 

comprehension, there is a visible gap on the actual classroom practice. For example, the 

training is not regular whicb takes place in every reading session. Williams (1984) says that 
, I 

the teachers' job in the reading lesson is developing the strategies within the learners so as to 

be independent readers. Thus, teachers should give explicit reading strategy training in the 

reading classroom consistently so as to make the learners aware of them to use in the 

appropri ate occasions. 

When teachers train reading strategies in a classroom, there are steps/ procedures to be 

followed in order to he lp learners capture the strategies easily (O'Malley and Chamot, 1990). 

But, when we come to the practice of the reading classrooms in exploiting the steps, the 

findings show that in most of the classes the procedures are not considered. Peason and Dole 

(1987) show that it is very important to follow instructional framework designed with certain 

steps during strategy training. Consequently, EFL teachers should be aware of the steps to be 

fo llo,,:ed in training r~a ding ' s(Ta tegies and train their I ~arners accordingly. 

[n a reading lesson, exercises are important tools through which teachers train read ing 

strategies. The findings of the study show that EFL teachers deli ver different kinds of reading 

activities. However, the activities don't let the learners use various reading strategies. In 

addition, they don 't require the learners to display different levels of understanding: literal , 

interpret ive and applied. Nuttal (1996) points out that teacher of read ing is required to 

provide sui table activities which display various levels o f understanding, opportunities to use 

different kinds of strategies and draw the learners' attention to the text. Therefore, EFL 

teachers shou ld check if the reading activities fu lfi l all these qualiti es. If not, they are 

ex pected to modify them. 

Reading stTategies are categorized in three: meta cognitive, cognitive and affective/ social 
. I . 

strategies. Among these, the students are extremely poor in using meta cognitive strategies 

such as planning and evaluating reading and monitoring and tackl ing reading challenges. 

Cohen (1998) states that meta cognitive strategies are very important to manage and 

supervise one's reading. Furthermore, 0' Ma lley and Chamot (1990) indicate that it is a 

strategy that helps the learners to monitor, check and evaluate the ir achievement on the 
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strategies. Among these, the students are extremely poor in using meta cogniti ve strategies 

such as planning and evaluating reading and monitoring and tackling reading challenges. 

Cohen (1998) states that meta cognitive strategies are very important to manage and 

supervise one's reading. FurthemlOre, 0' Malley and Chamot (1990) indicate that it is a 

strategy that helps the learners to monitor, check and evaluate their achievement on the 
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specific task. Therefore, EFL learners should be encouraged to practice the experience of 

using the strategy with different kinds of reading texts. 

On the other hand, when we see the experience of the students in using cognitive strategy, it 

is not satisfactOlY. The strategy includes relatively a number of sub strategies. But, the 

leamers use only limited number of cogniti ve strategies, ignoring most of them. According to 

scholar like Richards (2002) and Cohen (1996), cogniti ve so·ategies are used to construct 

meaning through memorizing and manipulating the given text. Hence, learners should be 

given explicit instmction on the cogniti ve strategies and have conducive environment to 

practice them through various activities. 

Finally, the study basically reveals that reading strategy training has a positive impact on the 

learners' comprehension skills. Therefore, EFL teachers should train reading strategies in 

order to make their learners independent and competent readers. 
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5 How often do you reflect on the 
important information in the text by 
making a summary? 

6 How often do you think about whether 
the content of the text fits your 
reading purpose? 

7 How often do read slowly, but 
carefully to understand what YO LI are 
reading? 

8 How often do you di scuss what you 
read with your fri ends to check your 
understanding? 

9 How often do you skim the text by 
noting the characteristics like length 
and organization? 

10 How often do you try to get on to your 
track when you lose concentration? 

II How often do you underline or circle 
information in the text to help you 
remember it? 

12 How often do you adjust your reading 
speed accord ing to what you are 
reading? 

13 How often do you decide what to read 
close ly and what to ignore? 

14 How often do you use reference 
materi als such as dictionaries to help 
you to understand what you read? 

15 How often do you pay attent ion to the 
text you read when it becomes 
difficult for you? 

16 How often do you use tables, figures 
and pictures in the text to increase 
your understanding? 

17 How often do you stop from time to 
time to think about what you are 
reading? 

18 How often do you use contextual 
clues to help you better understand 
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what you are reading? 

19 How often do you restate ideas from 
the text you read in your own words? 

20 How often do you use typologica l aids 
such as bold face and italics to 
identify key points? 

21 How often do you critically analyze 
and evaluate the information 
presented in the text? 

22 How often do go forth and back in the 
text to find relationships among ideas? 

23 How often do you check your 
understanding whenever you come 
across conflicting ideas? 

24 How often do you guess what the text 
is about when you read? 

25 How often do you reread the text 
when it seems difficult to understand? 

26 How often do you ask yourself a 
question which you like to be 
answered in the text? 

27 How often do you check if your 
guesses are right or wrong? 

28 How often do you choose a place 
convenient for you when you read? 

/ 

29 How often do you motivate yourself 
assuming that you can read and 
understand? 

30 How often do you relax yourself and 
reduce anxiety by progressive muscle 
relaxation, deep breathing or listening 
to music? 
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Appel/ dL>:: II 

Reading Text One (Pre test) 

N am e --------------- ---------------- R. N. ---------------

Time allowed: 30minutes 

Gel/eral II/structiol/: Read the following text carefully and answer the questions fo llow it 

accordingly. 

If you are interested in animals, keep your eyes open and you wi ll noti ce all sorts of 

differences among them. Some have long tails, some have short ones and some have none at 

all. Some have toes, some have claws and some have hooves. Some eat meat, and some eat 

herbage. But, you wi ll notice that a whole group of them, including human beings, have one 

thing in common. They all suckle their young. So, you can call them 'milk giving animals' or 

mammals. 

If you observe them fUl1her, something strikes you as important. None of those animals you 

have class ifi ed as mammals lay eggs. So you say: 'Animals which suckle their young don'l 

lay eggs.' This statement is a hypothes is. You do more research on the provisional statement. 

You go aro und woods, farms and zoos and wherever you search you find that animals whi ch 

suckle their young don ' t lay eggs. You even find that swimming animals like wha les and 

seals, unlike other fish , do not lay eggs but suckle their young. Now you are getting 

somewhere. Your hypothesis can be promoted to a theory, which is a hypothesis so we ll 

establ ished that i! has become respectable. 

You trave l through North America, South America, Europe, Afri ca, As ia and the Far East 

observi ng and check ing. It is always the same: Animals which suckle their yo ung do not lay 

eggs. So, now you thi nk you can state it as a uni versal law of nature. But no sc ientitic inquiry 

is ever complete. 
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You go off aga in to the Allstra lian cont inent. There YOll meet the dllckmole, that curious 

animal, which does not on ly lays eggs, but suckle its youn g. YOll can restate your law as "No 

animals (with the exception of etc.) wh ich suckle thei r young lay eggs." Scientific law, like a 

juridical law, defines the conditions in which it will app ly. Modern law the can be amended 

when new facts are brought to bear upon it. 

Adapted from: Ritchie Ca lder: Science Makes Sense 

Comprehension Questions 

A. Shorl Allswer 

Answer the following questions according to the information stated in the passage. (2 

pts each) 

I. What is the character that animals stated in paragraph one do share in common? 

2. What is a hypothes is? 

3. What are the swimming animals which suckle their young? 

4. How does the duckmole become different from the other animals? 

5. What is the similarity between the scientific and the juridical law? 

B. Referellces 

The following words or phrases are stated and underli ned in the passage. Write what 

each of them refers to the passage. ( I point each) 

I. ' them' in line 2 refers -------------------------------------

2. 'their ' in 15 line refers -------------------------------------

3. 'it' in line 16 refers ------------------------------------------

4. ' its' in line 23 refers ----------------------------------------

C. Guessillg meallillg 

The following words are selected from the passage. Write their mean ing using the 

contextual clues around them.(1 poi nt each) 
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I . ' suck le ' ( in line 6) means ------------------------------------------------------
2. ' promoted' (in line 15) means ____ _______________ ___________________ _________ _ 

3. 'estab li shed' ( in line 16) means---------------------------------------------

4. 'amended ' (in line 26) means-------------------------------------------------
5. ' defines' (i n line 25) means ___________ ______ ___________________________ _____ _ _ 

D. Over all comprehellsioll questiolls. 

Answer the fo llowing questions based on yo u general understanding of the passage.( I 

point each) 

I . What is the general aim a [the passage? 

2. Here are statements which can be the headings for each paragraphs of the passage. 

Yo u write the paragraph num ber in front of the statement which fits with the 

paragraph.( I point each) 

a. Formin g a general hypothes is. -----------------------------------------

b. Research ing the theory. -------------------------------------------------

c. Turn ing a statement in to a theory. -----------------------------------

d. Differences between animal s. ------------------------------------------

e. Prov ing the theory is not accurate. ------------------------------------
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Reading Text Two (Post test) 

Name --------------------------------- R. N. ---------------

Time allowed: 30 minutes 

Gelleral Illstructioll : Read the fo ll owing text carefully and answer the questions fo llow it 

accordingly 

On each tree there is a moth. They are both quite clearly vis ible. Any predator would see its 

prey very c learly. But suppose the light moth was s itting and on the li ght tree and vice versa. 

A dark moth on a dark tree would be less visible and have a better chance of su rviva l from 

the attacks of the predators. This is known as camouflage. Some an imals, like chameleon, for 

instance, are able to change the ir colour according to the ir background . This is not an 

evo lutionary change. A change in colour is evolut ionary if the creature is able to reproduce 

itself so that its young a lso have the new colour. 

The example of the moth is a real one and was investigated in England in the 1950s by the 

scienti st ca lled Dr. Kettlewell . It is a very we ll-known exam ple of an evol utionary change. 

The spec ies of moth is the Peppered Moth. 11 was typica lly light brown in colour and settled 

on the trunks of trees whi ch were a similar colour and camouflaged it. Then, it brought a 

change in the environment. 

Industry began to grow up in the part of England with the result that smoke and other forms 

of po llution began to fill the atmosphere. The pollution from the factor ies covered the bark on 

the tree trunks wi th soot and grime so the light brown Peppered Moth become very visible to 

their predators and were eaten. Then, grad ually they began to change co lou r. The darker ones 

were more likely to survive, so their co lour grad ually became darker. How did they become 

darker? This is one of the mysteries of science, but it has been ca lled 'the natural selection' 

since Charles Darwin published his famous book 'The Origi n of species' in 1859. 

Natural selection does not make anyth ing happen you cannot force a moth to change colour, 

for instance, nor can a moth decide to change. The poi nt is that every creature has a genetic 
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structure consist ing of genes and chromosomes. This structure can change naturally, by 

accident. 

Slightly adapted from: Ricklefs, R.E. 1973. Eco logy 

Comprehension Questions 

A. Short AnsIVer Questions 

Write a short answer for the fo llowing questions according to the passage. (2 pts each) 

I. Why does a dark moth has a better chance of survival from its predators? ----------

2. What makes an evolutionary change different from the other 

changes? ------------------------------------------------------------------------- -------------

3. What is the co lour of the Peppered Moth? ------------------------------------------------

4. Why did the Peppered Moth become visible to be eaten by their predators? --------

5. How did the Peppered Moth change its colour and gradual ly become dark? --------

B. References 

The following words are underlined in the passage. Write what they refer to in the 

passage in the space provided. (I point each) 

I. 'its' in 2 line refers ----------------------------------------

2. ' its' in 8 line refers -----------------------------------------

3. ' it' in II I ine refers -----------------------------------------

4. ' their ' in 18 line refers -------------------------------------

5. 'his' in line 22 refers ---------------------------------------
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C. Guessing meal/il/g 

The following words are underlined in the passage. Then, you are required to guess 

and write their meaning using the contextual clues around them. (I point each) 

I. ' visible' (line 3) means --------------------------------------------------------

2. 'i nvestigated ' (line 9) means -------------------------------------------------

3. 'grow up ' (line 15) means ----------------------------------------------------

4. ' mysteries (21) means -------------------------------------------------------

5. 'grime ' (I ine 17) means ------------------------------------------------------

D. Over all comprehel/sion. 

Answer the following questions based on you general understanding of the passage. 

I. What can be the title of the passage? (I point each) 

2. Here are statements which can be topic sentences for each paragraphs of the 

passage. You write the paragraph number in front of the statement which fits with 

the paragraph.(1 point each) 

a. It is the natural phenomenon which changed the colour of the Peppered Moth, 

nothing else. ------------------------------------

b. The colour of The Peppered Moth was changed a slow process.------------------

c. The evolutionary change different from other changcs.----------------

d. The experiment is carried on the special type of moth.----------------
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Reading Test Scores of the Experimental Group 

Pre test Post test 533 15 15 
No. 25% 25% Remark 534 7 6 

51 21 24 535 12 8 

52 4.5 8 536 16 20 
53 17 17 537 18 21 
54 14.5 18 538 15 16 

55 19 12 539 13 17 

56 12 19 540 9 7 

57 15 13 541 14 16 
58 10 15 542 12 20 
59 6 11 543 9 9 
510 5 3 544 16 20 
511 9 17 545 11 10 
512 15 18 546 7 10 
513 16 19 547 4 3 
514 3 5 548 17 13 

515 15 19 549 8 18 
516 9 10 550 19 23 
517 15 13 551 16 25 
518 15 18 552 22 24 
519 11 20 553 4 6 
520 16 14 554 16 15 
521 14 22 555 10 16 
522 17 14 556 9 15 
523 13 17 557 21 20 
524 13 22 558 4 14 
525 13 21 559 16 14 
526 12 14 560 3 9 
527 13 15 Total 755 919 
528 16 18 Mean 12.58333 15.31667 
529 17 19 SO 4.772952 5.344066 
530 13 16 Median 13 16 
53 1 7 17 
532 16 21 
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Reading Test Scores of the Control Group 

Pre test Post test 545 15 14 
No, 25% 25% Remark 546 9 12 
51 15 16 547 11 7 
52 11 12 548 9 8 
53 16 16 549 16 15,5 
54 2 9 550 5 4 
55 18 18 551 15 15 
56 18 16 552 4 10 
57 21 20 553 13 11 
58 11 11 554 10 11 
59 17 19 555 8 6 
510 12 8 556 24 24 
511 4 9 557 12 14 
512 16 19 558 15 10 
513 10 10 559 4 9 

514 19 19 560 16 14 
515 21 21 Total 753 757,5 
516 14 17 Mean 12,55 12.625 
517 17 16 SO 5,359689 3,991667 
518 13 13 Median 13 12.5 
519 3 8 
520 6 8 
521 17 15 
522 11 12 
523 15 13 
524 6 6 
525 12 7 
526 19 12 
527 10 10 
528 15 14 
529 5 3 
530 17 17 
53 1 17 14 
532 12 11 
533 17 18 
534 4 4 
535 8 9 
536 10 15 
537 12 15 
538 20 20 
539 16 12 
540 6 6 
541 18 16 
542 14 16 
543 3 4 
544 19 19 
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A. Always B. Frequently C. Somet imes D. Rarely E. Never 

4. How often do you help your learners to prev iew the text to see what it is about before 

reading it? 

A. Always B. Freq uently C. Sometimes D. Rare ly E. Never 

5. What do you do when you want your students to develop their summarizi ng technique? 

A. I encourage them to reflect on the important in formati on. 

B. I encourage them to reread all the text again. 

C. I help them to get relaxed. 

D. I f any other, --------------------------------------------------------------------

6. How often do you train your students to use contextual c lues to he lp them beller 

understand what they are read ing? 

A. Always B. Frequently C. Sometimes D. Rarely E. Never 

7. Do you train your learners to evaluate and analyze a text criticall y? 

A. Always B. Frequently C. Sometimes D. Rarely E. Never 

8. How often do you encourage your students to discuss what they read with others to 

check their understanding? 

A. Always B. Frequently C. Sometimes D. Rarely E. Never 

9. What do you do during the reading lesson if you think that the text is difficult to the 

learners? 

A. I encourage them to pay a closer attention to the text. 

B. I get them to reread the text to increase understanding. 

C. I request them to read aloud to help them understand . 

D. I f any other technique, -------------------------------------------------------

10. How often do you make sure that the reading exerc ises presented to the students 

requ ire them to di splay various reading strategies? 
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A. Always B. Frequentl y C. Sometimes D. Rarely E. Never 

I I. What do you do if the given exercises don't req ui re learners to use 

strategies? 

A. I use them as they are. 

B. I modify them. 

C. I often change the read ing text. 

different reading 

D. I f any other; ---------------------------------------------------------------------

12. When you introduce a text with the exercises which require them to use different 

reading strateg ies, what wou ld be the effect on your learners? 

A. They participate actively. 

B. They are demot ivated to carry Ollt the tasks. 

C. The reaction depends upon the nature of the text. 

D. I f any other; ----------------------------------------------------------------------

13. Do you fo llow certain procedures! steps when you tra in your students 111 reading 

strategies? 

A. yes, I do 

B. No, I don't 

C. I don't know the procedures to be fo llowed 

D. if any other; ----------------------------------------------------------

xxiii 



Dear Colleague; 

Appendix IV 

Addis Ababa University 

Institute of Language Studies 

Department of Foreign Languages and Literature 

Classroom observation Checklist 

This checklist is designed to assess secondary school EFL learners' reading strategies and the 

classroom practice. Hence, you are kindly requested to fill the checklist according to what 

you observe in the EFL readi ng classroom. 

PART ONE: General Background 

Please complete the fo llowing information about yourself. 

./ Qualification ---------------------

./ Grade level you teach at present ---------------­

./ Teaching experience (years) -----------------------

Thank you! 

PART TWO: The following checklist! table contains a list of classroom behaviours of 

readi ng teachers as well as a rating scale which ranges from 1-5 . 

~ 1 means very poor 

~ 2 means poor 

~ 3 means average 

~ 4 means good 
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» 5 means exce llent. 

Thus, you are requ ired to tick the appropriate value ( .J ) in the rating sca le that describes 

your observat ion. 

No. Rating scale 

Suggestions I 2 3 4 5 Rema 

rk 

I The teacher gives explic it instruction to the learners 

on the reading strategies to be used during the 

lesson. 

2 The teacher he lps the learners to make a guided 

practice with the spec ific strategy taught in th e c lass. 

3 The teacher helps the learners to identify the strategy 

and dec ide when it mi ght be used. 

4 The students are given opportun ities to make 

independent practice with the read ing strateg ies. 

5 The teacher gives students ample time to practice the 

reading strategies with the exercises. 

6 The teacher trains the techn iques/ strategies to 

approach various kinds of texts. 

7 The teacher encourages the learners to use different 

reading strategies fl exibly and selectively by 

considering the ir purpose and the nature of the text. 

8 The exerc ises require the learners to use various 

reading strategies. 

9 The reading text and exerc ises are interesting. 
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10 

I I 

12 

13 

14 

The questions in the exerc ises display various leve ls 

of comprehension: litera l, interpretive and applied. 

The students are required to analyze and evaluate the 

write r' s views w ith their background knowledge . 

The learners react to what they read with their 

friends in groups/ pairs. 

The learners palticipate actively during the lesson. 

In the next period the learners apply he newly 

learned reading strategies to the new task. 
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