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ABSTRACT 

Teachers' beliefs a!Ject not only their teaching, but also filter new input, suggesting 

significant implications for the implementation of educational innovations and teacher 

development. 

This research assesses teachers ' beliefs of teaching reading and their classroom 

practices in EFL. A case study of 5 EFL teachers from Hawas Preparatory School in 

Adamo selected purposejiilly and conveniently. One of the data gathering instruments in 

this case study was a questionnaire that asks the participants' beliefs of teaching reading 

related to the classroom practices and how these beliefs influence their classroom 

practices in teaching reading. In addition to the questionnaire, semi structured interviews 

were held to examine their beliefs in detail. Finally, in order to see whether participants ' 

beliefs of teaching reading matched with their actual practices in their classrooms or not, 

the participants were observed and recorded 

The classroom observations as well as the recordings were also examined by ·the 

researcher, and the data were verified The analysis of responses of participants 

recorded classroom observations and interviews were presented qualitatively in the 

.findings section and the questionnaire was presented quantitatively though percentage is 

nol preferred 

Results of the study showed that EFL teachers hold their own belief system of leaching 

reading; however their belief was incongruently implemented in the classroom. Finally, 

the sludy provides some recommendations to the subjects which could help to improve 

their everyday classroom practices to ongoing critical reflection. So, this can help them 

10 be conscious about their belief and motivated to reconcile with their practices to 

provide effective leaching reading. 
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CHAPTER ONE: INTRODUCTION 

1.1. Background of the Study 

Research on teacher belief system and goals is common in educational research , as is it 

on teacher practice, but pursuing the relationship between them has only recentl y been 

considered as an important issue of language education. It has been establi shed that 

teachers' beliefs' about English, teaching and learning have a sign ificant influence on 

their instructional practices Calderhead (1996). 

Teachers ' belief systems and practices are important for understanding and improving 

educational processes. According to Borg (1998), a program which incorporates teachers' 

classroom behaviours and the rational behind them are particularly influential. Teachers ' 

practice is shaped by their beliefs about ELT and the role beliefs play in teaching, in our 
-'7/, 

case teaching reading. ,}h~'ftudy of teachers' belief is currently viewed by many 

educational researcp¢ a s a paradigm shift in research on teaching. More recentl y, 

teachers educators iegan to realize that educational courses based on the transmi ss ion of 

methods and approaches are expected to play significant role 111 foreign language 

teaching. In line with this, Woods (1995 :1 95) comments: 

The gap between (beliefs) theory and practice is getting wider and wider in 
education in general and language teaching in particular. This chief 
determinant of teacher behaviour in class is his or her theory-in-action 
commonly defined as the set of tacit beliefs and values about what constitutes 
effective foreign language teaching and learning. 

According to Nunan (1989), the correlation between beliefs and practice is a significant 

area of research and has increasingly attracted attention in recent years of reading 

professionals. He also concludes that even among teachers who were highly qualified and 

trained and had clear goa ls for reading classes, only few opportunities were created in for 

effective reading. This suggests that discrepancies exist between teachers' beliefs and 

their actual classroom performances. 



In referring to beliefs as a personal knowledge, Kagan (1992) argues that much of a 

teacher's professional knowledge can be more accurately regarded as belief. It is believed 

that as a teacher 's experience in the profession increases, thi s knowledge grows richer 

and more coherent and forms a highly personal ized belief system that constrains the 

teachers' perception, judgment, and behaviour. 

Di fferent researches indicate that teachers are strongly influenced by their beli efs. It is 

undeniable that their beliefs in turn influence their teaching learning process in the 

classroom. Williams and Burden (1997) for example, point out that beliefs are far more 

influential than knowledge in determining how individuals organize and define tasks and 

are better predicators of teachers' behavior in class. Teachers are expected to analyze 

their deep-rooted beliefs about how the languages are learned and interpretation is made 

wil l determine their classroom action more than any methodology employed. 

In trying to understand how teachers deal with teaching reading, it is necessary to 

examine teachers' beliefs and thinking processes of teachers which consti tute classroom 

actions. According to Johnson (1994), educational research on teacher beliefs shares 

three basic assumptions: Teacher beliefs influence perception and judgment; they playa 

role in how information on teaching is translated into classroom practices and 

underst<U1ding teacher beliefs is essential to improving teaching practices and teacher 

education programs. 

Despite the fact that studying teacher beliefs prove to be most valuable, studies aimed at 

understanding the beliefs of teachers have been uneasy Clark and Peterson (1986.) in 

Pajares (1 992:3 14) agree that: Teachers' theories and beliefs represent a rich store of 

knowledge, and argue that teachers make sense of their world and respond to it by 

formi ng a complex system of personal and professional knowledge. 

Furthermore, research on language teachers' belief suggests that teachers tend to develop 

their knowledge and understanding in the course of their reflective practice Borg (2003). 

A number of areas have been identified as those t1u'ough which teachers develop their 

2 

I 



language teaching principles, such as their belief systems or personal theories that teachcr 

held regarding the nature of the broader educational process, the nature of language how 

it is taught and learned Breen et al (2001). It is understood that professional education 

which shapes trainee teachers ' belief and ignores the teachers' earlier beliefs may be less 

effective at forming the later be liefs. 

Though language teaching is trad itionally seen from the teachers' point of view, Icarners' 

situated and dynamic nature of activities also bring their own beliefs, goals, attitudes and 

decisions to language learning classes. Horwitz's (1987:38) research focused that: 

Some beliefs are probably shaped by students ' previous 
experiences as language learners, and other beliefs are probably 
shaped by students' cultural background, have been widely 
accepted and supported by many other language learning 
researchers. 

Richards and Lockhart (1994) agree that beliefs are built up gradually over time. There is 

a debate on be lief that it consists of both subj ective and objective dimensions and help as 

background to teachers' decision making and classroom action. Beliefs strongly influence 

both perception and behavior. Pajares (1992) claims that their filtering effect "ultimately 

screens, redefines, distorts or reshapes subsequent th inking and information." 

This paper, then, is designed to assess EFL teachers' belief system of teaching reading 

and how far this belief is implemented in practice in the class room. This is in the belie!' 

that how further the five selected EFL teachers and students of grade 11 contributc 

effective way of teaching reading for academic purposes. 

1.2. Statement of the Problem 

It has long bcen recognized that teachers ' belief system has a paramount significance to 

language tcaching. The interest of focus ing on teachers' belief of teach ing reading and to ~ 

what extent these belief systems influence classroom practice is cmanatcd from: In the 

fi rst place, there is a little research was carried out onto ELT teachers' be li ef of teaching 

reading and whether they implement their beliefs in action. Furthcrmorc, which is thc 
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base for this research is that the present researcher's experience is concerned. It is agreed 

that there is incongruence between their belief and what actual they do in classroom. This 

may be partly due to the textbooL[llcl9r, background knowledge and students ' i l~terest 

Teachers are expected to implement the procedures in the syllabus. There may be also 

lack of trainings on the specific areas. 

One of the local researchers on belief system is Berhanu (2008). He designed to 

investigate beliefs and actual classroom practices of three EFL instructors of Bonga 

College of Teacher Education with regard to grammar instruction. The finding was 

designed on the qualitative case study model: Instrumentations used to co ll ect data were 

semi-structured interview, classroom observation and post-lesson discussions. The 

finding suggests that instructors ' belief system of grammar teaching were not often 

reflected in their classroom practices. 

The other one is Abiy (2000), who studied on the relationship between teachers expressed 

beliefs and classroom practice about oral error correction on 1 st year students of 

Ethiopian university colleges. He employed the qualitative case study and his finding 

reveals that there is incongruence between what teachers' think they do and what they 

actually do. It is also reported that this mismatch has an adverse effect 011 tbe teach ing 

learning process. 

-rhe researches conducted out side the country, in the areas of belief and their actual 

practice related to the present topic is focused. Research entitled "Beliefs-of Teachers T"-­

Reading Stra~egi es and Their Classroom Activities" was carried out by Gardener (1996). 

The Imijor objective of the study was to find if there is a mismatch between what the 

teachers believe about teaching reading strategies and what they actual perform in the 

c lassroom. The final result of the finding shows that there is no such significant 

difference between what they think and they do) The other availab le work on the area of 

belief system is Chou 's (2008) in China. The major purpose of the study was designed 

to exp lore the belief system of university instructors on teaching theoretical aspect of 

reading and to what extent these beliefs influence their practices. Methods of data 
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col lecting tools were open-ended questionnaire and classroom observation. And finally , 

the researcher has come up with the instructors' belief of teaching reading theory do 

mismatch with what they reflect in the classroom due to various factors , such as 

background and interest of learners. 

t9'-The present researcher is in terested to study EFL teachers' belief of teaching reading and 

the ir classroom practices to fill a gap. In the first place, investigating teachers in beliefs , 
point of view is an important issue that really uses as an 'engine' in education in general 

and language teaching in particular. Next to that, research done in the area of teachers' 

belief system of teaching reading and classroom practice appears in the country to be 

scanty. Lastly, it is significant to deal with the differences and relationships of the 

present study with that of the previous and to show the gap the present researcher is going 

to fi ll. 

Thus, it is reali zed that both are similar in that the previous researchers and the present 

researcher intend to fill the gap of what is thought in theory with what is actually 

happening in the classroom. They have made an effort to crosscheck whether teachers are 

implementing what they have in mind or doing the vice versa. The main difference that 

the present researcher has come up with that: The study might add some new knowledge 

and unfamiliar information. Its research design and organization is qual itative and 

quantitative case. The previous findings setting is on college and universities whereas, the 

present research is in preparatory level. The current study is employed in the 

enviro nment where the researcher has nlll experience about the problem. 

~ This is the area that the present thesis study wants to bridge. Thus, it is convincing to 

investigate the deviation of teachers' belief system of teaching reading in actual 

classroom practices. Therefore, taking into consideration the importance of reading in 

learners' acadcmic achievement, the role of teachers' beliefs in teaching reading and their 

classroom practices and scarcity of research in the topic of beliefs of reading tasks, the 

present study aims at identifying what is their belief on fo reign language, how they think 

read ing takes place and their concerns about using reading tasks in the classroom . 
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1.3. Objectives of the Study 

1.3.1. General Objective 

The major objective of thi s study is to assess teachers' belief system of teaching reading 

and their actual classroom practices. It also sheds some light on to what extent EFL 

teachers are aware of the importance of beli ef of teaching reading in the releva nl 

inslructional practices. 

1.3.2. Specific Objectives 

This study specifically attempts to: 

• find out EFL teachers' belief systems of teaching reading in classroom. 

• examine if there are any mismatch between their beliefs and their actual practices 

in reading class . 

• assess factors which might hinder teachers to implement their beliefs about 

teaching reading in classroom practices. 

1.4. Significance of the Study 

The fi nd ing of th is study is hoped to serve the following concerned bodies to exert efforts 

and introduce changes to the teaching reading of English at the preparatory level. In the 

first place, the findin g of the study might give information about the problems teachers 

face in understanding of thei r belief system and its implications to teaching reading in 

pract ices and it may also serve for teacher training institu tions as an input to include 

teachers' belief system of teaching reading courses, seminars and refresher cOlirse so as 

to train teachers to promote effective reading. 
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The findin gs of this study may also serve as an input for material writers to have an 

insight about factors that could impede teachers not to practice their bel ief systems about 

teaching reading. It could also give an opportunity to replicate the study on the same skill 
,-

on another grade, other skills or di sciplines. In addition , teachers could have an 

awareness to relate their belief of teaching reading and their classroom practices. 

1.5, Scope of the Study 

The study is delimited to only one preparatory school of Adama, where the researcher has 

an experience of working. The selected preparatory school enabled the researcher to have 

frequent communication with participants during data gathering. 

Since belief systems are unobservable and needs length of time, the study is only 

confined to Grade 11 EFL teachers' belief system of teaching reading skill. Focus has 

been given to Grade 11 . This is because it is the level where higher institution education -lays its foundation. Furthermore, students start to realize the significance of reading than 

other skill s for the academic purpose in higher institution . . The majority of learning 

teachi ng process would take place through reading in preparatory school. So, the teacher -
has big responsibility to facilitate his/her students to read with understanding starting 

from thi s grade level. 

1.6. Limitations of the Study 

This study was not free from limitations. It became uneasy to incorporate all EFL 

teachers of Grade 11 in the school. Only 5 of the EFL teachers among 12 were included 

in thi s study. Had it been included more teachers than this, the researcher could have 

more data than what has found now. However, efforts were made to make the findings 

transferable tlu·ough hard working and an investig;'ltion in depth. The other limitati on was 

some di scussants were fo und to be reluctant to be recorded. But this was minimi 7.ed by 

putting maxi mum effort and form ing rapport relationship . Si nce qualitative methodology 

7 



is also used, data gathering and its interpretation took place side by side; it needed 

thorough description and patience. 

1. 7. Operational Definitions 

Belief: A belief is a proposition which may be consciously or unconsciously held, is 

eva luative in that it is accepted as true by the individual, and is therefore imbued with 

emoti ve commitment; further, it serves as a guide to thought and behaviour Borg (200 I ). 

Reading: Reading is the receptive process of written communication and a 

psycholinguistic process in which it starts with a li nguistic surface representation 

encoded by a writer and ends with meaning which the reader constructs Goodman, 

(J 995). It is an " interactive" process between a reader and a text which leads to reading 

fl uency. 

C lassroom practices: A classroom is a complex culture (Geertz, 1973; Lieberman, 

1992) cited in Getachew Asrat (1 996) in which the teachers and students explore, 

negotiate, and assernble personal knowledge, beliefs, and interpretations of their 

environments through ongoing epistemological processes .They are based on some 

logical system beliefs in which teachers and students perfo rm a sort of actions of 

education programmes in general or English language to the specifi c. 
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CHAPTER TWO: RE VIEW OF RELATED LITERATURE 

This chapter is devoted to discussing sal ient issues of teachers' belief system of teachi ng 

read ing and to what extent these beliefs are implemented in classroom practices. The 

works of prominent scholars both in education and EL T are investigated and cited as 

much as possible. It presents detail s about the concepts of belief, understanding teachers ' 

beli efs, reading models and stages ,md classroom practices. 

2.1. Concept of Beliefs 

The concept of belief system has been a common feature of research in education for the 

past decades however, it has only recently come in to favour in EL T Borg (200 I). 

Despite of the fact that it is popular, there is yet no consensus on its meaning. Vari ous 

terminologies, such as "practical knowledge" Elbaz (1 98 1), "conceptions" and " implicit 

theori es" National Institute of Education (1975) cited in Clark and Peterson (1986, p. 

287), representing somewhat overlapping conceptions of beliefs, generally center on the 

distinction between belief and knowledge. Scholars defined the concept differently but 

the message conveyed is more or less the same. 

Clark and Peterson (1986) cited in Richards and Lockhart (1996) agree that beliefs are 

complex and eclectic, and suggest that there are wide variations in teachers' belief 

systems even among those who are committed to the same educational practi ces. 

Whether belief is held consciously or unconsciously, it is al ways accepted as true by an 

ind ividual. It is " imbued with emoti ve commitment" Borg (200 1: 186) servi ng further as 

a guide to thought and behaviour. 

Belief systems may be derived from other sources like establi shed practices, experiences, 

teachers' personality factors, educational principles, research-based evidence, and 

principles deri ved from an approach or method Richards and Lockhart (1996). Invariably 

Borg (200 I : 186) defined beliefs as: 
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A Proposition which may be consciously or unconsciously held; is 
evaluative in that it is accepted as true by the individual, and is 
{herejore imbued with emotive commitment; jurther, i{ serves as a 
guide to thought and behavior. 

According to Woods (1996) belief refers to: acceptance of a proposition for which there 

is no conventional knowledge, one that is not demonstrable, and for which there is 

accepted di sagreement. 

He also states that knowledge, assumptions and beliefs (BAK) are a part of a single 

system, where the more belief characteristics that exist, the more we can think of a 

structure as a belief rather than knowledge. Since, be liefs, assumptions and knowledge 

are seen not as distinct concepts but as points on a spectrum of meaning (ibid: 195). 

Although the main aim of thi s research is to deal with belief system of teachers teaching 

reading and their classroom practices, it is tried to indicate not onl y the typ ical concept of 

belief but also the interconnection of belief and knowledge and their critical differences 

in the literature part. Pajares (1992) suggests the fo llowing synthesis of be liefs drawn 

from his review of the literature on the top ic. It is thought that understanding of each 

concept has its own value for the detail s of the study. 

Thus, beliefs are usually formed early. In fact, the earlier a belief is incorporated into the 

belief structure, the more difficult it is to alter. Newly acquired beliefs are most 

vulnerable (0 change. They appear to be self-perpetuated and resistant to change. They 

tend to be preserved even against contradiction caused by reason, time, schooling, or 

experi ence. In addition, individuals tend to hold on to beliefs based on incorrect or 

incomplete lUlowledge even after scientifically correct explanations are presented (0 

them. This is the reason why beliefs appear to be static, resistant to change and are 

genera ll y not affected by reading and applying the findings of educational research. 

People develop a belief system that houses all the beliefs acquired through the process of 

cul(ural transmission. Beliefs are prioritized according to their connections or relationship 

to other beliefs. Woods (1996) speculates that the more teachers' beliefs are 
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interconnected with other beliefs they are more difficult to change. So, they playa key 

role in defining tasks and selecting the cognitive tools with which to interpret, plan, and 

make decisions regarding such tasks. Therefore, they playa critical role in defining 

behaviour and organizing knowledge and information. 

The relationship between beliefs and behaviour of teaching has found that how teachers 

behave in the classroom strongly influenced by what they believe. Beliefs play an 

important role in many aspects of teaching. They are involved in helping indi viduals 

make sense of the world, influencing how new information is perceived, and whether it is 

accepted or rejected Brown (1994). It is believed that beliefs have their own features as 

non-consensual, evaluative, having a high degree of episodic/anecdotal material and 

strength and they have unclear boundaries and a high degree of overlap. 

In general, one can learn that beliefs are conceived ideas or values accepted as true by an 

individual that could guide him or her. Invariably, language teachers and students are 

influenced by their beliefs while they reflect their knowledge. 

2.2. Understanding Teachers' Belief 

It is agreed that teachers hold different beliefs about their students and teaching. Pajares 

(1998) reveals that teachers ' evaluative constructions have a profound influence on their 

classroom practices. Educational research has provided rich support to assert that 

teacher's classroom perform311ces which are determined by their belief system to a 

substantial degree. Teachers come to the classroom with their own system of beliefs and, 

to some extent, these determine many of the choices they make in relation to what and 

how they teach. He points out, "Individuals are often unwilling or unable to represent 

their beliefs," in other words; stated beliefs or practices by no means dictate the actual 

practices in class or spell out their thoughts completely. 

Studies of teacher beliefs reveal that teachers have beliefs about all aspects of their work. 

Teacher beliefs refer to teachers ' pedagogical beliefs that have great relevance to 

individua l's training. Calderhead (1996) in Borg (2001) argues that there are fi ve main 
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areas in which teachers have been found to hold significant beliefs including beliefs 

about learners and learn ing, teaching, subjects or curriculum, learning to teach, and about 

the se lf. He also notes that these fi ve areas are closely related and may well be 

interconnected. The structure of teachers ' beliefs is by no means uniform or simple. 

According to Pajares (1992) as cited by Abiy (2000) teacher beliefs encompasses beli efs 

about students and the learning process, about the role of schools in soc iety, and abo ut 

teachers themselves . 

The influence of teachers' pedagogic beliefs on their classroom behaviour, fo r example, 

Woods (J 996) study of ESL teachers in North America, and Borg's (J 998) a case stud y 

of a practising EFL teacher' s beliefs about and knowledge of grammar teaching. The 

results of the fi nd ings indicate that the teachers' belief system and their actual c lassroom 

practices become incongruence. 

Teachers' beliefs about teaching learning affect everything they do in the classroom. 

Deep-rooted beliefs affect their classroom actions more than a particular methodology 

they are told to adopt or course-book they follow Williams and Burden (1997: 57). 

Language teaching and learning have been described in terms of what teachers and 

students do; in terms of the actions and behav iors which teachers carry out in t h~ 

classroom and the effects of these on learners Richards and Lockhart (1994). Teachers' 

tacit beli efs about teaching and learning constitute the main component of the knowledge 

base of teaching English as a foreign language EI-Okda (2005) cited in Berhanu (2008). 

Du ffy and Anderson (1986) in their study of eight reading teachers, found that onl y four 

of them cons istently employed practices that directly reflected their beliefs and Vim 

(J 993) studied on teachers ' expressed belief about the role of grammar in language 

teaching were not noticeable in their classroom practices cited in Richards (1998). 

Researchers in different fields have come up wi th different meani ngs for the concept 

Pajares (J 992), and even the educational research community has been unable to adopt a 

specific working definition. As previously explained, the concepts of diffe rent definition 
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convey the same meaning. According to Richards and Schmidt (2002, p.541), teachers ' 

beliefs are: 

ideas and theories that teachers hold about themselves, teaching 
language, learning and their students. Teachers' beliefs are thought to be 
stable constructs derivedfi'ol11 their experience, observations, training und 
other sources and serve as a source of reference when teachers encounter 
new ideas, some items impeding the acceptance of new idea or practices. 
They also serve as the source of teachers' classroom practices and form a 
system or net work that may be difficult to change. In teacher education a 
focus on belief is considered important since teacher development involves 
the development of skills and knowledge as well as the development or 
modification of belief system. 

The teaching repertoire of any individual teacher is an amalgam of beliefs, assumptions 

and knowledge (BAK). These elements make up the person's unique ' teaching schemata' . 

The role of beliefs is particularly powerful. Williams and Burden (1997: 56) report "a 

growing body of evidence to indicate that teachers are highly influenced by their beliefs, 

which in turn are closely linked to their values, to their views of the world and to their 

conceptions of their place within it." 

According to Richards and Lockhart (1994), the contexts and environments of teachers' 

work make beliefs especially potent for defining tasks and organising the relevant 

knowledge. Teaching frequently involves dealing with ill-structured problems 

characterised by a large amount of information, open constraints and the absence of a 

single correct solution. Indeed, "research on teacher belief suggests that the most 

significant characteristic of classroom teaching is its much uncertainty" Kagan (1992:79). 

She also states research on teachers ' beliefs pointed consistently to two generali sations. 

Teachers' beliefs are relatively stable and resistant to change and tend to be associated 

with a congruent style of teaching. She argued that teachers ' judgments about their work 

depend upon the particular students with whom they are working, the content to be taught 

and their own prior experience and related beliefs. 
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Pajares (1992) cited several sources in support of the assumption that "beliefs are the best 

indicators of the decisions individuals make throughout their lives" (p. 307). He 

summarizes research on teachers ' beliefs as suggesting: 

a "strong relationship between teachers" educational beliefs and their 
planning, instructional decisions, and classroom practices" and that 
"educational beliefs of pre-service teachers playa pivotal role in their 
acquisition and interpretation of knowledge and subsequent teaching 
behaviour ". In his view, beliefs are 'jar more influential than knowledge in 
determining how individuals organise and define tasks and problems and are 
stronger predictors of behaviour ". 

In his review of this aspect of Nespor's (1987) work, cited by Calderhead (1996) who 

noted that "pre-service teachers use episodic images as recipes for action but do not have 

the knowledge to question or modify them before or during the task at hand". 

To sum up what has been raised before, however, teachers ' beliefs are difficult to 

examine because beliefs generally are not observable, they are important to our personal 

and professional lives Nespor (1987) cited in Borg (2003: 1). Beliefs play an influential 

role in the appraisal and acceptance or rejection of new information and mcmory 

processes such as the retrieval and recognition of an event by an individual. It is for these 

reasons that this study focuses on teachers' beliefs system of teaching reading and their 

facilitation of students' comprehension at before, during and after reading of classroom 

practices. 

2.3. Sources of Teachers' Belief 

Richards and Lockhart (1994) state that teachers' belief system are founded on the goals, 

values, and beliefs teachers hold in relation to the content and process of teaching and 

understanding of the systems in which they work and their roles within it. These beliefs 

and va lues serve as the background to much of teachers activities. Richards summari zes 

that teachers' belief system are derived from a number of different sources: 

• Formal language learning experience. What teachers believe in one way or 

another is the reflection of how they themselves were taught. Their past formal 
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experience as a learner is considered as a source of beliefs. Borg (2003) argues 

that many teachers' beliefs come from personal experiences as a learner. 

• Informal language learning experi ence. Teachers' informal learning experience 

has its own impact to create beliefs in their entire life. For instance, if a teacher 

during his or her learning time informed that informal communication can not 

motivate learners as the formal ones, he or she develops that the informal 

language learning is less important for communication. Pajares (1992) notes that 

early experiences strongly influence final judgments, which in turn become 

theori es or beliefs that are high ly resistant to change. 

• Images of themselves as teachers. For many teachers the way they consider 

themselves as a teacher is a belief about teaching learning process. Some 

teachers, for example imagine themselves as a fountain of knowledge whereas 

others consider themselves as if they know little. So, this is one of the sources of 

their beliefs. 

• The teacher preparation program. For many teachers preparation is the begi nning 

in teaching. The way they prepare themselves can explain what he or she intends 

to accomplish. After its accomplishments whether positively or negati vely, they 

take it as a belief. 

• Schooling experience. All the activities performed in the process of teaching 

learning in the school have their own experience on the teachers. 

• Experi ence of teacher education. Teachers may draw on their understanding of a 

learning principle in psychology, or second language acquisition and try to apply 

it in the classroom. 

• Principles derived from an approach or method. Teachers may have beli efs on 

particular approach or method in terms of its effectiveness and try to apply it in 

their classrooms. 

• Practical teaching experience. In the school or in any institution where teaching 

learning takes place certain teaching styles and practices takes place. 
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Borg (2003: I 0) strongly argues that: 

When we speak about the influence of early educational experiences on 
teacher cognition the fac t that a lot of this learning takes place outside the 
school cannot be ignored. The role a/family, parents, other important people 
and events has not been given as much altention as formal education 
settings. 

To conclude, the literature examines in this section indicates that teachers' beli efs are 

shaped by their personal early experiences at home, schoo l or formal training. It has also 

been establi shed that the earlier a belief becomes imbedded into the belief structure the 

more difficult it becomes to alter. 

2.4. T he Relationship of Teachers' Beliefs and Language Practices 

Accord ing to Freeman and Jolulson (1998), "teachers are not empty vessels waiti ng to be 

fi lled with theoretical and pedagogical skills; they are individuals who enter teacher 

educat ion programs with prior experiences, personal values, and beliefs that inform their 

knowledge about teaching and shape what they do in their classrooms" (pAO I). 

Furthermore, Kagan (1992) affi rms that beliefs may be "the clearest measure of a 

teacher's profess ional growth" and that studying them is "instrumental in determining the 

quality of interaction one finds among teachers in a given school" (p.8S). 

There is now agreement in general education studies that teaching is a cognitive activity 

and that teachers' belief system greatly impact their instructional decisions in the 

classroom while teaching a language or any discipline Stern (1981 ). Within second 

language education, teaching is also now viewed as a complex cognitive activity Borg 

(2003). He suggests, teachers are active, thinking decision-makers who make 

instructional choices by drawing on complex practica lly-oriented, personali zed, and 

context-sensitive networks of knowledge, thoughts and beliefs. These beliefs are said to 

form a structured set of principles and are derived from a teacher prior experiences, 

school practices, and a teacher individual personality. 
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Indeed, research has indicated that teachers possess a vast array of complex beliefs about 

pedagogical issues including beli efs about students and classroom practices Borg (I 998 

and 2003), Burns (I 996). For instance, Stern (1983) states what teachers do in the 

classroom is said to be governed by what they bel ieve and these beliefs often serve to act 

as a fil ter through which instructional judgments and decisions are made. This belief 

system would enable him or her in fac ilitating the teaching either properl y or wrongly. 

There has been the need to study, understand and in a sense to defi ne, teaching a 

language independent of its out comes; this includes coming to understand the role of the 

teacher, the place of language as a subject matter, and the role of diverse contexts and 

learners Freeman (1996:356). The recent research endeavors in language teach ing in 

general and in second or foreign language teaching reading in particular reveal that the 

belief system teachers hold about language learn ing and instruction info rm their 

classroom dec isions Burns (I996), (Woods), (I996), Borg (2003). 

Given the potential importance of teachers' sense of belief fo r instructional effectiveness 

and student achievement, it is important that members of the educati onal communi ty 

understand possible factors that might enhance or hinder these beliefs. Researchers 

study ing teacher have examined the relations between teachers' belief system and 

teachi ng a language by its self has its own impact on education. The study of teachers' 

beliefs and practices forms part of the process of understanding how teachers 

conceptualize their work Clark and Peterson (I986) . The study suggests that it is 

necessary to understand the beliefs and principles they operate from. In other words, 

teachers' beliefs about teaching reading represent a complex relationship between 

themselves and their classroom behaviours. Eisenhart et al. as cited in Farrell (2005) 

argue that beliefs direct one's thoughts and behav iour. In addition Rueda and Garcia 

(I994) cited in Getachew (1996) assert that teachers' beliefs and behaviours are difficul t 

to examine as they are unobservable. In discussing fo rms of teachers ' beliefs Fang 

(1996: 1 0) notes: 

They can be embodied, among others, in the teacher's expectations olhis/ her 
students' pe,.formance or in the teacher's theories about a particular subject 
area's learning and teaching. Regardless of the forms they take, a teacher's 
beliefs can aflect teaching in one way or the other. 

17 



Therefore, teachers' beliefs and practices do affect learners' progress. If their practices 

are not valuable, the learners do not benefit. If the teachers find it hard to di scard old 

teaching beliefs and practices, learners are left to either cope or drop out Pajares (1992). 

He also points out the knowledge and beliefs that lie behind teachers' practices is the way 

in which teachers understand the subject matter and the knowledge they develop fr0111 

those beliefs that help them to foster children ' s learning. 

The literature suggests that teachers ' beliefs are unlikely to be replaced unless they prove 

to be inadequate or unsatisfactory. This unlikely to happen unless those beliefs are 

challenged, either externally or internally by the teacher and found to be impossible to be 

assimi lated into their existing practice. Furthermore, teachers' beliefs and practices 

involve a high level of personal invo lvement Borg (200 I). In other words, teachers use 

their experiences to project themselves in particular roles and to establish relationships 

within the classroom, so that children's interest is maintained and a productive working 

environment is developed. 

2.S. Teaching Reading Practices and Teachers' Belief 

In the area of language teaching, teacher belief systems have been examined to see how 

personal beliefs and knowledge of the pedagogical systems of teaching have informed the 

instructional practices and decisions of teachers of English as a second language in 

classroom Borg (2003) and Burns (1996) . In addition, the study of teacher beliefs, form 

part of the process of understanding how teachers conceptualize their work in the 

classroom. More or less all scholars agree that the beliefs that teachers hold influence 

their perceptions and attitudes. In turn, their belief could affect their classroom practices. 

Understanding thi s, teachers should improve their preparation and practices in teaching 

learning. According to Richards (1998), the ways the teachers learned and taught highl y 

affect their classroom practices rather than the method or approach they were using. Stern 

(1981:66) further assert that what teachers do is governed by what they think, and those 

teachers' theories and beliefs serve as " a filter tlu·ough which a host of instructional 

judgment and decision are made." 
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In order to explore teacher belief systems and classroom processes Richards et a!. (200 I) 

found out that: Changes in teachers' beliefs precede change in teaching practice, 

teachers' beliefs determine how they approach teaching (teaching reading) and also they 

affect the material s and activities they choose fo r the classroom. In all activities including 

the above points, the teachers need to be free to put their beliefs in to practice. However, 

there are also accounts taken into consideration. 

As Pajares (1992 p. 314) pointed out, "individuals are often unwilli ng or unable to 

represent their beliefs," in other words, stated beliefs or practices by no means dictate the 

actual practice in class or spell out their thoughts completely. In Maamouri 's (2003) 

study on EFL Tunisian teachers ' attitudes towards the reading course they were teaching, 

she found that most teachers enjoyed teaching reading and a few admitted that they felt a 

little bit bored at times because of the use of the same texts and tasks. Despite the fact 

that there are such incongruence between beliefs and classroom practices, it is not such as 

prevalent the consistencies that do exist between them. This would mean that some 

research findings reveal that what teacher' s think they do is reflected in their observable 

classroom practice and the others are to the contrary. 

Teachers theoretical beliefs influenced their classroom practices, and found evidence to 

suggest that what teachers say and do in the classroom sometimes vary. Teachers' belief 

system and classroom practices are a discipline that they are interwoven in teaching 

learni ng process. So, teachers have to ensure that their pedagogical beliefs every day and 

monitor how far their actions reflect their beliefs. According to Williams and Burden 

(1997), "not to examine one 's practice is irresponsible; to regard teaching as an 

experiment and to monitor one's perfo rmance is a responsible profession act." 

Certain teaching approaches for the teaching of reading have emerged in the empi rical 

literature as effective for all students, whether or not they experience reading difficu lties. 

In the last twe nty years, educational research has provided ample support for the assertion 

that teachers' classroom practices are determ ined to a substantial degree by their personal 
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pedagogical belief systems Shavelson and Stern (198 1) Kagan (1992) Pajares (1992). 

This would in fo rm us there are various investigations that reveal teachers ' belief system 

has an impact on their teaching activities, in our case teaching read ing. 

In today 's li terate world, academic success, secure employment, and personal autonomy 

depend on reading. Therefore, reading has an indispensable role in teaching a language. 

Convergent fi ndings of high-quality research have clarified how teachers teach read ing 

and what must be done to ensure that they do. Beyond doubt, reading earl y links one 

benefit to another. Enjoyment of reading, exposure to the language in books, and 

attainment of knowledge about the world all accrue in greater measure to those who have 

learned how to read. Thus to achieve thi s, teachers ' belief in teaching reading plays a 

crucial factor. 

Despite of the fact that reading has such an indispensable role in second or foreign 

language teaching and learning, the teachers' belief system of teaching reading and their 

classroom practices is unexplored. In general, little attention has been pa id to teachers ' 

belief system of teaching reading and their classroom practices. So, thi s research has 

tried to study teachers' belief system of teaching reading and their classroom practices. 

The fi nding of thi s research can shed light on the understanding of related issue under 

investigation. 

2.6. Conceptions and Reasons of Reading 

Read ing is considered as one of the most important skills which language learners should 

obtain , particularly as it helps to build vocabulary, teaches pronunciation and content of 

the text and leads to lifelong learning and improvement in first and second language 

skill s. "The ability to read is acknowledged to be the most stable and durable of the 

second language modalities." Bernhardt (1 99 1) cited in Zhang and Guo, (2005, p.l l l). 

Carrell (1 988, P. I) states "for many students, reading is by far the most important of the 

fo ur skills in a second language, particularly in Engli sh as a second or fo reign language." 

Readi ng can not be regarded as a set of mechanical ski ll s to be learned once and for all. 
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but rather as a complex process of making meanings from a text for a variety of purposes. 

To strengthen this idea, Widdowson (1978:57) cited in Berahanu (2008) argues that: 

Reading as the understanding oj discourse does not simply involve {he 
recognition oj what words and sentences mean but also the recognition oj 
the value they take on in association with each other as elements in a 
discourse. Reading in this sense is a kind oj accomplishment whereby a 
discourse is created in the ',nind by means oj a process oj reasoning. 

Though reading is not the only skill to be taught in the language classroom, it is definitely 

one of the most important for many ESLIEFL learners Grabe (2002). In the EFL setting, 

reading might represent an essential approach to learn the language since most learners of 

English might not really need to talk or listen to speakers of English, but they do need to 

read in that language for different reasons. Our learners are expected to read not only to 

succeed in academic areas but also to win their social life. 

Comprehension involves two underlying processes; receiving information via language 

and understanding the feeling of the writer. This shows reading involves realizing 

linguistic forms but with less attention when the target is communication. Therefore, 

reading is a complex and psycholinguistic process in which a linguistic surface 

representation encoded by a writer and ends with meaning which reader constructs. In the 

case of our country context, where English uses as a medium of instruction, reading plays 

an important role. This is undeniable that all subjects of teaching learning process would 

be facilitated with considerable amount of reading. 

According to Snow (2002), in order to help students learn from textual information, 

teaching reading is every teacher 's responsibility. When content areas use text as a 

learning tool, the responsibility for teaching reading tasks fall s on all teachers in all 

subj ects. Content area teachers have three primary reasons for failing to use reading. 

Firstl y, teachers feel inadequate to handle reading problems in their classrooms, teachers 

feel that reading instruction infringes on content area time, and many teachers deny the 

importance of reading techniques. 
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As Ginna (1994) citing Carrell (1988), Gina (1987), and McDonough (1984) concludes 

reading is the fundamental skill upon which all formal education depends. Research 

shows that a learner who does not learn the reading basics early is unlikely to learn them 

at all. Any student who does not learn to read early and well will not easil y master other 

skill s and knowledge, and is unlikely to ever flouri sh in school or in li fe in Eng li sh as 

second or fo reign language Carrell (1988). 

Students are expected to read effectively in preparatory schools and have a decisive role 

for pre colleges and universities, since these students are using English language to learn 

the whole subjects in general and promoting effective reading in particular. And also they 

prepare themselves for colleges and universities. Hedge (2003) states that any reading 

component of an English language course may include a set of learning goals such as, the 

ability to read a wide range of texts in English; thi s is the long-range goal most teachers 

seek to deve lop through independent readers outside EFLIESL classroom. It builds 

knowledge of language which will facilitate reading ability and schematic knowledge. 

The abili ty to adapt the reading style according to reading purpose (i.e. skimming. 

scanning) and developing an awareness of the structure of written texts in Engl ish are 

some components. 

It is generally agreed that many students starting from senior secondary schools to higher 

institutions inclusively students of Hawas preparatory schools are incompetent in reading. 

It is believed that language teachers can follow different approaches to the teaching of 

foreign or second language reading to foster learners' ability. Bamford and Day (1998: 

124- 141) state that "there are at least four approaches of teaching reading." These are 

grammar- translation, comprehension questions , skill s and strategies and extensive 

reading. 

In grammar- translation, students are taught in their first language after translation . The 

meaning of the text is not directly translated rather the meaning is constructed in native 

language. Comprehension question is a kind of approach focuses on text book containing 

simple and short passages that could help the learners to achieve grammar. In the case of 
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skill s and strategies, the teacher is expected to prepare a short passage for students in 

which they perform by relating with their prior knowledge. This approach can also foster 

students' vocabulary capacity. Extensive reading approach enables the readers to be a 

good competent in reading and effective in studying English for academic and 

occupational purposes. 

2.6.1. Pedagogical Implications of Reading Models 

Readi ng models has been criticized for disregarding the reader 's contribution to 

negotiating meaning from within the text. This result the readers not to utili ze their 

expectations about the text based on their prior knowledge of the content and the 

language. The ultimate goal of reading is reading comprehension. Reading 

comprehension is the process through which readers use their own syntactic, semantic, 

rhetorical and prior knowledge as well as necessary cognitive skill s to analyze, interpret 

and understand the writer ' s thoughts and ideas conveyed through the printed tex t. 

Therefore, readers employ different kinds of reading teclmiques in order to understand 

what they read Krashen (1983) . 

Read ing is completely an individual activity which takes place in all different ways from 

readi ng newspapers, magazines, written texts, telephone directories, labels on medicine 

bottles, etc. The ability to read is such a natural part of human beings that they seldom try 

to define reading. However, there are still different points of views on how reading is 

underway. According to Anderson (1999), there are three models of reading 

comprehension process: 'bottom-up ' , 'top-down' and ' interactive ' . 

The bottom - up model or linguistic or systemic knowledge, reading is viewed as the 

process of meaning interpretation in which "the language is translated from one form of 

symbolic representation to another" Nunan (1992). It is also understood as the process of 

recognizing the printed letters and words and building up a meaning from the smallest 

tex tual units at the bottom (letter and words) to larger units at the top (phrases, clauses, 

sentences). In the bottom - up model, the reader begins with the written text (the bottom) 
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and constructs meaning from letters, words, phrases and sentences found within, and then 

processes the text in a linear fash ion. Thus, bottom-up processing is inadequate for 

clari fy ing the reading process Nuttal (1996). "Because of the lack of feedback loops in 

the early bottom-up models, it is difficult to account for sentence-contex t effects and the 

role of prior knowledge of text topic as facilitating variables in word recognition and 

comprehension." Due to this limitation, the bottom-up view of reading fell into di sfavor. 

Top-down model reading is seen as the process in which readers move from the top, the 

higher level of mental stages down to the text itself. This approach emphasizes the 

reconstruction of meaning rather than the decoding of form, the interaction between the 

reader and the text rather than the graphic forms of the printed pages. The readers prove 
, 

his or her active role in the reading process by bringing to the interaction hi s/ her 

availab le knowledge of the subject and expectations about how language works, 

motivation, interest and attitudes towards the content of the text. 

Apparently, the strong points of top - down models outnumber those of the bottom - up 

as the reader and the center of the reading process proves his/her active rol e. However, 

for some researchers, these models still reveal certain shortcomings. Stanovich (1988) 

cited in Chou (2008) stated that the generation of hypotheses would actually be more 

time consuming than decoding and believed that in making the perfect ly valid point that 

fluent reading is primarily a cognitive process, researchers who approved top- down 

models tend to deemphasize the perceptual and decoding dimensions of that process. Due 

to limi tations of both bottom - up and top - down models, a new and more insightful 

reading process has been proposed under the name of interactive model. 

Interactive theori sts appreciate the role of prior knowledge and prediction, and at the 

same time emphasize the importance of rapid and accurate processing of the actual words 

of the text. According to Hayes (1995: 7), "in interactive models of reading different 

processes are thought to be responsible for providing information that is shared with 

other processes. The information obtained from each type of processing is combined to 

determine the most appropriate interpretation of the printed pages." The interactive 
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model incorporates the role of background knowledge in the language comprehension. A 

theoretical model to explain and forma li ze the role played by background knowledge in 

language comprehension is known as schema theory Carrell and Eisterhold ( 1983). In 

general, the arrival and popularity of interactive models show that interacti ve models can 

maximize the strengths and minimizes the weaknesses of both models. 

Generally, there is a consensus that reading both in Ll and L2 should be an interactive 

process in which the reader employs both bottom-up recognition skill s and top-down 

interpretative strategies. Identifying the models of reading could encourage the readers to 

employ the effective reading mechanism so as to use their time and energy wisely. It 

essential to comment teachers at Hawas preparatory school should employ the effective 

and appropriate way of reading models in their reading tasks. 

2.6.2. C lassroom Reading Stages 

Some of the common reading stages often raised as strategies employed by teachers and 

students are pre-rea<!.ing, while-reading and post-reading strategies. The pre-reading 

activity tasks are essentially schematic preparation. More recently, people pay more 

attention to the schematic knowledge than the langue. With sufficient practice, pre­

reading tasks assist students to overcome the common urge to begin reading a text closely 

ri ght away. Teacher intervention through instructions is seen as a necessary thing at any 

of these stages to build background knowledge that students lack by teaching it Grabe 

(2005) . Before reading the text students can be encouraged to do a number of things: 

predicting from the title; expressing an attitude about the topic ; reviewing their own 

experiences in relation to the topic ; activating existing cultural knowledge; becoming 

familiar with some of the language in the text. This is an important stage in which EFL 

teachers are expected to motivate learners towards the reading lesson. 

While-reading lesson can improve the student's abi li ty which becomes more fluent in 

English, especially in the areas of speaking and reading. The while-reading strategies will 

help them cope with problematic and greyer areas of the text, such as identifying the 
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main ideas and details of a text. Guessing word meanings by using context clues, word 

formation clues or cognates, scmming and skimming for specific pieces of informat ion, 

predicting text content, identify ing topic sentences that contain the main idea of the 

paragraph recognizing cOlmecting ideas via connectors and making conc lusions and 

drawing inferences are some. 

Due to the fact that students need diffe rent tasks to acquire the proficiency level , Whi le­

reading tasks are sometimes difficult to teach and learn so they are considered as 

challenging lesson. On the other hand, post-reading activities help students deepen their 

understanding of the content, build further cOlmections, and expand their prior knowledge 

of the subject matter. The aim of post-reading is to check the output of what they have 

learned in reading . The activities can either be oral or written and as varied as the text 

they follow, but ideally will tie up with the reading purpose set, so that students check 

and di scuss activities done wh ile reading and make use of what they have read in a 

meaningful way, such as, by di scussing their response to the writer' s opinions or by using 

notes for a wri ting activities. It includes rereading, evaluating text purpose, confi rmi ng 

predictions, summarizing, refl ecting, questioning and connecting materials to one 's own 

life Grabe (2005). 

2.6.3. Techniques/ Strategies of Teaching Reading 

As cited in Girma (1994), language learning strategies have been classified by many 

scholars Wenden and Rubin (1987), O'Malley et al (1985), Oxford (1 990), Stern (1992), 

Elli s (1 994) etc. For instance, Oxford (1990: 9) divides language learning strategies into 

two main classes, direct and indirect in general. 

Direct reading strategies are classified into cognitive and compensation reading 

strategies. Those cognitive reading strategies invo lve; repeating, practicing 

natu rali stically, sk i~ming, scanning, using resources, translation and summarizing. 

Again, in compensation reading strategies teachers m'e expected to share how the learners 
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guess the meaning of words with previously gained and use other clues to seek language 

based activities. 

In indirect reading strategies Girma (1994) states the metacognitive, social and affective 

read ing strategies. In metacognitive we found reading strategies such as, how to find 

about language learning, organizing, setting goals, identifying the purpose of the task, 

self monitoring and self evaluating. Asking for clarity, cooperating with peers and work 

for profici ency would be treated under social reading strategies. Affecti ve reading 

strategies involve, progressive relaxation, making positive statements, taking ri sks 

wisely, rewarding and discussing feelings. There has never been consensus among 

researchers fo r a clear cut definition of reading strategies. This diversi ty is largely due to 

the way the term has been used in different contexts such as first, second or fo reign 

language learning Cohen (1998) . Thus, research on second language reading strategies 

define in di fferent ways. 

According to Oxford (1990), reading strategies are opel:ational learning techniques, 

behaviors, and problem-solving or study skills that enhance learning more effecti vely and 

effici ently. In the light of second language learning, however, it is crucial to see the 

difference between strategies that enhance learning and strategies that improve 

comprehension. Reading strategy is a prime characteristic of expert readers because it is 

woven into the very fabric of "reading for meaning," and the development of thi s 

cognitive abi lity. Reading strategies which are related to other cognitive strategies 

enhancing attention, memory, communication and learning allow readers to elaborate, 

organize, and evaluate information derived from text. Because strategies are controllable 

by readers, they are personal cogniti ve tools that can be used selectively and flexibl y. 

And, reading strategy reflects both metacognition and motivation, because readers need 

to have both the knowledge and the di sposition to use strategies Kern (1997). 

Reading strategies refer to those specific actions which readers employ before, during and 

after reading in order to understand most efficiently what they read. According to Kada 
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(2005) , they are believed to influence readers in adjusting their reading behaviors to wo rk 

on text di fficulty, task demands and other contextual variables. 

2.7. Students' Belief System 

This research is designed to examine teachers' belief system of teaching reading and their 

classroom practices. It is also convincing to raise some review literature about students' 

belief system and their classroom practices. Many scholars agree that the way the learners 

think about the lesson cannot only affect their actual classroom practices, but also affects 

the way EFL teachers present the lesson. The students' need of learning has a crucial 

effect on teaching and learning. 

Horwi tz's (1999) in her research concluded that students' beliefs are expressed in 

different ways. For instance, some beliefs are probably shaped by students' previous 

experiences as language learners, and other beliefs are probably shaped by students' 

cultural background. Her finding has been widely accepted and supported by many other 

language learning researchers. For instance, according to Nachiengmai (1998) and 

Turner's (1994) cited in Berhanu (2008) study of two students with different cultural 

background reflects Horwitz' s idea that learners' belief affects teaching learn ing. 

To sum up, thi s chapter has tried to review related literature onl y the sali ent points which 

are directl y related to the finding. The researcher has attempted to discuss teachers' belief 

syste m, conceptions of reading and classroom practices. The max imum effort has been 

made to touch the areas to be explored in the finding. 
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CHAPTER THREE: RESEARCH METHODOLOGY 

3.1. Research Design 

Qualitative research was employed in this study. Qualitative research design was used to 

assess the belief of EFL teachers teaching reading. Belief was concerned with the 

meaning of human behavior and experiences, and of its social functions. This view is 

further advanced by Merriam (2001: 12) who defines qualitative research as "umbrella 

concepts covering several forms of inquiry that help us understand and explain the 

meaning of social phenomena with as little disruption of the natural setting as possi ble." 

It was hoped that quantitative methods can not give depth of information about the 

subjects ' beliefs of teaching reading as can qualitative methods. 

In order to achieve the designed target of qualitative and quantitative case study, the 

researcher selected interviews, classroom observation and questionnaire for data 

gathering. This kind of various data collecting tools enriches and maximizes the validity. 

Woods (1996) further, strengthens that triangulation is an important area. 

3.2. Sampling 

The number of research site and participants were limited to one school and 5 EFL 

teachers respectively to control inconsistency. The larger the number of respondents, the 

more difficu lt to assess consistently Creswell (2003). 

3.2.1. School 

The setting of the finding was Hawas Preparatory School in Adama. This school was 

selected because of the number of teachers engaged in teaching EFL in the school were 

convenient and since the school was established recently less number of researchers 

conducted a research there. The researcher had also good exposure to the school that 
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facil itates ferti le ground for the data collection however, difficult to invo lve the entire 

EFL teachers and Grade II students in the study. Rather, EFL teachers of Grade I I were 

purposefully chosen for the investigation. 

The researcher chose Grade II due to the following points. Firstly, it was the beginning 

of the preparatory class, where students were expected to establish a good ground for 

higher institution education. Grade II was the first year of preparatory school in which 

special considerations and preparations are given by the concerned bodies. Secondly, 

Grade 11 English textbook was more exploitable than Grade 12 to fulfi ll the objective of 

the study. Further more, the researcher doubted from the teaching experience that the way 

preparatory I teachers in general, language teachers in particular approaches their 

students might not properly prepare the learners to be efficient and effective readers in 

tertiary levels. Lastly, Grade 11 was selected because the students and teachers are less 

worried about the national exam when compare with Grade 12. 

3.2.2. Teachers 

Respondents of the study were selected from Hawas Preparatory School. All respondents 

were from Grade II . It was agreed that teachers of Grade 11 were more expected to 

prepare their learners for the higher education than other grade teachers . Reading lays its 

found ation in this section. Of the 12 EFL teachers of Grade 11 , five were selected by 

purposive sampling. One of them was a female. Purposive sampling was chosen since it 

is an assumption that the investigator employs when the researcher thinks the samples 

can teach more Chein (1981) in Merriam (1988:61). Out of 15, 6 sections of Grade II 

were observed to emich the data. 

Teachers' profile was identified with their range of teaching experience, sex, a range of 

certificate from Degree to MA or MEd, and field of specialties like TEFL, Lingui stics 

(English Literature) and English Education was considered. (for their profi le see the 

appendix on page 70). Each of the subjects was observed at least two times. 
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3.3. Instruments 

3.3.1 Questionnaire 

The purpose of the questionnaire was to generate information from the EFL teachers of 

Hawas Preparatory School about their beliefs of teaching reading and their classroom 

practices. The items in the questiolmaire were accompanied by five and four response 

categories but the analysis were not in percentages rather in words. Many scholars al so 

support that employing questionnaire to find out information about teachers' belief could 

be effective. 

The questionnaire (see Appendix B) consisted of four parts. Part I dedicated to the 

personal information of the respondents, such as sex, teaching experience, age and 

academic qualifications. The II part asked the respondents to give their beliefs about 

teaching reading. In part III respondents were asked to indicate the reasons of teaching 

reading lesson. The last part of the questionnaire was designed to elicit frequency use of 

the teclmiques in teaching reading tasks. It was adapted from Teacher Beliefs Inventory 

for Strategy Instruction prepared by Rae Lan and revised by Oxford (1990). The rationale 

to adopt a five and a four point Likert scale was to generate more comprehensive 

responses from the subjects providing them with an opportunity to indicate a range of 

opt ions. Questionnaire was given due attention in di scovering the theoreti cal aspects of 

EFL teachers' belief of teaching reading. 

3.3.2. Interviews 

Interviewing allow the collection of data in the subjects' own words thereby affording the 

researcher an opportunity to discover perceptions, interpretations and the meaning which 

they give to their actions. An interview was administered for five teachers in Hawas 

preparatory School (for complete information see Appendix C). It was one of the most 

powerful tools used to understand people 's beliefs selected by researcher. According to 

31 



Best and Kahn (1998), due to its interactive nature, interviewing has several merits to 

gather data. Each interview lasted between 15 and 20 minutes. 

It was preferable to employ semi-structured interviews since it consisted of specific and 

defined questions determined beforehand, but at the same time it allowed some 

elaboration in the questions and answers. Having a rapport helped to bring out detailed 

information about the teachers' personal beli efs and theories of language learning and 

teaching; details that might not have been possible to access simply tluough questionnaire 

and observation. The aim of an interview was to find out and strengthen the 

questiOimaire. Not only gathered the information that strengthened the questionnai re on 

teachers ' belief system but also for what purpose teachers apply each stage (before, 

during and after) of reading. Even, to crosscheck what were the conflicting points or the 

beliefs and practices in the questionnaire and observation (what was seen inact ion). For 

the correct transcription their consent was recorded and transcribed. 

It was targeted to obtain detail information about the teachers' beliefs of teaching reading 

and factors that hinder to reflect their beliefs in practices and why their belief systems did 

mismatch with their actions in the classroom. Furthermore, it was held to know the 

reason of teaching reading and if they obtained any training on teaching reading. The 

relationship between questionnaire and interviews were also raised. Questionnaires 

provided eas ier ways to collate and analyse data than interviews. In particular, closed 

questions, in which the respondent was asked to, select an answer from among a list 

provided by the researcher. Whereas, interviewees treated the questions more seri ollsly 

than in questionnaires and there was less opportunity in interviews than in questionnaires 

for the respondents inadvertently to omit something. 

3.3.3. Classroom Obscn'ation 

Studying teachers ' and students' belief is a cognitive activity; their beliefs can be inferred 

fro m observation of teachers' and students' behaviors. How far they were implementing 
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what they think was known VIa this type of instrumentation. Observation gave the 

researcher looks the opportunity to gather live data from live situations. Merriam (2001) 

argues that observation is one of the major means to collect data in qualitative research. 

The observation was made while the participants were teaching in six different sections at 

least twice. The purpose of observation in the context of the present study was not to 

evaluate the teaching reading. Rather, observing the teachers and students in action 

allowed a means of assessing the extent to which the teachers' and students' beliefs and 

reported practices corresponded to what actually happened in the classroom. The 

observation included the lesson plan to what extent the teachers gave emphasis for 

teaching reading in comparison to the other activities such as, grammar, listening, writing 

and communicative in their lesson plans. 

Therefore, after preparing points of observation the researcher followed the observees so 

as to see if their beliefs were consistent with their classroom reflection. Of course, fi ve of 

them were thoroughly observed however, there were time constraints and other 

inconveniences. Nevertheless, maximum effort was made in observing classes. The 

discussants also interested to show their lesson plans. In addition to a preparation of a 

checklist consisting of items yes I no questions which were filled by the observer, audio 

recording and note takings were performed simultaneously by the researcher. The 

checklist consisting 23 items (see p. 77) for the respondents. During observation the 

researcher made his own notes and recorded the sound of classroom situations by tape 

. recorder. This supported to get rich information whether there was divergence or 

convergence between beliefs which was elicited in questionnaire and interview. 

3.4. Data Collection Procedure 

First discussion was held with the school director and English language teachers of 

Preparatory I (Grade 11) to have necessary information that facilitates the study. This 

enabled the researcher to have more experience about the school and the prospective 
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respondents. In fact, all the essential information including the significance of the study 

was made clear in its turn for the concerned bodies. 

Before administering the questiolmaire and conducting interviews, classroom observation 

was conducted . It was hoped that thi s can minimize the respondents not to prepare them 

to give information which was unauthentic. Respondents sometimes mi ght adjust 

themselves towards in giving justifi ed or much shaped responses to sati sfy the researcher. 

An interview wi th the subjects was held at the end. This enabled the researcher to 

interwoven what would be seen in observation at the beginning and the questiorU1aire 

fi ll ed by the teachers at the same time in semi-structured- interview. 

3.5. Data Organization and Analysis 

The data organization and analysis started with review of relevant literature on the bel ief 

of EFL teachers teaching reading and their classroom practices. Questionnaire, interview 

and classroom observation were analyzed one by one. The questionnai re which consisted 

of 40 items was analyzed carefully. The questionnaire aimed to collect data on the 

teachers' beliefs of teaching reading, how frequently they used techniques of teaching 

read ing and what are the reasons fo r teaching reading lesson and task. The researcher 

preferred analyzing the questionnaire by words to percentages since the numbers of the 

participants were five. 

Interviews and questionnaire were employed for the teachers to get rich data abo ut the 

belief of teaching reading. This enabled to obtain teachers' belief system of teach ing 

reading and whether they did what they say they do. It also helped to know the factors 

which hinder to reflect their beliefs in practices. Thus, both quantitative and quali tative 

method of data organization and analysis were used. Using qualitative instruments not 

onl y provided ri ch and invaluable information about belief system but also more strong 

and convincing since used in di fferent angles. Thus, ski llfuJly combining tools of 

qual itat ive and quantitative approaches made the results independent findings. 
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CHAPTER FOUR: PRESENTATION AND DISCUSSION OF DATA 

This part 01' the paper deals with the discussions of results obtained from the data. 

Interpretation and analysis begins with discussing results of the data gathered thJOugh 

questionnaire from 5 EFL teachers. Then, the data collected thJOugh interviews and 

classroom observation was analyzed turn by turn qualitatively. 

4.1. Data from the Questionnaire 

The questionnaire had 4 parts. Thus, the first part of the questionnaire treated information 

background about the samples (see App. A on P.70). The second part of the questiOJU1aire 

having five response categories (9 items) was about teachers' beliefs of teaching reading 

and the third part (7 items) designed to investigate reasons for teaching reading lesson . 

The last part of the questionnaire (24 items) asked the respondents how often they use 

reading techniques in teaching reading (see App. B.) 

4.1.1 Teachers' Beliefs about Teaching Reading 

Items 1-9 of the questionnaire were designed to elicit information from EFL teachers 

about their belief about teaching reading and whether practices in reading class. The 

replies made to these questions are presented in Table 2 below. 

Table!. Responses about Teachers' Belief of Teaching Reading 

.. ---
No Items TA TB TC TD 

1 I read lessons are as important as other skills in foreign A SA SA A 

language teaching. 

2 I integrate the information in the text with what they A A A SA 

already know 
--

0 I believe in employing reading strategies to read EFL SA SA A ) A 

---
TJ;: 
------
D 

SA 

_ .. __ .. 
A 

effectively and independently __ ___ ~ J 
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4 

5 

6 

7 

8 

9 

[n my lesson plans, teaching reading IS equally A A SA A 

emphasized like other skill s 

J give emphasis to teach vocabulary SA SA A SA 

J explain the content of the text in detai l N SA SA A 

I moti vate learners to guess key words D A A A 

I believe in reading the text aloud for students D D A A 

I teach reading through predicting new words and SA A SA SA 

silent reading 

Key: 

SA= Strongly Agree; A= Agree; N= Neutral; D= Disagree; SD= Strongly Disagree 

TA= Teacher A; TB= Teacher B; TC=Teacher C; TD=Teacher D; TE= Teacher E 

Item I was designed to examine if the teachers perceive teaching reading skill is as an 

important as other ski ll s in English. As can be seen from Table 1, almost all respondents 

i.e. teacher A, B, C and D said that they agreed that teaching reading is equally essential 

as other skill s in language teaching. Only, teacher E replied that he disagreed towards the 

importance of teaching read ing. The second item of the inventory was designed to assess 

whether the teachers believed in integrating the information with what students already 

know. As it can be seen from the Table I , all of the subjects reported that they agreed in 

integrating the information in the text with what they already know in teaching read ing. 

Item 3 of the inventory intended to identify whether they believe in employing reading 

strategies, such as scmming and skimming in teaching reading to read effectively and 

independently. As can be seen from Table I , all of the respondents agreed that they 

believe in employing reading strategies to promote learners' effectiveness and 

independence in teaching read ing. 

As indicated in Table 1, item 4 of the inventory was meant to draw information whether 

the respondents believe in preparing lesson plan fo r teaching reading as they do in 

grammar and communicative teaching. All of the respondents expressed that they agreed 

in the preparation of lesson plan for presenting read ing in the classroom. Item 5 of the 

37 

A 

A 

SA 

SA 
-

N 

A 



questionnaire sought to know if the teachers believe in glVll1g emphasis to teach 

vocabulary in teaching reading. There was no difference among the respondents that all 

of them agreed that emphasis should be given to teaching readi ng for vocabulary 

expansIOn. 

Item 6 of the questionnaire was intended to draw info rmation from subjects whether they 

believe in explaining the content of the text in detail in teaching reading. Almost all 

respondents confirmed thi s by saying explaining the content of the tex t in detail is 

sign ificant. But, teacher A responded that he was neutral in explaining the contents of the 

text to students in teaching reading. 

Regarding to item 7, it was designed to know the beliefs of the respondents regarding to 

motivate learners to guess the meaning of new words. The result indicated that except 

teacher A, who di sagreed towards motivation, all of the EFL respondents stated that they 

agreed in motivating their learners to guess the meaning of new words. 

Item 8 of the questionna ire was aimed at whether the respondents believed in reading the 

text aloud for students. Two of the respondents, TC and TD, reported that they agreed in 

reading the text aloud for the students. Where as, TA and TB stated that they disagreed 

to reading the text aloud in teaching reading. Teacher E, on his turn replied neutral. In 

item 9, the inventory was intended to address whether the respondents believe 111 

employing prediction of new words and silent reading as good means of teaching read ing. 

As can be seen in the Table I, all respondents agreed that they employed predicting new 

words and silent reading as good way of teaching reading. 

4.1.2. Reasons for Teaching Reading 

Items from 1-7 were designed to generate the reasons for teaching reading. To make the 

ana lysis and presentation of the items in the tab le 2 easy and more understandable, the 

fou r response categories were lumped into three: Very important, important , less 
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important and not important. Very important was lumped into important. The rep li es 

made to these questi ons are presented in Table 2 below. 

Table 2. Responses of Reasons for Teaching Reading 

No Items TA TB TC TO 

I Teach language structure NI LI NI N l 

2 To deve lop reading fluency I VI VI V I 
, 

Teach pronunciation I LI LI I .J 

4 Teach individual reading profile NI I I I 

5 Teach grammar VI I VI VI 

6 Teach vocabu lary I VI I I 

7 Teach the contents I VI I J 

Key: 

TA= Teacher A; TB= Teacher B; TC=Teacher C; TD=Teacher D ; TE= Teacher E 

VI= Very Important; 1= Important; LI= Less Important; NI= Not Important 

TE 

LI 

I 

VI 

VI 

I 

I 

I 

Item I was designed to find out whether teaching about language structure is a reason or 

not in teaching reading. As indicated in Table 2, teacher A, C and D repl ied that teaching 

of the structure is not reason of teaching reading. Where as, TB and TE reported that 

teaching reading for the reason of structure is less important. With regard to readi ng 

fluency of the questiolUlaire, which was meant to ask the respondents whether the reason 

of teaching reading is to develop reading fluency is important. As indicated in the Table 

2, all of the respondents expressed that they claimed teach ing reading is important to 

develop reading fluenc y. 

Item 3 was intended to know if the respondents' believe that the reason of teaching 

reading is to teach pronunciation. As it can be seen from Table 2, three teachers i.e. 

teacher A, D and E said that teaching pronunciation is important. Where as, teacher Band 

C responded that teaching read ing for the reason of pronunciation is less effective. Item 4 

of the inventory asked the respondents if they handle learners ' reading profile in teach ing 

reading is important or not. Four of the teachers stated that it is important to manage 
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individual reading profile. Only, teacher A rep lied it is not important to deal with readi ng 

profi les in teaching reading. Item 5 of this section intended to draw information if the 

responden ts think the reason of teaching reading is to foster grammar. As indicated in the 

Table 2, a ll of the teachers unanimously expressed their belief that the reason of teaching 

read ing is to foster learners ' grammar knowledge. Items 6 and 7 of the inventory aimed at 

exp loring the teachers ' belief of teaching reading whether important in promoting 

vocabulary and the content respecti vely. As can be shown in the Table 2, all respondents 

stated that teaching vocabulary and giving emphasis to the contents are important reasons 

in teaching reading. 

4.1.3. Frequency use of Pre-Reading Techniques 

Items from 1- 10 were designed to gather information about how frequentl y the 

participants use pre-reading techniques. The replies made to these questions are presented 

in Table 3 below. 

Table 3. Responses of Frequency use of Pre-Reading Techniques 

No Items TA TB TC TD 

I Read the titl es and assist to predict 3 4 3 4 

2 Sets a context 3 " 2 2 ~ 

0 Sets a purpose 3 0 2 2 ~ ~ 

4 Helps quickly to look over the text 2 0 0 0 
~ ~ ~ 

5 Present warm-up questions 3 3 3 3 

6 Teaches vocabu lary 4 4 4 4 

7 Relate the text with prev ious 4 4 0 " ~ ~ 

8 Provides language preparation 0 0 4 " ~ ~ 0 

9 Draws students ' attention 2 4 4 2 

10 Activates the students' knowledge 3 3 0 4 0 

Key: 

TA= Teacher A; TB= Teacher B; TC=Teacher C; TD=Teacher D; TE= Teacher E 

4= Always 3= Usually 2= Sometimes I = Rarely 0= Never 

TE 

2 
0 
~ 

0 
~ 

I 

2 

4 
--

0 
0 

4 
---
4 

4 
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In item I , respondents were asked informat ion on how often a classroom teacher asked 

students to read the titles and assist in predicting what the text is about in pre- reading. As 

the Table 3 shows almost all of the respondents, except teacher E who said he sometimes 

employed reading titl es and assists in predicting what the text about, agreed that they 

usually or always employed the tasks. In response to items 2 and 3 teachers were asked 

how frequently they set a context and a purpose before reading texts. As seen from the 

Table 3 the respondents, teacher A, Band E usually set a context and a purpose fo r 

teaching reading. Teacher C and D told that they sometimes set a context and purpose. 

Item 4 sought information on how often the teachers help their students quickly to look 

over the text. As can be seen from the table, three of the respondents (TB, TC and TD) 

reported that they usually perform the task. Where as teacher A and E always and rarely 

do the tasks respectively. In response to item 5, thi s referred to how often the teachers 

provide warm-up questions. Almost all the respondents answered they usuall y provided 

warm-up questions. Only teacher E said that he sometimes presented warm-up questions. 

With regard to teaching vocabulary, thi s elicited the subjects' response on how often the 

classroom teachers emphasised on the vocabulary expansion before students read the text. 

In reply to thi s, all the respondents reported that they always emphasize for vocabulary 

expansion. Regarding item 7 and 8, as seen in the table 3 the respondents were asked how 

often they encourage students to relate the topic with their prior knowledge and provide 

language preparation in teaching reading. In response to both items, no big difference 

among the subjects that all of them usually or always performed the stated statements. 

The 9th item of this section was designed to examine how frequently the EFL teachers 

capture learners' attention on the new vocabulary in teaching reading. Teacher C, B, E 

and teacher A and D reported that they usually and sometimes do the task respective ly. 

Again the last item of this section, asked how often the teachers activa ted hi s or her 

learners ' knowledge towards the subject in reading teaching. As can be seen in the Table 
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3, all respondents replied that they usually or always motivate their learners' knowledge 

towards the subj ect. 

4.1.4. Frequency use of While-Reading Techniques 

As it was stated under the topic 4. 1.3. , the intention of the items from 1- 5 were to know 

how often the EFL teachers use the techniques of teaching during reading. The responses 

are given in the table below. 

Table 4.Responses to Frequency use of While-Reading Techniques 

No Items TA TB TC 'I'D TE 

I Help to understand the text structure 2 3 3 3 1 

2 Help to understand the writer' s purpose " " " 0 4 J J J J 

" Clarify and comprehends text 4 " " 0 
J J J J 

4 Use inferencing and judging " " 2 2 J J 

5 Survey the general information 2 2 3 2 

Key: 

T A= Teacher A; TB= Teacher B; TC=Teacher C; TO=Teacher 0 ; TE= Teacher E 

4= Always 3= Usuall y 2= Sometimes 1= Rarely 0= Never 

0 
J 

3 

" J 

Item I was designed to elicit information from the respondents how often they enhance 

learners to understand, organize and analyze the passage. Three subjects (TB, TC and 

TO) as seen from the Table 4, they reported that they usuall y do those acti vities. Where 

as, TA and TE sometimes and rarely do the tasks respectively. Regarding the items 2 and 

3, they were intended to discover how often they teach their learners to understand the 

intention of the writer and comprehend the text. In both items, the respondents 

unan imously replied that they always or usually help to understand and comprehend. 
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Item 4 drawn the information how often the teachers encourage the learners to usc 

inferencing and judging. As seen from the Table 4, the majority of the respondents stated 

that they usuall y use inferencing and judging approaches in teaching read ing. Where as, 

TC and TO told that they sometimes do the task. Regard ing to the item 5, teachers were 

asked how frequen tly they faci litate their learners in surveying the general informat ion of 

the text. As shown in the Table 4, all of the respondents usually or sometimes faci litate 

their learn ers to capture general information of the text. 

4.1.5. Frequency use of Post- Reading Techniques 

Items from 1- 9 were designed to gather information about how frequentl y the 

participants use teclmiques of pre-readil!B.. The replies made to these questions are 

presented in Table 5 below. 

Table 5. Responses of Frequency use of Post-Reading Techniques 

No Items TA TB TC 

I Encourage learners to draw conclusions 4 3 
, 
~ 

2 Motivate students to discuss 2 4 3 
, 

Ask students to comment on the text 3 3 I ~ 

4 Give students a quiz 4 4 3 

5 Follow-up activities 
, , 

4 ~ ~ 

6 Assign students to do tasks 4 4 4 

7 Ask students to interpret 3 3 
, 
~ 

8 Answer some comprehensions 4 4 4 

9 Lead students to a deeper analysis 
, , , 
~ ~ ~ 

Key: 

TA= Teacher A; TB= Teacher B; TC=Teacher C; TO=Teacher 0 ; TE= Teacher E 

4= Always 3= Usually 2= Sometimes I = Rarely 0= Never 

'I'D 

4 

4 

3 

3 
. 

4 

4 

3 

4 
, 
~ 

In item one, the subjects were asked how frequentl y they encourage their learners to 

conclude the text after they read. As we can understand from the Table 5, all of the 

respondents replied that they always or usually initi ated the learners to conclude the lext. 
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Regarding to motivate students in the item 2, teacher A said that he sometimes motivates 

hi s learners. Where as all of the remaining subjects replied they always or usuall y 

motivate their learners towards learning. 

Item 3 dealt with how often the teachers ask students to comment on the text in teaching 

reading. As indicated in the Table 5, almost all subjects uniformly reported that they 

usuall y encourage their students to comment on the text. One of the teachers (TC) 

reported that he rarely does that kind of task. Regarding the items 4 and 5, teachers were 

asked how frequently they give a quiz and follow up students in teaching reading. As 

shown in the Table 5, all the subjects stated they usually or always perform the task. The 

6th item of the inventory asked teachers if they usually assign tasks for students to 

perform depending on the information given in the text. All the subj ects of the study told 

that they always assign tasks that could be performed by the students based on the 

in formation gathered from text. 

Items 7 and 8 of the inventory designed to assess how often the respondents ask for text 

interpretation and ask comprehension. A ll of the teachers unan imously reported that they 

usually and always do those kinds of tasks respecti vely. Item Y was designed to elicit 

information how frequently the respondents initiate their learners towards a deeper 

ana lysis of the text. Just like to the item 7, the respondents claimed that they usually lead 

students to a deeper analysis of the text. 

4.1.6. Summary of Data from Questionnaire 

In general , the results of the questionnaire which was intended to discover EFL teachers' 

beli ef system of teaching reading revealed that they believed theoretically in the 

significance and reasons of teaching read ing. Furthermore, the respondents rep li ed that 

they used the techniques or strategies of reading frequentl y. With regard to the teachers' 

belief of teaching read ing, the data indicated that all the participants believed in the 

activities, such as the significance of teaching reading, integrating teaching reading, 

preparing lesson-plan for teaching reading and giving emphasis in teaching reading . 
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The other section of the inventory was des igned to draw information frolll the 

participants for what reasons they taught reading. So, the information drawn frolll the 

subjects indicated that the most reasons were teaching vocabulary, the content, reading 

fluency, read ing profiles and to foster grammar skill. To the contrary, their belief towards 

teaching structure and pronunciation were not the reasons. The data concerning how 

frequently the subjects use reading teclmiques showed that almost all of the respondents 

i.e. except teacher E who once said he rarely used, the other subjects used always, usually 

or sometimes the techniques of reading. 

Thus, one can deduce from the resu lts of the questionnaire that teachers do have their 

own strong belief systems of teaching reading. What kind of relationship or consistency 

could be seen between their belief and practice of teaching reading would be verified in 

the interviews and observation. 

4.2. Data from the Interviews 

4.2.1. Teachers' Belief and Its Influence in Practice 

The purpose of the interview was to elicit the teachers' bel ief system of teaching read ing 

and the factors that impede teachers to implement in practices. The items in the 

interviews were designed to verify and strengthen the questionnaire. The data from the 

interviews were carefully transcribed and put into meaningful units. Thus, it has been 

tried to identify the salient themes which are emerged for teachers' belief of teaching 

reading and factors that hinder to implement their beliefs in classroom. The results of the 

anal yses aiming to answer the interview questions were summarized into the next points 

of view. 

:» Teach reading as important as other skills 

:» Use reading to develop reading fluency 

:Y Teach reading to enllance pronunciation 
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>- Handle students reading profile 

>- Teaching grammar 

>- Employ for vocabulary expansion 

>- trainings on teaching reading 

4.2.1.1. Teach Reading as Important as other Skills 

The first item of the interview was intended to draw info rmation from the discussants 

about their belief of the importance of teaching reading as that of the other skills. The 

information drawn from the interviewees revealed that teaching reading is as equally 

important as other teaching skills. More or less all the discussants of the study have 

simi lar beliefs to the importance of teaching reading that they believed teachi ng readi ng 

is as equal ly important as other skill s. Teacher A, for example who has taught EFL for 20 

years, stro ngly agreed in its importance that reading is essential to students' academic 

achievement and invo lves a complicated process. 

He stated that failure to learn reading during primary level may cause a 
student to be lacking in the ability to read well. In addition, students with 
limited literacy skills may develop poor self-esteem, lack motivation, display 
behavioural and academic problems; thus leading them to be alienated./iom 
regular curriculum. For him, focus should be given to the elements of the 
language as equally as possible. This is because students 'would get lost in 
learning English if their reading skill is less. 

Similarly, teacher B who has been teaching English fo r 2 years believed in the 

significance of teaching reading as the same to that of other skills. 

"J believe reading is the most emphasized skill. It is not a skill that can be 
automatically learned in overnight. Rather, it involves a complex process of 
making meaning Fom a text for variety of purposes and in a wide range of 
contexts. So, teaching reading is highly essential for learners academic and 
job success. " 

Like TA and TB, Te also strongly bel ieved that teaching reading is equa lly important. 

This is because teachi ng reading is the abi lity which enhances learners to understand and 

use the info rmation. Furthermore, it is a key to a student's success in learning. Successful 
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students have a repertoire of strategies to draw upon , and know how to use them 111 

different contexts. To ach ieve learning in higher insti tution, reading must be focused 

For teacher D, the importance of teaching reading in comparison to the other sk ill should 

be seen not only in the perspectives of teachers. Rather deal ing with students' poi nt of 

view is constructive. He comments: 

Students have diverse talents, strengths, interests, and experiences. Further, 
they have different language and cultural backgrounds. These variations 
influence the instructional decisions that teachers make. To ensure access, 
equity, and opportunitiesfor all learners to become reade/'s and achie1!e their 
fiill potentia! in their education the teachers need to believe the importance of 
teaching reading the same with the other skills. 

Teacher E furthe r stressed that teaching reading is very important that readers learn the 

importance of providing opportunities for students to engage in daily read ing of extended 

text for authentic purposes and how to promote and model reading as a pleasurable and 

benefic ial activity. The discussants were additionally asked why teaching read ing is as 

important as other skill s. Teacher Band D for example, said that reading is the base for 

all skills. They also felt confident in teaching reading. Some of the reasons they gave fo r 

its importance's are the following: 

They know the vocabulary in the text, they enjoy reading, they teach 
pronunciation, they get new information and students learn vocabulaty and 
grammar. Teachers C and E, however, had mixed feelings on teaching 
reading. For instance, they said that the way they feel when teaching reading 
depends mostly on students ' motivation. 

The di scussants were also interviewed if they are properl y applying or teaching reading 

as equa ll y important as other skill. For this, teacher A and B said: 

They recognized that reading is an important activity that helped students gain 
vocabu!my; improve pronunciation and other sense of creativity. However, its 
actual realization in class appears to have been limited, confirming students ' 
statements that they did not actually do much reading in English with the 
exception of what they read in class. Teacher B, for instance said that "reading 
lIIas usefid only if it was done with a pU/pose in mind " According to her, tasks 
assigned with readings were necessmy. As a teacher we have to fo rce them to do 
things concretely during reading. Teacher D also added the effectiveness of 
reading as a way to help students with grammar, .fluency, organizing pro Jiles and 
employing correct reading techniques. 
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The participants responded on the given item in different ways. Their belief of teaching 

read ing what they had mentioned in the questionnaire and interview was matching. 

However, what practiced was seen differently. For instance, teacher E was observed 

teaching a reading passage on the title "Inventor and Invention." The teacher was 

observed working the assignments through out the period. Thus, nothing was observed 

abo ut the key vocabulary and purposes of reading, particularly what should be done on 

pre-reading, while- reading and post-reading. 

4.2.1.2. Teach Reading to Develop Fluency 

All of the discussants in the stud y expressed their beliefs similarly that they bel ieved in 

teaching reading to promote learners' fluency. Students learn about the importance of 

fluent reading, the relationship of fluency to comprehension, how to assess fluency, and 

ways to develop readers' fluency (such as rereading familiar books and choral read ing). 

This could be possible through teaching reading in promoting fluency. 

Interviewee B for example, reported that she believed in teaching reading for the sake of 

promoting fluency so that learners could feel confident and independent to developing 

thei r fluency. So, the discussant assured, she presented teaching reading in this way. 

Simply, fluency is reading with ease, read ing with speed. She suggests: 

"As to me the center of teaching reading should be to develop students' fluency 
rather than accuracy ... Of course, accuracy is something important but priority 
should be given fo r fluency in teaching reading. You know ... students should 
learn about the role reading fluency plays in projicient reading. Students should 
learn about the importance afreading often as a way to promote fluency. " 

Teacher A, however, di scussed that an EFL teacher should consider the interest of hi s or 

her learners in teaching reading. Since, thi s is one important part (developing fluency) 

that can affect teachers' belief systems positively or negatively: 
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"Teachers' belief in leaching reading to develop fluency can be presented in 
various ways, but a teacher is expected to have a good knowledge of his or 
her students. 1 want to say ... if 1 know my students' interest of reading 1 
could not/ind difficulty to enhance their fluency of reading. " 

Invariably, teacher C believes that teaching reading achieves its target more or less when 

it promotes learners fluency. 

"As far as my knowledge of teaching reading is concerned, reading fluency 
is an important area of skill where we teachers need to pay attention whilst 
teaching reading tasks. " 

Teacher D, who is experienced in teaching EFL for 5 years, also tried to clarify his idea 

on the teaching of reading fluency by saying that. .. 

"/ strongly believe that in teaching reading learners should promote their 
reading fluency, they have to be concerned about how they communicate 
the message not its structure or something else. " 

He also mentioned that there are some reasons for the mi smatch between hi s stated belief 

and practice in teaching reading. 

J have the belief to teach reading fluency, but 1 see myself teaching 
differently ok. This is because; you know that 1 think my students understanding 
level. So, in order to minimize the problems to my students 1 do nol only employ 
fluency in reading. " 

Invariabl y, teacher E believed that students who can decode text accurately, read at an 

acceptable rate, and read aloud with appropriate expression are said to be fl uent readers. 

He added that those types of students become more fluent when they are given lots of 

opportunities to practice their reading either independently or with guidance anel 

ass istance frol11 a more accompli shed reader. 

4.2.1.3. Teach Reading for Pronunciation Improvements 

The subj ects of the study had different beliefs with regard to teaching reading for the 

reason of correct pronunciation. Teacher A, C and D fo r example, similarly believed in 
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the importance of teaching reading to exercise correct pronunciation. Teacher A, for 

example, suggests: 

... as a teacher 1 have to consider pronunciation in leaching reading lesson. 
This would mean in reading session J am expecled to pronounce word~, phrases 
and others so that my students follow me. Pronuncialions, like new and key 
words in a passage should be correctly pronounced 

To the contrary, teacher B did not believe to teach reading for the target of benefiting 

learners in pronunciation. She argues that instead of teaching reading for pronunciation it 

wou ld be better to inform them the techniques of learning pronunciation. She also added 

that she has been teaching English in non-native environment. 

Teacher C, just like teacher BOll the Issue of teaching reading for the correct 

pronunciation comments: 

"J do nol focus on pronuncialion here because I already went through Ihe 
vocabulary with them ... f was sometimes emphasizing on the unfamiliar ·words. 
1 am nol interested in teaching sounds here because the letter combination does 
nOI promote good teaching reading. You know that ... students are expecled 10 

promote their pronunciation in order to communicate their idea correctly. The 
main target of teaching pronunciation is to pronounce words correctly. 

Teacher D, to the contrary to teacher Band C stated that teachers should teach 

pronunciation in teaching reading. Students who do not get the opportunity of learning 

pronunciation in teaching reading, they face fau lty pronunciation that can lead them to 

communication breakdowns and sometimes result in ulmecessary tension and conflict. 

In his turn, teacher E said that most of Ihe students at higher instilution and 
preparatory level have the problem of pronunciation. Had teaching of 
pronunciation in teaching reading been given the focus English need 10 achieve 
a level of pronunciation to be underslood and to minimize oral communication 
problems. 11 is expected that teachers would increase their pronunciation 
leaching practice in their classrooms in teaching reading. 

4.2.1.4. Handle Students Reading Profile 

In response to the question whether teachers has to believe in handling students reading 

profile in teaching reading, the respondents di scussed that they believe in the use of 
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students reading profi le in teaching reading tasks, however its implementation IS 

challenging for some di scussants. 

Teacher A comments: 

As J believe em ... it is highly important to teach reading in corporating 
learners ' reading profile. You know that if we manage to discover our 
learners reading profile, it would be ease to promote their reading capacity. 
However, teaching reading through reading profile fosters learners reading 
proficiency its implementation seems uneasy. This is because of time 
constraint, lack of interest in reading materials and so on. 

Teacher B al so strongly believes in employing students reading profi le in teaching 

reading lesson. She believes hand ling students reading profile has an indispensable ro le 

in enhancing students reading fluency. It is the belief of teacher B that those students who 

have experience in using reading materials outside the class are more promi sing and 

advantageous when teachers hand le their reading profile. 

Teacher C echoed the same perspectives about the reading profile of learners to 

enhanci ng their reading skill. He replied: 

"J think it is absolutely essential for a number of reasons. Learners will analyze 
their strengths and needs in each component of reading. Learners will become 
more aware of the specific skills they need to work on to become proficient 
readers. This could be only possible when EFL teachers give attention to reading 
profiles of their learners. Teaching reading only in the class does not make them 
effective and efficient. " 

Si milarly, it was the belief of teacher 0 that teaching read ing has an indispensable role in 

developing learners' reading profile. By meeting individually with the teacher, learners 

develop and refine their understanding of their reading strengths and needs and generate a 

plan for reaching their read ing goals. 
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4.2.1.5. Teaching Grammar 

To the interview whether the di scussants beli eve in teaching read ing to teach grammar, 

they unan imously expressed their beli ef system in the signifi cance of teach ing reading fo r 

the reason of gram mar. But they mentioned the conditions under which these teaching 

read ing takes place. Most of them stated that grammar should be taught not only as rules 

but also as a communication and meaning in teachi ng reading. 

Teacher A, fo r instance, explained in teaching read ing rules, meaning and communication 

should be combined so that the learners can understand the meaning of a given tex t. I-Ie 

also added rul es and meanings are important area fo r the learners in teaching reading of 

foreign language. In grammar teaching, it does not mean only setting of rules to govern 

wri tten and spoken language . Rather, through teaching reading it is poss ible to teach 

learners implicitly. 

Teacher B fu rther emphasized in teaching reading, grammar should be one of the focus 

areas in the classroom. 

" ... when J teach reading, I need to teach my learners how grammars important to 
understand the given passage. The learners are expected to know grammars to 
properly understand the text. This does not mean J focus on teaching forms rather 
than on the meaning to teach reading. " 

Similarly, teacher C defined in teaching reading, grammar has an indispensable role. For 

teacher C, wi th out giving consideration to grammar students may read but their language 

may not be good. So, grammar is effecti ve in teaching reading. It purports the learners to 

make meaning from the text. 

Teacher D invari ab ly, said that students should be exposed to necessary grammar parts to 

tack le and develop their reading skills. He suggested: 

" ... in Ihe contribution of grammar 10 promoting reading tasks. Imagine you 
want to teach historical facts in which past verbs are important. If our 
learners are ineffective 10 change present verbs in 10 pasts ... do you think 
they understand the passage? For me they do not. Therefore, this is one part 
of teaching reading to be focused. 
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Teacher E again, commented ... "With out the understanding of using grammar how to 

develop students' reading skills; I hope reading would be senseless. So, in promoting 

students reading skill , grammar is the center of language teaching and learning." 

Duri ng classroom observation, it was completely evident that the di scussants were not 

teachi ng grammar through teaching reading. Rather, they were observed in that their 

teaching was dominated by explicit ways of teaching grammar. 

4.2.1.6. Teach Vocabulary in Teaching Reading 

In explaining vocabulary in teaching reading, the five teachers u'ied to state their belief of 

teaching vocabulary and factors that hinder to implement their belief and practices. 

Teachers A and D, for example, explained how they belief in teaching reading to promote 

vocabulary. 

They said that vocabulwy plays a significant role in second or foreign language 
learning. It seems to be a pre-requisite for communication and is required for 
both receptive and productive skills. For receptive skills, meanings which are 
focuses of communication are carried through vocabulary inputs via listening and 
reading. Learners, therefore, need an adequate number of words to comprehend 
the input .. If learners have limited vocabulary, they probably would have limited 
comprehension. 

Teacher B rather stressed vocabulary in terms of the advantages that learners gain during 

teaching reading. 

"I believe learners should use words to convey meanings. I mean vocabulwy is 
used productively when learners want to express their meaning through speaking 
and writing; so, if they do not have enough vocabulary, they may fa il to convey 
the ir messages. " 

Teacher C the same with teachers A, Band D, expressed his belief to teach vocabulary in 

teaching reading that vocabulary plays significant role in fo reign language teaching. He 

also expressed the factors that hinder to implement hi s belief of vocabulary in teaching 

reading. 
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He reported that the ji-equency of word occurrence and saliency are important 
words' characteristics that designated whether the words would be noticed and 
chosen to be learnt. The words that occur at high frequencies are more easily 
recognized than words at low ji-equencies. Therefore, the more often the learner 
encounters the words, the higher the chance that they will remember and learn 
the words. So, teachers are expected to prepare a large amount of reading not 
only in class but also outside through extensive way of reading. 

Interviewee E, in hi s turn responded to the item: 

"Okay, the vocabulary, some of the vocabulary is very hard for the learners and 
the way the words are used. So, sometimes the students expect translation to 
Amharic. Since, the expressions and some words are uneasy for them to 
understand they need to look up in a dictionary. However, teaching vocabuICII)' 
is not simple task teaching reading should achieve this target. 

However, a closer analysis of observation revealed that they taught lexical items as a 

means to faci litate comprehension of the text. Their focus was not to initiate learners to 

learn techniques for vocabulary building. Rather emphasized on pre-teaching iso lated 

items of vocabulary as means of clearing the way to understanding the text. Few of the 

discussants were seen in trying to translate the key words into Amharic. 

4.2.1.7. Teachers' Training in the Teaching of Reading 

One of the significant parts of the interview is designed to know if the discussants 

obtained training on the teaching of reading. All the discussants of the study answered 

they did not get opportunity to involve in trainings of teaching reading. For instance, 

tcacher B sa id : "The way I was trained to teach Engl ish in general and teaching reading 

in particular is kind of old teaching style if I can remember correctly. I was not trained on 

how to teach reading." She said, "Sometimes I try to go and observe how other teachers 

are teaching reading in their classes. But, I got no significant variations." 

Teacher E said that although he had twelve years of teaching experience in the secondary 

school , he could not remember being trained to teach reading. Hi s first exposure to 

training occurred during a workshop for the new revised English Language Improvement 
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Program (ELIP) by min ister of education in col laboration with British Council. This was 

basicall y to promote the Communicative Language Teaching (CLT). 

4.2.2. Summal'Y of Data from Interviews 

From the given interview, it wou ld not be difficu lt to conclude that the 5 EFL teachers 

had strong beliefs of teaching reading. Although they believed that teaching reading is 

significant and there are reasons of teaching reading, a vari ety of factors were seen to 

affect the formation of beliefs, with the teachers ' own learn ing experiences, materials 

relevance, time constraint, learners need and background being a strong infl uence. 

4.3, Data from Class room Observations 

The classroom observations, as di scussed in chapter three, aimed at getting on the actual 

classroom practices of the five EFL teachers. The observation was designed to verify to 

what extent the EFL teachers implement what they have said before in the interview and 

questiolU1aire. In order to investigate this, about 23 items were prepared in the 

observation checklist and field-notes for the subjects. The items were dcsigned fo r both 

teachers and students (see append ix D on P 78). 

Each of the five EFL teachers was observed at least two times while presenting different 

types of reading activities in 6 different sections. The passages from the textbooks were 

predomi nantly used. Most of the classes were seen focusing on working home works 

done at home, trans lating words into Amharic, few of them reading aloud, then students 

listened and some worked extra tasks. The main reason fo r reading aloud according to 

some respondents was to correct mispronunciation of students (students imitate their 

teachers) and to explai n the content of the text. However, teacher A was not observed in 

correcling wrong pronunciation fo rmed by students. For instance, students were 

prollounc ing the word ' non- ' as ' none' which is very wrong. 
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Although some subjects asked their students to use some reading strategies such as 

scanmng, prediction and text organization , there was no explicit and organized 

information on strategies. In addition, in most of the observed classes students hardly got 

a chance to talk about the text. It was observed that the observees were working students' 

part rather than facilitating them to read effectively. After re-reading and organizing of 

the field notes the results of observation were categori zed and summarized as follows. 

4.3.1. Reading Stages and Techniques of Presentation 

In the literature, each of the three reading stages is emphasized with their very advantages 

that students should gain from. For instance, the main target of pre-reading task is 

des igned for learners to have a good understanding about the text they are going to read 

based on their prior knowledge. This enables the learners to obtain necessary in formation 

about the text. Key vocabularies are the main emphas ized areas of pre-reading acti vities. 

Aga in , in while and post-reading stages teachers are expected generally, to comprehend 

the content of text and encourage learners to draw conclusions respecti ve ly. However, 

basic problems were seen in the tlu'ee stages during observation. Firstl y, in tlu'cc sections 

the teachers were not seen while encouraging learners to relate the passage with their 

prior knowledge, which was about "Inventor and Invention". For example, TA, Te and 

TD were seen directly jumped into the activities by considering as if the students read at 

home. In short, there were no rooms used to practice each of the reading stages for the 

learners that should be facilitated by the teachers. But in the questiormaire and interviews, 

the respondents stated that they believed in managing three stages. 

As the info rmation organized from observation checklists and field notes indicated the 

EFLIESL teachers belief of teaching reading mismatched with reading techniques or 

strategies applied in the classroom. The techniques of teach ing reading either before, 

during or post reading they used in actual practices conflicted with what they thought 

theoretically. They totally rejected what to be performed in pre-reading activities. Such 

as, activating the students ' knowledge of the subject, guessing, predicting and motivating 

56 



learners were not implemented. Even, the tasks done during and after reading were not 

focused on comprehending and rev iewing. The observation checkli st of item 1-4 

(appendix D), shows the points that teachers use as strategy of teaching read ing. For 

instance, the observation made in teacher B's class showed the teacher was asking the 

students as if they read and worked at their home by employing di fferent techniques of 

teaching reading. 

TB: What is the general idea of the passage? 

S: Inventor and Invention. 

TB: Is it? What about the central idea of the text? 

S: ... ? 

Although TD introduced the lesson and asked the questions, the questions were not 

introduced genuinely. His introduction did not encourage the learners to relate wi th their 

prior kno wledge. Generally, the observation revealed those reading techniques that may 

be taken as a characteristic of a good reader was performed little or no. For example, 

understanding the overall meaning, integrating information in the text, varying reading 

speed and introduci ng the titles were wrongly treated. The observer jot do wn that the 

teachers were not giving emphasis to the new terms rather the students were asked to 

respond what they read at home and allowed to raise some new words they think. 

4.3.2. Reasons of Teaching Reading 

During the class observation, the observees of the study did not give attention to the aim 

of teaching reading rather they gave more attention to the other parts like grammar and 

structure parts. Most of the teachers (T A, TB and TD) were teaching the present perfect, 

future perfect and past perfect tense which was the secondary aim of the passage. But, 

the important reasons such as, vocabulary expansion, fluency, reading profile and correct 

pronunciation were less emphasized. It was al so evident from the observation of teacher 

E that he was asking the students as if they understood the tex t, but did not foc us on how 

the students can tackle the iexts. It was not the unique characteristic of teacher C that he 
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asked the students to answer through scanning and skimming. Nevertheless, the teacher 

himself responded the answer after waiting fo r few minutes. 

In short, as the observation in each section indicated, most of the targets of teaching 

reading, such as teaching the content of the text, vocabulary teaching, pronunciation 

practi ces and reading fluency were not properl y exercised in the classroom. Despite of 

the fact that questionnaire and interview indicated the perception of teachers focused on 

the content through the vocabulary teaching, observation showed different picture. 

Rather, the lex ical items were taught as a means to fac ilitate the comprehension. 

Teachers were not focusing to teach strategies for vocabulary building but very iso lated 

way of teachi ng vocabulary. Students were made to read the passage at their home and 

asked to do the comprehension questions in the classroom. So, there was no room for 

discussing pre-reading strategies, even diffi cult to give emphasis on the unfamiliar and 

key words as of expected. Further more, it was observed that teachers were working the 

duties of learners rather than encouraging and fac ilitating them to use texts. 

4.3.3. Arouse Motivation and Lesson Preparation 

The very significant activity that is expected from teachers to improve learners' working 

environment is arousing motivation. Accurate assessment of students' motivation to read 

is absolutely imperative if teachers are to effectively meet the reading instructional needs 

of students. Teachers have significant potentia l to influence the chances of students being 

motivated by the classroom envirorunent. Many theorists see motivation as something 

that can be impacted by context or environment, creating numerous implications fo r 

students. 

Despite of the fact that motivation has such importance role on students learning 

environment, more than half of the observees were not seen in using teaching practices 

and implement acti vities based on their own perceptions of what is necessary and 

motivating fo r students. Late alone motivating, even some teachers did not recognize 

their students and call by their names. 
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One of the imp0l1ant featu res in the classes observed was preparation of lesson plan 

focused on teaching reading. Teacher B for instance, prepared a lesson plan which helped 

her to teach the subj ect in general. However, she did not pay attention in emphasizing 

reading teaching. Even, the reading portion was not magnified in the already prepared 

lesson plan. In the other section, teacher A tried to prepare a lesson plan but his lesson 

plan gave less focus on what to do in pre-reading, while-reading and post-reading. He 

loosely prepared there is a reading task in hi s weekly activities . In short, a ll the observees 

believed that the textbook was dominated by the reading section, however less focused in 

its planning. 

4.3.4. Teaching Materials and Learners' Involvement 

It is evident that thro ugh out the observation, all the subjects were observed onl y us ing 

the black board and the textbook. Even, the students did not have suffic ient textbook. 

Thus, it was observed with TA, TB and Te that learners were using one textbook among 

fo ur and more numbers. It was only teacher B, seen that using a hand wri tten material 

(hand out) which she used as supporting material. This materi al was not given to her 

students. 

The observation data from the items 14-23 (see appendix D) shows that to what ex tent 

the learners involve in reading task. Accord ing to the observation, it was uneasy to say 

students were properl y participating in learning reading activities. Despite of the fact that 

they were told to parti cipate, it was understood fro m the observation that students were 

highly depend on their teachers in learning reading. For instance, they were not seen 

predicting new words and there was no discuss ion between pairs or among groups. It was 

observed that instead of trying to understand and read the passage the students chose to 

copy the answers £i·om the tex tbook. 

Generall y, it can be inferred from the analysis and di scussion so far that the students' 

parti cipation in teaching and learning of reading was lagging behind. It was observed tha t 
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learners copied answers from the book which was given by some body in the past years. 

The ir interest was less to participate and observed that doing their own works like coping 

other ass ignments and home works while the teachers taught reading. 

4.3.5. Summary of Data from Observation 

A discrepancy between what teachers thought ought to be done and what they actuall y 

performed in the classroom was clearly seen in the data from the observation analys is. 

Pre-reading tasks were neglected; vocabulary di scussions did not give a room for 

guessing and predicting; reasons of reading were mismanaged. There was no practi ce to 

foster the learners' mai n target of learning reading. It was investi gated that the post­

reading acti vi ties were hardly related to what they already knew. 

The fi eld notes and the data drawn from observation check-list indicated that there was 

apparent divergence between what teachers told they do and what actually observed in 

the classroom. Perhaps, the possible explanation for the mismatch could be emanated 

from: their teaching methodology, their dedication to textbook, time constraints, scarcity 

of textbook, unawareness of their belief systems with their performance and might be 

due to their dishonest when they responded to the questionnaire and interview. 

4.4. Discussions of the Finding 

The rationale behind thi s study was as the data from questionnaire and interviews 

revea led EFL teachers do have a coherent set of beliefs about teaching reading and their 

beliefs in turn influences classroom practices. However, the results of th is study reflected 

different picture in practices with what the teachers believed about teaching reading. 

Despite the fact that teachers admit that reading is an important skill and that students at 

that institution (Hawas Preparatory School) need to learn how to read properl y, an 

important ev ident problem is that participants do not seem to share a purpose for teaching 

read ing. Thus, their classroom observation was seen giving emphasis to the other parts of 
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skill s rather than teaching reading. They also asserted that one of the centers of their 

focus in pre-reading stage is teaching key vocabulary. However, the classroom 

observation revealed that the way they teach vocabu lary is more of word copying and 

translation from the book and not correctly analyzing the vocabulari es. Thus, beliefs and 

pract ices were seen inconsistent or divergence in teaching reading for the purpose of 

teach ing vocabulary. The di scussants also replied that they believed in teaching reading 

to promote grammar teaching. But, the observation indicated that the respondents teach 

reading not as one means of developing learners ' grrumnar skill. Rather, they were seen 

teaching grammar isolating from the passage. The observees, for instance TA, TB and 

TD were seen teaching prefect tenses from the text. There was no or littl~ration of 

ski ll s in teaching reading; however it was reported they did it. ~ 

Another area in thi s study where inconsistency between beliefs and practices clearl y 

noted was in the teaching of pronunciation and how frequentl y they used reading 

techniques. For the former item, they almost all believed the purpose of teaching reading 

is to teach pronunciation and in the latter all reported they usually employ reading 

techniques in teaching reading. The belief system and practices were completely 

confli ct ing in both cases. It was observed that students were pronouncing wrongly. 

Several possib ilities as to why the teachers were unable to enact their beliefs in their 

teaching reading were identified. For instance, TB and TE reported that they were 

expected to work in line with the textbook. According to them the contents which are 

included in the read ing text are usually irrelevant to students' background. Therefore, 

they argued that there were factors that impede to apply their beliefs into practices. 

According to the respondents the main factors that impede to implement their beliefs 

were: Students' limited knowledge of vocabularies, grammar, inappropriate level of text 

and unfamiliar topic and lack of reading techniques and interest of learning. The teaching 

contexts such as, shortage of time, the scarcity of textbook, level of students and large 

class size. Most of the discussants reported that 40 minutes is not sufficient to teach the 

three stages of reading. Since the number of textbook distributed to the learners in the 

class is few, it would be difficult to employ proper way of teaching reading. The 
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respondents claimed that, due to large class size achieving the main purpose of reading is 

chall enging. The discussants reported that the reading material should be interesting or at 

least related to the background knowledge of the students. 

Very few discussants did not like to hide that their awareness about their belief of 

teaching reading and what actuall y they practiced in the class is confl icting. They pointed 

out that teachers' belief could form the basis for the way teachers approach reading 

instruction as an influential factor. 

One can deduce from the questionnaire and the interview responses that EFL teachers 

have strong belief system about teaching reading however, there was a di vergence 

between what they believed they do and what actually they implemented. This would 

pinpoint that teachers had less awareness of their beliefs and their practices. To wind up, 

the findings of this case study revealed that there was divergence between what the 

respondents claimed they do and what actuall y they implemented, except in a very few 

instances. 
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CHAPTER FIVE: CONCLUSIONS AND RECOMMENDATIONS 

5.1. Conclusions 

Overal l, the findings of this study have shed signi ficant light on the beliefs and practices 

of readi ng skill where teachers need urgent help to improve their perfo rmance in and out 

of the classroom. Beliefs are accepted to be difficult to measure though they were 

measured in thi s study through a survey supported with semi structured interview, 

observation and close ended questions. Thus, it suggested that generalization is 

imposs ible and further stud ies can be conducted to infer teachers' beliefs f rom the ways 

in which they act rather than from what they say they believe. Based on the di scuss ions 

and analyses , we can infer the main areas of the mismatching between teachers' bel iefs 

system of teaching reading and their classroom practices. 

The participants had strong belief system of teaching readi ng; however they did not 

implement their beliefs in actual practices. Their beliefs of teaching reading such as, 

employing the three reading stages, teaching prolllU1ciation and vocabulary, teaching 

grammar and promoting reading profile for learners, developing reading fluency and 

sign ificance of teaching reading as other skill s were displayed. As stated in questionnaire 

and interviews, they be li eved in teaching reading as important as other skill s. Almost all 

of the respondents believed that they teach reading to develop reading fluency, grammar 

ski ll and for vocabulary expansion. It was also the belief of the participants to prcpare 

lesson plan and employing various reading techniques in each stages of reading tasks. 

According to the di scussants the source of the mismatch between the expressed beli efs 

and actual practices on the respondents mi ght be ori ginated from the teaching materials, 

the methodology, the awareness of his/her belief in relation to the practice, the 

knowledge of the teacher, the need and background experience of learners. These 

perhaps refl ect inconsistencies between their own deep seated beliefs and the beliefs they 

prefe rred to proj ect, to be more in line with the curriculum and their understand ing or 
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current teaching methodologies. In short, the di scussants accepted the beli ef principles oC 

teaching read ing seen in li terature but not exercised. 

In general, though impossible to generali ze the main body of th is study on the fi ve EFL 

teachers who participated in the case study were not consciously aware to what extent 

their belief of teaching reading put into practices. Moreover, the students who were 

observed in what way they participated in learning reading indicated their involvement as 

effecti ve reader was ve ry less. 

5.2. Recommendations 

Teachers' personal views of their roles in the classroom are under the infl uence of their 

beliefs. This view is supported by Richards (1994), who states that a primary source for 

teachers' classroom practices is teachers' be lief systems: the informat ion, att itudes, 

values, theori es and assumptions about teaching and learning which teachers accrue over 

ti me and bring with them to the classroo m. Similarly, Richards and Lockhart (1994) 

describe what teachers do in the classroom as a reflection of what they know and believe 

and that their knowledge and thinking provide the underlying framework or schemata that 

guide their classroom actions. On the basis of the findings and conclusion of the study the 

fo llowing recommendat ions could be forwarded to alleviate the mentioned problems: 

» Teachers should made their maximum efforts to raise their awareness of belief in 

teaching reading and to modify their beliefs about teaching read ing in EfL in 

particul ar. Our EFL teachers are more expected in carrying the responsibi lity or 

teaching reading than the learners. Thus, teachers should develop not only strong 

be lief about reading but also its implementation . Since beliefs play such illl 

important role not only in teaching reading but also in real life , they also play an 

important ro le in many aspects of EFL in parti cular. Then, teachers are advised to 

exercise their belief system in practices however, there are facto rs affecting th is. 
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>- Accord ing to Richards and Lockhart (1 994) the primary source of teachers' belief 

is initiating students in the classroom. Therefore, teachers should be a good 

language teacher in general and teaching of readi ng in particular who could 

fac il itate students' learn ing, assess students' levels and adjust accordingly, ga in 

students' interest, entertain students, be creative and interested in teaching, and be 

open-m inded and understanding of the students. In order to bring the expected 

improvement on our students in terms of reading capacity the teachers not only 

practice their belief but also should exerci se the reading models and stages 

correctly. Teachers should encourage their learners to employ not only bottom-up 

or top-down reading model but al so the interaction. This would be highl y 

successful when both the EFL teachers and students achieve their duties and 

responsibilities in teaching reading. 

>- The main reasons of teaching reading are to expand learners' vocabulary, to foster 

their fluency, to promote their pronunciation and other influential facto rs. So, 

teachers should not be engaged in teachi ng how to memorize vocabularies rather 

teach teclmiques how to relate with their previous knowledge. Teachers should 

fac il itate the ways that students could enhance their reading ability rather than 

performing what they have to do. ESLIEFL reading teachers should make an 

effort not only to balancing their belief with practices but also incorporate reading 

strategy training into their reading instruction. 

>- Finally, the EFL teachers should facilitate ways that can obtain training III 

teaching reading. To lessen the problem of the mismatch between belief system 

and practi ces teachers should do more. This is not only the duty of the teacher 

rather all concerned bodies should play their roles. As previously, explained the 

study has given attention to only teaching reading. Thus, it could be impossible to 

generalize to the other parts of English language teaching and learning. So, it 

seems successful to pursue similar studies focusing on the other areas of language 

or the same language in different setting. 
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Al>PENDIXA 

Background Information of the Sample 

Table. 6 

Teacher Age Sex Experience Field of Study Qualification 
Participants in 

Teaching 
Maior Minor 

Teacher A 44 M 20 English Amharic B.A 
Teacher B 27 F 2 Engli sh Oromic B.Ed 
Teacher C 38 M 11 English History B.A 
Teacher D 27 M 5 English Oromic B.A 
Teacher E 42 M 12 Engl ish Amharic B.A --

Age, Sex and Their Minor Subject Qualification 

Table. 7 

Age No. of Sex No. of Their Minor No. of 
Resp_ondents Respondents Subjects Resrondenls 

26 - 30 2 40% F 1 20% Orornoic 2 40% 
3 1 - 35 - 0% M 4 80% Amharic 2 40% 
36- 40 I 20% History 1 20% 

Total Number of Students Observed 

Table. 8 I 

Totally Observed Age Sex 
Students 

17- 22 M 125 
260 F 135 
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APPENDIXB 

Addis Ababa University 

Institute of Language Studies 

English Department, Graduate Program 

Questionnaire for Teachers 

Dear Teacher: 

The researcher is interested in researching the teachers' belief systems of teaching 

reading and to what extent these beliefs are reflected in the teaching practices in the 

Engli sh classroom. Your participation in thi s finding helps the investigator to complete 

hi s MA thesis in Engli sh Language Teachinil' Please kindly spare a few minutes of your 

time to fi ll out this questionnaire. Your response to this questionnaire is treated with 

utmost confidence. 

Thank you for your co operations. 

Gemechis Teshome 

School of Graduate Studies 

Addis Ababa Uni versity 

Part I Personal Profile 

Direction: Put this mark "X" against the items on the spaces given. 

1 Age: 20 - 25 __ _ 26 -3o __ _ 41 - 45 __ _ 

31 - 35 - - - 36-40 __ _ 46-5o _ _ _ 

2 Sex: Male Female _ __ _ 

3 Experience in teaching in years: I - 5 _____ 6 - \0 _ _ __ _ 

11-15 _ _ _ 16-20 ___ _ 

above 21 ___ _ 

4 Wr ite your fi e ld of study: Major _____ Minor _ _ _ _ _ 
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Part II Teachers' Belief of Teaching Reading 

Direction: Read the fo llowing statements regarding your beli efs of teaching reading. And 

indicate whether yo u believe or not wi th each statement based on the given rati ng scale . 

• :. Strongly agree (5) 

.:. Agree (4) 

.:. Neutral (3) 

.:. Disagree (2) 

.:. strongly disagree (1 ) 

To each of the items below put " X" mark 111 one of the boxes aga inst the 

statements. 

No Statements 5 4 3 i -'-1 
I I read lessons/tasks are as important as other skill s in forei gn 

1-

language teaching 

2 J integrate the information 1I1 the text with what they already 

know 

0 J believe in employing reading strategies such as scanning and j 

skimming to read Engli sh language effective ly and 

independently 
I--1--- --

4 In my lesson plans, I teach reading is equally emphasized li ke 
other skill s 

--
5 I give emphasis to teach vocabulary in teaching reading 

~ I explain the content of the text in detail 
1-

7 I motivate learners to guess the meaning of un familiar words 

-8 I believe in read ing the text aloud for students 

9 I teach reading through predicting new words and silent reading 
-
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Part III Reasons of Reading Lesson 

Direction: Read the following statements regarding the purposes of teaching reading 

lesson. Then indicate which you think the purpose of teach ing reading based on the given 

rating scale. 

~ most important (1) 

~ important (2) 

~ less important (3) 

~ not important (4) 

To each of the items below put "X" mark in one of the boxes against the statements. 

The purpose of teaching a read ing lesson fo r grade II could be to : 

No Statements 4 3 2 1 

I teach students structure 

2 teach students to develop reading with fluency 

0 teach students pronunciation J 

4 teach students individual reading profil e 
--

5 teach grammar 
--

6 teach students vocabulary 

7 teach students the content of the text 

Do you have other purposes in teaching reading? 

A 

8 ________________________________________ __ 

C, ____ _ 

D 
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Part IV Statements about How often Reading should be taught 

Dil'eetion : This part is meant to fi nd out how frequentl y you employ teaching read ing 

techniques. Indicate whether you accomplish: 

~ Always (4) 

~ Usuall y (3) 

~ Sometimes (2) 

~ Rarely (I ) 

~ Never (0) 

To each of the items below put " X" mark in one of the boxes against the statements. 

No 

I 

2 
0 
~ 

4 

5 

6 

7 

8 

I-c:--
9 

10 

L 

Pre-reading Stage 

asks students to read the titles and predict what the text is about 

sets a context before students begin reading 

sets a purpose for reading 

helps the students quickly look over the text 

Provides students warm-up questions related to the tex t 

teaches vocabulary before students read the tex t 

asks the students to relate the text or the topic with their prior 

knowledge 

Provides any language preparation that might be needed for 

copi ng with the passage 

"d,:aws student' s attention on the new vocabulary 

activates the students ' knowledge of the subject 

. , 

4 3 2 1 

----

0 
---

-

. 

. 
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No WhiIc- Rcading Stage 4 3 2 1 0 

I helps learners to understand the text structure and the logical 

organi zation in a reading passage 

2 helps students to understand the writer 's purpose and intention 

0 clarifies and comprehends the text content J 

4 helps students to use inferencing and judging 

5 survey the general information 
r-

No Post-rca ding Stage 4 3 2 1 0 

I Encourages learners to draw conclusions about the text they 

read 
r-- - r----

2 moti vates students to di scuss w hat they read 
-

0 asks students to comment on the text J 

4 gives students a quiz about the text 

5 provides students fo llow-up activities related to the text 

6 assigns students to do tasks using the information in the text 

7 asks students to interpret the texts 

8 answers some of the comprehension questions 

-

L __ leads students to a deeper analysis of the text 

--
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APPENDIXC 

Teachers ' Interview 

Direction: This semi-structured-interview is designed to eli cit teachers' belief of 

teach ing reading and to identify what impede their beliefs not to implement 

Do you think that reading ski ll is as important as others ski ll? 

2 Do you teach reading to develop reading fluency? 

3 In what way do you think students can learn pronunciation in reading class? 

4 Do you manage students readi ng profile to enhance their reading in your class? 

5 How do you prepare students to learn grammar in teaching reading? 

6 To what extent do you give emphasis to teach vocabulary in reading lesson? 

7 Do you think seminars and workshop refreshing courses related to teaching 

reading are important for you? 

yes ____ _ No_~~~_ 

8 If you respond yes for question number 7, what are the advantages you might gain 

out of it? 

/ 
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APPENDIXD 

Observation C hecklist 

Direction: Classroom Observation Checkli st on practical application of Reading Lesson_ 

Both the room teacher and students are observed_ 

Observation Number __________ _ Unit ______ _ 

Topic ______ _ Observer's Name ------
Date _________________________ ___ Lesson No ----

School ___ _____ ___ _ Reading Activity __ 

Section and Period Time Started - -----

NQ T he room teacher: Yes No Remark 

I asks relevant questions/tasks in the reading text 

2 introduces the lesson 
~-

familiarizes the students with some key terms J 

4 Teaches few key words from the text 
---

5 Give emphasis to vocabulary teaching 
-

6 Corrects wrong pronunciation 

7 sets some gist questions 
--
8 motivates learners to take part in reading activities 

.. __ ., -- ------- ---
9 initiates the learners to predict about the reading 
--t-----:----

10 makes sure all students can read 

II Uses teaching materials 

12 makes sure all learners are involved 

13 Prepares and uses lesson plan 
-- ----

No the students: Yes No 
--:-:-

14 invo lve in reading lessons 

~-
try to predict what the reading about 

---

-----------
Attentively li sten to teacher's introduction 

----_ ... __ . 
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17 Participate in the reading process actively 

18 read independently and silently 

19 read the text aloud 

20 take notes 

2 1 di scuss their answer in pairs or in small groups 

22 use another relevant books like dictionary to refer 

unfami liar words 

23 read through the passage and underline difficult words and 

phrases 
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Teacher A 

18110 march 2011 

R - Researcher 

T A - Teacher A 

APPENDIXE 

Interview Transcript 

R - Do yo u th ink that reading skill is as important as others skill? 

T A- Of course, yes . Students with limited li teracy skills may develop poor self­
esteem, lack motivation, di splay behavioural and academic problems; thus leadi ng 
them to be ali enated from regular curriculum. For him, focus should be given to the 
elements of the language as equall y as possible. This is because students wou ld get 
lost in learning Engli sh if their reading skill is less. 
R - Do you teach reading to develop read ing fl uency? 

TA - Defi nitel y however, di scussed that an EFL teacher should consider the interest of 

hi s or her lea rners in teaching reading. 

R - [n what way do you think students can learn pronunciation in reading class? 

TA - [ have to consider pronunciation in teaching reading lesson. Thi s would mean in 

reading session I am expected to pronounce words, phrases and others so that my 

students fol low me. Pronunciations, like new and key words in a passage should be 

correctly pronounced. 

R - Do you manage students reading profile to enhance their reading in your class? 

TA - I th illk yes. As I be lieve em ... it is highly important to teach reading in corporating 

learners' reading profi le. 

R - I-low do you prepare students to learn grammar in teaching read ing? 

TA - I prepare learners by combining rules, meaning and communication should be 

combined so that the learners can understand the meaning of a given text 

R - To what extent do yo u give emphasis to teach vocabulary in reading lesson? 

T A - vocabulary plays a significant role in second or foreign language learning. It seems 

to be a pre-requisite for communication and is required for both recepti ve and product ive 

ski ll s. 
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Teacher B 

181h march 2011 

R - Researcher 

TB - Teacher B 

R - Do you think that reading ski ll is as important as others skill? 

TB - Yes. Because I believe reading is the most emphasized ski ll. It is not a sk ill that can 

be automatica lly learned in overnight 

R - Do you teach reading to develop reading fluency? 

TB - As to me the center of teaching reading should be to develop students' fluency 

rather than accuracy. Of course, accuracy is something important but priority should be 

given for fluency in teaching reading. 

R - In what way do you think students can learn pronunciation in reading class? 

TB - I don ' t believe to teach reading for the target of benefiting learners in pronunciation 

rather, pronunciation it wou ld be better to inform them the teclmiques of learning 

pronunciation. 

R - Do you manage students reading profile to enhance their reading in your class? 

TB - Yes [ believe handling students reading profile has an indispensable role 111 

enhancing students reading fluency. 

R - How do you prepare students to learn grammar in teaching reading? 

TB - The learners are expected to know grammars to properly understand the text. This 

does not mean I focus on teaching forms rather than on the meaning to teach reading. 

R - To what extent do you give emphasis to teach vocabulary in reading lesson? 

TB - I believe learners should use words to convey meanings. I mean vocabulary is used 

productively when learners want to express their meaning through speaking and writing; 

so, if they do not have enough vocabulary, they may fail to convey their messages. 
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Teacher C 

19'h march 2011 

R - Researcher 

TC - Teacher C 

R - Do you think that reading skill is as important as others skill? 

TC - [ believe teaching reading is equally important. This is because teaching reading is 

the abi lity which enhances learners to understand and use the information. 

R - Do you teach reading to develop reading fluency? 

TC - Defin itely. 

R - [n what way do you think students can learn pronunciation in reading class? 

TC - [ do not focus on pronunciation here because I already went through the vocabulary 

with them .. .I was sometimes emphasizing on the unfamiliar words. 

R - Do you manage students reading profile to enhance thei r reading in your class? 

TC - Learners will analyze their strengths and needs in each component of reading. They 

wi ll become more aware of the specific skills they need to work on to become proficient 

readers. 

R - How do you prepare students to learn grammar in teaching reading? 

TC - Grammar has an indispensable role. For me, with out giving consideration to 

grammar students may read but their language may not be good. 

R - To what extent do you give emphasis to teach vocabulary in reading lesson? 

TC - I believe to teach vocabulary in teaching reading that vocabula.ry plays significant 

role in foreign language teaching. 

R - Do you think seminars and workshop refreshing courses related to teaching reading 

are important for you? 

TC - Yes. 

R - If you respond yes for question number 7, what are the advantages you might gain out 

of it? 

TC - Every teacher can enhance their style of teaching reading. 
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Teacher D 

191h march 2011 

R - Researcher 

TD - Teacher D 

R - Do you think that reading skill is as important as others skill? 

TD - Although I believe that, Students have di verse talents, strengths, interests, and 

experiences. Further, they have different language and cultural backgrounds. These 

variat ions infl uence the instructional decisions that teachers make. 

R - Do you teach reading to develop reading fluency? 

TD - I strongly believe that in teaching reading learners should promote their read ing 

Ouency, they have to be concerned about how they communicate the message not its 

structure or something else. 

R - In what way do you think students can learn pronunciation in reading class? 

TD - I teach pronunciation in teaching reading. Students who do not get the opportunity 

of learning pronunciation in teaching reading, they face faulty promU1ciation that can lead 

them to cOlllmunication breakdowns and sometimes result in lIImecessary tension and 

confl ict. 

R - Do you manage students reading profi le to enhance their reading in your class? 

TD- Yes by meeting individually with the teacher, learners develop and refine their 

understanding of their reading strengths and needs and generate a plan for reaching the ir 

reading goals. 

R - How do you prepare students to learn grammar in teaching reading? 

TD - Grammar has important contribution to promoting reading tasks. Imagi ne you want 

to teach historical facts in which past verbs are important. 

R - To what extent do you give emphasis to teach vocabulary in reading lesson? 

TD - The words that occur at hi gh frequencies are more easi ly recognized than words at 

low freq uencies. Therefore, the more often the learner encounters the words, the higher 

the chance that they wi ll remember and learn the words. 
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Teacher E 

19'" march 2011 

R - Rcsea rcher 

TE - Teacher E 

R -Do you think that reading skill is as important as others ski ll? 

TE - I stress that teaching reading is very important that readers learn the importance of 

providing opportuniti es for students to engage in daily reading of ex tended text fo r 

authentic purposes and how to promote and model reading as a pleasurable and beneficial 

acti vity. 

R - Do you teach reading to develop reading fluency? 

TE - Yes believed that students who can decode text accurately, read at an acceptable 

rate, and read aloud with appropriate expression are said to be fluent readers. 

n - In what way do you think students can learn pronunciation in reading class? 

TE - Em ... I think that most of the students at higher institu~ion and preparatory level 

have the problem of pronunciation. Had teaching of pronunciation in teach ing reading 

been given the focus English need to achieve a level of pronunciation to be understood 

and to minimize oral communication problems. 

n - How do you prepare students to learn grammar in teaching reading? 

TE - I bel ieve that with out the understanding of using grammar how to develop 

students' reading skill s; I hope read ing would be senseless. So, in promoting students 

reading skill , grammar is the center oflanguage teaching and learn ing. 

R - To what extent do you give emphasis to teach vocabulary in reading lesson? 

TE - Okay, some of the vocabulary is very hard for the learners and the way the wo rds 

are used. So, sometimes the students expect translation to Amharic. Since, the 

expressions and some words are uneasy for them to understand they need to look up in a 

dictionary. However, teaching vocabulary is not simple task teaching reading should 

achieve thi s target. 
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APPENDIX F 

Summary of Obsc"vation Checklist 
- -

Items Yes No 

TA TB TC TD TE TA TB TC TD TE 
- -

1 The teacher asks relevant questions v' ./ ./ ./ 

in the reading tex t 

2 ---
The teacher introduces the lesson v' ./ ./ ./ \ 

-
" The teacher [am i 1 iarizes the students v" v' ~ ./ ./ ./ 

with some key terms 

4 The A teacher teaches fe w key ./ ./ ./ ./ 

words from the text 
-- f----- --_.- -- -
5 The teacher give emphas is to v ./ ./ ./ 

vocabulary teaching 
-----._--- --

6 The teacher corrects wrong ./ v ./ ./ 

pronunciation 
1--::--- -

7 I A teacher sets some gist questions v' ./ ./ ./ 

8 The teacher motivates leal:ners to ./ v' ./ ./ 

take part in reading activ ities 
--------- -, 

9 The teacher initiates the learners to v' ./ ./ ./ 

pred ict abo ut the read ing 

'lo ---- ----~-- - -
The teacher makes sure all students ./ ./ ./ ./ 

can read 
-- ---- .. --~--. 

II A teacher uses teaching materials ./ ./ ./ ./ v' , 

f--c---- - --- -- - - --
i 2 The teacher makes sure all learners v ./ ./ ,i I 

are invo lved 

~-I--I-he teacher prepares and uses lesson 
I 

./ ./ ./ ./ 
--- ---- -- - I v 

! 
~) I an I 

L __ . ___ L 
I 

J 
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