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ABSTRACTS 

The main pllrpose of this study is to investigate the practice and perceptions of English 
teachers reading instrllctional phases. 77,e general objeclive of the study is to explore how 
they implement the reading phases and specifically examine the tasks they use in pre, while 
and post- reading phases, and the problems they encounter in Ihe process. The subjecls oflhe 
sludy are grades 9 and 10 English language leachers and Iheir sludents offWo privale high 
schools in !-IcIII'assa lawn, SOS Senior SecondCIIY !-ligh School and Comboni Comprehensive 
School. More specifically, si.r language leochers who have been offering English language 
courses al grades 9 and 10 levels and two hundred seventy sludenlS oflhese leachers (fiJ rly 
jive ji-om each leacher) were the subjecis of the study. These teachers and sludents were 
randomly selected by drawing lot. To achieve the purpose of Ihe study, a queslionnaire was 
prepared and administered 10 studems. 7'l,e olher instrument used to colleci data was 
observation. Reading class observation checklist was used 10 observe the reading lessons. 
Moreover, an inten'iew was designed and administered to three randomly ,I-e/ecled English 
leachers ji-om both schools. The findings reveal that the allention paid to promoting Ihe use 
of associating and creating visual images in the pre-reading stage seemed to be loll'. In the 
while-reading phase, practicing activities that fos ter student '.I' ab ilities tv draw conclusions 
and implications ji-om texts lack enough allention. !-Iowever, with regard to advancing the 
ail/IS of the posl- reading phase, evaillating and internalizing the texts read seemed 10 be 
done well. However, the use oflllother tongue, students background, the wash back effect of 
tesls and exalllS and lack of adequate lextbooks have created difficulties fo r teachers to 
employ Ihe phases of teaching readin?, in their classrooms. 



CHAPTER ONE 

Background of the study 
Reading is one way of the learning process. It is perhaps one of the best means of acquiring 

adequate knowledge. Read ing is an important sk ill one needs to develop to effect ively engage in 

school and Higher education institutions. That is the main reason why learning institutions 

demand students to acq uire reading proficiency in the instructional language. Commonl y, 

students are required to posses effective and efficient read ing skill s to be successful in attaining 

their educational objecti ves. Simi larl y, Engli sh language teachers should help thei r studen ts 

deve lop reading proficiency. Reading is a vital skill required to develop students understanding 

of the English Language. It is really important that you get your studen ts reading as soon as 

possible because thi s is a skill that will prove integral to their everyday lives should they ever 

choose to li ve in an Engli sh speaking environment. For example, if a student is travell ing in 

another country they may need to be able to read a timetable, a road sign or even the instructions 

for their new bicycle. Among others, teachers' use of the three phases of reading may have an 

impact on the quali ty of the reading skill development lesson presented. Three phases of teaching 

read ing are pre-reading, wh ile-read ing and post-readi ng. 

A pre-reading phase is devoted to acti vi ti es that activate student 's background knowledge, create 

motivation and interest, and provide pri or preparation to read a text. The quality of the pre 

reading acti vities may determine the comprehensibi lity of the text to be read. During the pre­

reading phase, students can be encouraged to do a number of th ings. The aims of the pre-reading 

phase are three-fold : 

.Arousing the student' s interest in the topic of text; 

. Motivating students to read the text by providing a purpose fo r reading; 

. Acti vating students' ex isting background knowledge in relation to the topic and getting familia r 

with some language in the text. 

In thi s way, the teacher can prepare them in terms of both schematic and language knowledge, 

and ensure purposeful reading. In fac t, it is very important and crucial to activate student ' s 
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schematic knowledge in the first stage of reading in order to arouse their further interest in the 

text. 

The while-reading phase or during reading activity draws the student 's attention to the tex t on 

tex t and involves them in the th inking process. The acti vities here are directl y prepared from the 

reading text and help the learners understand the writer's purpose, the text structure, and contex t. 

These genera lly aim to encourage students to be active as they read. The skill s in thi s stage may 

incl ude: skimming, scann ing, reading for details, drawing inferences abo ut the author' s purpose 

and intension. 

The post-reading phase is a follow-up of pre-reading phase and during-read ing phase. The 

acti vities in thi s stage encourage learners to make use of the acq uired in fo rmation from the 

read ing text to express their opinions and form ideas. Idea ll y, post-read ing work could be 

integrated wi th the writing, speaking and li stening sk ills. Post - reading acti vities can be used as 

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

and discuss activities done while read ing and make use of what they have read in a meaninglld 

way, for example, by di scuss ing their response to the writer' s opinions or by using notes for a 

writing activity. After that , a wide range of acti vities focussing either on the content of the text 

can be undertaken, for example debate, role-play, read ing of contrasting text, or focussing on its 

language. At this stage many teachers want to build their students language competence by 

concentrating on some linguistic features. 

To help students develop their reading abil iti es, materi al writers and teachers are responsible to 

des ign read ing acti vities that engage students in communicat ion with the tex t and their peers. 

These activities should be tailored to fit in to the pre, while and post reading phases . This paper, 

therefore, attempts to understand how language teachers use these phases to enhance students 

reading skill s. 

One of the major concerns of Teaching Engli sh is to enable students develop thei r skill s of 

reading. This is so because the significance of develop ing the read ing skill s is tied with the needs 

of communication. Concerning thi s (Alderson 1984) says: It is common experience, at least of 

Engli sh as a foreign language (EFL) teacher; the most students fail to learn to read adequatel y. 
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1.1 Statement of the problem 

English language is used as a vehicle to meet the academic demands of the secondary level of 

education. The failing standard of students language competence at all leve ls of schools and post 

secondary institutions has recentl y become an important area of debate. To thi s end, students 

need to be adequate ly competent in their language skill s to successfully operate in their academic 

endeavour. 

Students' language incompetence, however, has been decried by many stakeholders. For 

instance, mainstream subject teachers in secondary schools contend that students ' poor conmland 

of the instructional language has become a serious communication barrier to the teach ing and 

learn ing process. Rivers (1981 :259) says that reading is the most important skill in any language 

c lass, not only as a source of information and pleasure acti vity, but al so as a means of 

conso lidating and extending one's knowledge of the language. Therefo re, based on thi s author's 

view, it could be generalized lhal readi ng skill is the base to develop the other language skill s, 

i. e. writing, speaking, and li stening skill s 

One of the barri ers that cou ld deteriorate the quality of the aforementioned process is students' 

questionable competence in their reading skill. Addressing thi s problem, therefore, seems to be 

essential to identi fy factors that enhance or slow down students' reading skill which is one of the 

important language skill s used across all the subj ects offered in secondary schools. 

Among other variab les, the teaching methodology used in reading classrooms has a signifi cant 

effect on students readi ng skill. rn many instances, informal observation by the researcher of 

read ing classes shows that teachers do not follow the appropriate phases of teaching readin g. 

Thus, explori ng what teachers and students practi ce in reading classrooms by foc using on the 

pre, while and post reading phases is worth considering: 
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1.2 Objectives and Research Questions of the Study 

This section of the paper out lines the general and spec ific objectives of the study. Section 1.2. 1 

states the genera l objective and section 1.2.2 describes the specific objectives of the study. The 

research questi ons a re presented in secti on 1.2.3. 

1.2.1 General Objective 

The general o bj ect ive of th is stud y is to ex plore how teachers of Engli sh implement the reading 

phases in their classrooms. 

1.2.2 Specific Objectives 

The specific objectives of th is research are to: 

. Find out what activities teachers of Engli sh use in their reading classes; 

. Identify the prob lems teachers encounter in implementing the reading phases . 

1.2.3 Reseal'eh Questions 

This paper attempts to answer the fo ll owi ng research questi ons. These are:-

1. What acti viti es do teachers use in (I. e. pre, wh ile and post- readi ng phases)? 

2. What kind of problems clo instruc tors face in practici ng the readi ng phases in the ir EFL 

classrooms? 

1.3 Significance of the Study 

The researcher hopes that the findings of th is study may indicate ways in which Engli sh teachers 

at high school improve the ir methods in teaching reading. 

Besides, the findings of the stud y may prov ide insights to curri culum developers, and material 

writers in the area. Language teachers train ing departments and institutes may also get some 

ideas about the current status ofteaehing reading in high schoo ls. 
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1.4 Delimitation of the Study 

The scope of the study is limited to two private sen ior secondary schools in Hawassa town. The 

rationale for taking private schools is that these schools relatively exhibit more conductive 

teaching and learning enviromnent that may allow to practice the majority of the sub sk ills of 

read ing than what the case could be in the government schools. This is believed to reduce 

poss ible teachers opinions that consider hav ing no conducive teaching and learning enviro nment 

as an excuse not to teach reading following appropriate procedures. 

1.5 Limitation of the Study 

Due to time and financial constrains, it was not possible to consider more than two private high 

schools fo r the study. 

1.6 Organization of the Study 

This paper has procured fi ve chapters. The first chapter presents the background of the study 

particularly the statement of the problem, the objectives, the significance, limitation, deli mitation 

and organization of the study. The second and third chapters with the review of the related 

li terature and the methodology of the study respectively. The fourth one presents the data and its 

analysis and interpretations. The fifth chapter deal s with the conclusion and recommendations. 

Following this, the bibliography and the appendix sections are provided 
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CHAPTER TWO 

Review of Related Literature 

This chapter reviews literature related to this study .The chapter tries to illustrate briefly different 

theories and research findings that have relationship to reading skills. 

2.1 What is Reading 

Reading is by far believed to be the most important of the four skills for English language 

learners. A great number of scholars have been concerned with the process of reading for a 

number of decades. Nunan (1989:33) defines reading as a process of decoding written symbols, 

working from smaller units (individual letters) to larger ones (word, clause, and sentence) in 

order to arrive at meaning. Tn this process, readers try to look at and understand the idea of the 

graphic spirit in the absence of the writer. This concern has yielded many insights and much 

data, but not clearly stated empirically supported and theoretically unassailable definition of 

what reading is. Reading is a receptive language skill. It is psycholinguistic process in that starts 

with a linguistic surface representation encoded by a writer and ends with meaning which the 

reader constructs. There is such an essential interaction between language and thought 111 

reading. The writer encodes thoughts as language and the reader decodes language to thought. 

Nuttall (1983), in Aebersold and Field (1975:5) also states that reading is like an infectious 

di sease: it is caught not taught. (And you can't catch it from some one who hasn't got it. .. ) 

According to Carrel , Devine, and Eskey (1988), reading is viewed primarily as a decoding 

process of reconstructing the author's intended meaning through recognizing a text from the 

smallest textual units at bottom (letter, words) to larger units at the top (phrases, clauses, inter­

sentential linkages). They call this type of perception as a bottom-up process, which constitute, 

as the earlier f0l111 of understand reading. 

For instance, the definition of Widowson. . (1979) as quoted in Alderson and Urqhart 1984, 

the process of getting linguistic information via print "is useful corrective to more restricted 
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approaches. But as it stands in Alderson and Urquhart it is pointed out that it is probably too 

general and all embracing to be of much practical value. 

For many foreign language learners, reading involves a specific need which has nothing to do 

with extending their cOlmnand of language (Nuttal 1996:30). They read for meaning and the 

language is simply the vehicle to convey the message. 

2.2 Reading Instructional Phases 

A great number of scholars have said a lot about different lists of reading strategies (Faerch and 

Kasper, 1983; Wenden and Rubin, 1987). 'Reading strategies are of interests for what they 

reveal about the way readers manage their interaction with written text, and how these strategies 

are related to reading comprehension. Several empirical investigations have been conducted into 

reading strategies and their relationships to successful and unsuccessful second language 

reading ' . 

There are two types of reading strategies which are mainly studied by different scholars in the 

field ; these are cognitive and metacognitive reading strategies. Cognitive strategies are the 

strategies that help the reader cxtract mcaning from reading text. This includes both top down 

and bottom up strategies. Metacognitive strategies are those strategies that help the reader to 

monitor or regulate cognitive strategies (Devine, 1988 ). 

According to Can·ell (1988), such traditionally recognized reading strategies are: Making 

contextual guesses about the meanmgs of the unknown words, skipping unknown words, 

skimming a text to get a general idea, scanning a text for specific pieces of information, 

tolerating ambiguity, making predictions, confinning or disconfirnling, inferences, and 

identifying the main idea. 

Mc Donough (1995:57) has developed a list of Metacognitive and Affective strategies as 

monitoring strategies. These are consciously changing the plan, holding, deserting a hopeless 

utterance, varying the reading rate, rereading, identifying misunderstanding, mistakes, skipping 

in a controlled fashion, self directed solution to a problem, questioning infol1llation in the text, 
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commenting a behaviour, monitoring comprehension, reacting to a text, and questioning meaning 

of clause, sentences or wo rds. 

In the Eth iopian context, some studies have been conducted on read ing strategies and these 

include: Girma (1994) Mengesha (2003) and Tsegaye (2005). Ginna ( 1994) studied the reading 

strategies employed by freshman students at Addis Ababa University and Mengesha (2003) 

studied teach ing read ing strategies in grade 9. Tsegaye (2005) studied reading strategy training 

in EFL class of preparatory one in focus. 

2.3 Models of Processing Reading Phases 

There are many different strategies that researchers have shown are effecti ve in literature based 

instruction. These include scaffo ld ing of instruction, modelling, cooperative learni ng, having 

choices, modes of reading, prior knowledge, and students response to literature. These will be 

di scussed as follo w: 

2.3.1 Scaffold Instruction 
Thi s is one type of instructional strategy that deals with how individuals learn . At the beginning 

students need a great deal of help from the teacher ti ll they are able to do by themselves. For thi s 

point; Janzen, (2002) has stated; Modell ing consisted of the teacher talking aloud, elaborating 

and demonstrating the process in SPROM. (Skim, Purpose, Organization, Relation, and Main 

ideas). It involved the teacher demonstrating how to work the strategy. The steps invo lved in the 

acronym fOl1l1 ed the Scaffolding activity. Gradually students leal1lt to work in groups followed 

by in teractions with the tutor resu lting in a joint analysis of text. 

2.3.2 Modelling 
Knowing the various strategies and skill s invo lved in the process is a very important part for 

students to make the reading process easier. And thi s activ ity is one way of helping students to 

know the strategies and skills through demonstrating, response activit ies and di scussion using the 

literature it self. Two features characterised the training procedures. Generally used for teaching 

wri ting across the curri culum. (Rothery,1990), the three phases of the General Teaching and 

Learning Cycle of Modelling, join Negotiation of Text and Independent Construction of Text 
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(Flowerdew, I 993;Jhons, 1997) fonned the basis for traini ng. Teacher modelling, advocated by 

Janez,(2002) and Grabe (2002b) was based on talking aloud and demonstrating strategy use. The 

three phases of the teaching and leaming cycle were modified to Teacher Modelling, joint 

Analys is of Text and Independent Deconstruction of Text to refl ect the reading foc us. 

2.3.3 Cooperative Learning 
This instructional strategy is done through group di scussion, and it is an effecti ve way of 

instruction for students to leam and read. Students group each other with more experi enced 

individuals and exchange information . Students learn to read, wri te, and th ink by having 

meaningful engagements with more experi enced indi viduals (Wel ls, 1990). 

2.3.4 Having Choice 
This type of strategy is to give choice for students to decide what they want to read, how they 

read, and how they like to respond. Having choices in learn ing to read and wri te helps students 

meet their own individual needs (Johnston and Ali gton, 199 1). 

2.3.5 Modes of Reading 
Here, by changi ng the modes of reading, it is possible to create a di fferent level of help for 

students to improve their reading ab ili ty. These activities are: read-aloud by the teacher, shared, 

guided by the teacher, cooperatively, or individuall y. The tenn modes 0 readi ng refers to the 

different ways of literature may be read- aloud by the teacher, guided by the teacher, 

cooperati vely, or independently (Cooper, 1993). 

2.3.6 Prior knowledge Activation 
Thi s strategy helps students to related things with the tex t to thei r prior knowledge and di fferent 

teaching aids like, films , speakers, slides maps et can be used to activate their prior knowledge. 

Research on Schema theory and prior lUlowledge has clearly shown that students construct 

meaning by using their prior knowledge to interact with the text (Anderson and Pearson, 1984). 
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2.3.7 Response to Literature 
Responses to li terature are important to literature based instruction (Mariinez and Roser, 199 1). 

By encouraging and allowing students to respond to literature, we promote the active 

construction of meaning. 

2.4 Reading Phases 

Students need to develop thoughtful interpretations of what they read. They need to approach the 

tasks as active makers of meanings . Teachers can encourage students to become acti ve 

partic ipants in the c lassroom community by tai loring their instructional strategies and methods to 

the needs of their classes and the individuals in those classes. 

There are three phases of reading strategies; pre- reading, while- reading, and post- reading. 

These will be di scussed as follow: 

2.4.1. Pre- reading Activities 

This strategy is important for many reasons. First, to encourage the students to acti va te what they 

already know about situations, events, characters, and ideas in the text. Second, to provide 

important background infomlation relevant to the selection in order to expand their knowledge. 

Thirdly, it helps to explain the conventions, techniques, and vocabulary employed by the writer 

and finally, it helps the student (s) to set purposes fo r reading. And here after the above four 

mentioned acti vi ti es will be discussed respecti ve ly: In pre-reading stage, students will be 

Regarding to thi s stage Baker and Westrup (2002:63) states that before reading activities should 

be short and focused, i.e. five minutes is usuall y long enough. 

2.4.1.1 Activation What Students Know 

In thi s phase, teachers are expected to do more in assisting the students to activate what they 

already know regarding the ideas they are about to encounter. Scaffold instruction is a concept 

that has grown out of research on how individuals leam Brown, 1.(1986). Students might use an 

anticipation guide a brief reading passage to capture their interest while building predictive 
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reading sk ills, cO llnecting with their prev ious experi ences, and estab lishing a purpose for 

reading. 

2.4.1.2. Building Background Knowledge 

It helps to build up student' s background information to the new selection of idea which students 

are un fa mili ar for it. Research on schema theory and prior knowledge has clearl y showed that 

students construct meaning by using their prior knowledge to interact with the text (Anderson 

and Pearson, 1984). 

Speakers, films, slides, new articles, maps and photos can be used to build students background 

information. KWL strategy can also be used to activate what students know and need to know 

before reading. Therefore, it helps to answer the following questions clearly; what do we know? 

What do we think we know? What do we need or what to know? 

2.4.1.3 Determining Purposes and Strategy 

It is we ll known that titl es help a reader to predict what a particular work is abo ut. So in this part 

teachers are highl y expected to encourage students to use predictions to set a purpose of what 

they think the selection wi ll be about. By givi ng students option to choose from in what they 

read, how they read, and how they respond to a piece of li terature, we allow them to actively 

construct their own meanings (Matinez and Roser, 1991). 

2.4.1.4. Understanding Key Vocabulary 

If students do not understand the author's vocabulary, they will not understand the text. 

Memorizing vocabulary for a test or stud ying li st of words iso lated from the reading experi ence 

have virtuall y an effect on comprehension or an improving one's vocabulary (Nelson-Herber 

1986). The selection of words for study has got the fol lowing three cri teria and these are: 
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.:. The relation of a word to key concepts in the text. 

.:. Students background knowledge . 

• :. The potential for enhancing independent learning. 

2.4.2 While- reading 
In this phase there are different ways of activities for the first reading. 

Sometimes teachers read it for the class, sometimes students read it silently or students read it 

aloud for the whole class. During reading, a reader has to predict what comes next to increase 

his/her comprehension ability. Reading to prediction, Harmer (1998:70), and Nuttal 

(J 996:80, 118) explain that trying to predict what comes next is a good way of seeing whether 

you have a clear top-down view of the text. 

Students need to become engaged in the reading process, need to monitor their own 

comprehension, and they also need to know when the reading selection is making sense and 

when it is not. When reading any particular text, students need to employ several strategies. 

Modelling of specific strategies and skill is also provided by the teacher for those students 

who need it. This is done by using literature that has been read as models to show the use of 

strategies and skills. And teachers need to encourage students in the reading task and model 

appropriate strategies. This includes connection, predictions, making inferences, reflection 

and evaluation. 

More recently, since the adoption of the idea of reading as interactive process, while reading 

activities have been used: these generally aim to encourage learners to be active as they read 

(Hedge 2000:210). 

The while-reading phase or during-reading activity draws the students on text and involves 

them in the thinking process. The activities here help the learners understand the writer's 

purpose, the text structure, and context. When a student reads, it is better to read quickly and 

repeatedly than reading slowly and once. In connection to this idea, Aebersold and Field 

(1997:225) say that two or three quick purposeful will be more efficient and productive than 

one, slow, detailed reading. 
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Teachers are also highl y recommended to use the fo llowing ways of leaching to help students 

make sense o f the text: to demonstrate, how they make association, how they create visual 

images, how they check predictions, and how they adjust their reading rate to match purpose 

and material. 

• What a reader understands about a text at any given time. 

• The question the reader has. 

• The reader's predictions about how the piece will unfold . 

However, as to Hedge (2000: 192), fo reign language readers may have diffi culti es in processing 

tex ts wh ich contain unfami li ar aspects of the English Language such as cohesive devices: as 

reference items ( fo r example, 'they',' these matters' 'the latter'); relative pronouns(for example, 

'which' ' that') . During read ing teacher can use the fo llowing activities to model and develop the 

strategies needed for effect ive readings. 

2.4.2.1 Guided Reading Procedures 

This part has got its own procedures after a purpose for readi ng has been set. First, they read an 

ass igned selection to remember as much as poss ible, then they try to brainstorm everything they 

can remember individually or with peers. Finall y, they check to the text for any add itional 

infOllllation, and they organize their reco llections fo r an outline. 

2.4.2.2 Group Reading Strategy 

Teachers should establish a positive, productive leaming c limate and provide group participation 

training. All students read a common selection. Students are di vided in to group. Designated 

responsibilities for each group are as follows : (Paul, 1993, P . II) . 

Group .1: Rephrase the article in yo ur own words. 

Group 2: Identi fy questions that yo u would like to ask the author. 

Group 3: Elaborate on the implications /consequences of the author's position. 

G roup 4: what assumptions is the author maki ng? Evaluate these assumptions. 

Group 5: what information does the author present and what more would yo u like to know? 
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2.4.2.3 Request (Reciprocal Questioning) 

This part has got question and answer procedure from the teacher and students. After students 

and teacher read a determined se lect ion of text. Students forward though provoking questions in 

return. Then students continue the questions asking process. When the question and answer 

method is used effectively, students feel that they are being personally addressed by the teacher. 

When responding students should speak not only the teacher, but also their peers . The 

questioning strategy advocated by Nuttal (1996) and modell ed by the teacher for rais ing 

students' awareness through the use of 'WH' questions provided the bases for training. The 

purpose was to develop in students the habit of raising questions as such questions can trigger 

students' mental process and enable them to see connections between segments of a text. 

Other strategies for students while they are reading include encourage them to make marginal 

notes on a selection, to underline key words and ideas, to out line and map key words and ideas, 

to summarize, or retell the selection to a partners. Students may choose to do a second or third 

reading to clarify and confirm their understanding and interpretation. 

2.4.3 Post -reading 

The post reading activities encourage students up on what they have read . For the information to 

stay with the students, they need to go beyond simply reading it to using it. Using it can invol ve 

answering questions, summarizing the main ideas, drawing conclusions, or applying the 

informat ion to a new situation. Phase is a follow-up of pre-reading phase and during-reading 

phase. Students: activities can be varied such as writing, drawing, interview, discussion research. 

After - reading: Have I got what I wanted? If not, where in the text is it hidden? Can I get at it by 

looking on any words? If so, wh ich? (Nuttall 1996:64). 

Teachers should employ a variety of questions and activities that will provide students with an 

array of vantage points from which to reflect up on a text. 
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Gellerally after studellts have read a selectioll, it is ill/portallt: 

I . To motivate students to reflect what they generall y understand and their first 

ImpressIon; 

2. Promote them to move toward a more carefull y reasoned response; and to understand 

the structu re and significance of the text; 

3. Ask students to make cOlmections to the broader issues and world around them; 

4. Ask students to ex tend their understanding and appreciation of the writers' craft. 

2.5 The Role of the teacher in developing the learners reading skills. 

Tn order to improve students reading achievement the role of the teacher has got many places. 

One of the teachers main job, as suggested by Alderson and Urqhart (1984:63) 

..... will then be to define learning objectives 
that is what it is the students can expect to learn 
Ji"om a text and to provide illustrative example of 
how these goals are to be met. Students should be 
encouraged to accept that there may well be 
different but valid interpretations arrived at on 
the way to these goals. Substantiating the 
possibility of different but valid interpretations 
of a text. 

One of the teachers job is to make sure that the bridge is built between the specific and the 

general. And one way of helping the students to generali ze hi s skills is to make sure that he reads 

a lot and has a lot of practice in using the ski ll s with vari ed materials. Make learning to read easy 

which means mak ing reading a meaningful , enj oyable, useful and frequent experi ence fo r 

children. (Sm ith Frank 1988, 138). This means a teacher is one of the most important person in 

the beginning reader's life and can make the di fference between success and failure. 

According to Smith Frank (1998) and Tharenivs ( 1999), teachers should themse lves be 

responsible to help learners by making the teaching learning processes easier. Thus, teachers 

should always be willing to: 

• Encourage pre-reading discussion to help readers activate prior knowledge or fill 

in gaps lin background knowledge set the stage for criti cal read ing. 
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In short, in this chapter, an attempt has been made to review the loca l and international literatures 

related to read ing sk ills. Generally, the review emphasizes that reading is deriving meaning fro m 

the word combinations in the text by using different reading stages. 
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CHAPTER THREE 

Research Methodology 

This section presents the methodology used in the study. It describes the subj ects, and the data 

collection instruments used in the study. 

3.1 The subjects 

The subjects of the study were grades 9 and 10 Engli sh language teachers and thei r students of 

SOS Senior Secondary High School and Comboni Comprehensive High School which are two 

private high schools in Hawassa town. 

More specifically, six Engli sh language teachers who have been teaching Engli sh language 

courses in grades 9 and 10 levels and two hundred seventy students of these teachers (fo rty fi ve 

from each teacher) were the subj ects of the study. These teachers and students were randoml y 

se lected by drawing lots. 

3.2 Data Collection Instruments 

3.2.1 Students' questionnaires 

Students' questionnaires were the major data co ll ection instruments for thi s study. Students' 

questiOJUlaire included eleven close-ended items. Its purpose was to find out whether or not 

teachers use the three phases of teachi ng reading i.e. pre, while and post reading phases and to 

elicit data about what kind of acti vities teachers use in each phase .They were al so used to gather 

data about what kind of acti vities teachers use in each phase of teaching reading. In addition to 

these, they were used to identify problems teachers face using the reading phases. 

Similarl y, the students' questiolll1aire contained eleven close - ended items. Its aIm was to 

tri angulate the responses obtai ned from the students' questiOJUlaire and to gather additional data 

on the stud y under-taken. Thi s questionnaire was first written in the Engli sh language and 

translated in to the Amharic language so as to minimize the possible cOlllmunicat ion barrier that 
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might arise from the felt students' poor command of the English language. Researchers and 
students were used to assess the face and content valid ities of the items included in the 

3.2.2 Interview 
An open-ended intervi ew was conducted with all the teachers considered in thi s study. The 
purpose of the interview was to identify prob lems teachers face while using the three phases of 
teaching read ing. 

3.2.3 Classroom Observation 
Classroom observations were conducted two times while each teacher was handling reading 
lessons . The aim of these observations was to explore further data on the types of activities used 
in the three phases. A checkli st was adapted from the relevant literature and to guide the 
observations made. 

3.3 Analysis 

The responses obtained from the questionnaire items of students were tabulated, described based 
on the total percentage of the responses secured for each item, interpreted and analyzed. 
Similarly, the responses of the teachers interview with the six items are described, nalTated and 
interpreted. Regarding the classroom observation, a check list with three points to be observed 
was prepared with two columns for 'yes' or ' no' answers . Each point had their sub points under 
it. 
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CHAPTER FOUR 

Results and Discussions 

This part presents the results obtained from the student 's questiofll1aires and the classroom 

observation. It also attempts to analyse the data provided and di scuss the findings. It does thi s 

under each of the pre, while and post reading phases. 

4.1 Responses of students concerning pre-reading. 

Table l presents students response the extent to which teachers attempt to meet the three purposes 

of pre reading phase while teaching reading. While analysing the responses such as ' always' and 

'often' have been taken to mean positive response whereas response such as 'rarely' and 'never' 

have been considered to mean the opposite. 

Table 1 Pre - Reading 

I 
Scales 

Items 
Always Often Sometimes Rarely Never 

Activating students background 39% 35% 8% 15% 3% 

knowledge 

Introducing key vocabularies 43.5% 15.5% 7.5% 20% 13.5% 

Helping students, to set pllllJose 55% 31% 0% 7% 7% 

for a text they read. 

The most important pUllJose out of the three indicated in the table, accord ing to the aggregated 

percentage responses (74%) provided by the students who said always (39%) and often (35%) 

was found out to be providing background knowledge. In the same manner, those who reported 

they did th is sometimes accounted for 8%. However, the aggregate percentage for the responses 

who indicated rarely ( 15%) and never (3%). This seemed to show that teachers exert eff0l1 to 

help students process reading texts by providing background knowledge that could serve as a 
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framework to enhance reading comprehension. The fi ndings, thus, seemed to depict that teachers 

he lp students activate what they already know before read ing a text. 

It could however be logica l to argue that the response of students who sa id sometimes (8%) to 

the question may indicate that teachers do not necessaril y promote all the purposes of this phase 

in every reading lesson wh ich in turn implies a need to adapt purposes of a lesson, based on the 

nature of texts, students background and other factors. 

Introducing key vocabularies in the pre-reading phase was also identified to be the other purpose. 

59% of the teachers attempt to achieve in this phase. More spec ifically, the aggregate responses 

of students showed that 43.5%, 15.5 %) 20%, 13.5% and 7.5% of the teachers deal with key 

vocabul aries in thi s phase respectively. 

All of the students reported that teachers do help their students to set purpose for a text they read. 

Simi larl y, students favou rable response (55%) which is the highest positive response, provided 

by the students, out of the four pllllJoses considered in the study seemed to back up what students 

reported to do in item 4. This also goes in argument with the aggregate percentage responses 

fOlwarded by students (86%) who said always (55%) and often (31 %). 

4.1.2 Observation Pre-reading 

4.1.2.1 Activating What Students Know 
The majority of the teachers observed have incorporated questions that wo uld activate students' 

previous knowledge abou t the topic of the reading passages. Two of these teachers, for instance, 

have added their own questions for the said effect for the pre-reading activities presented in the 

text book deals on the other purpose of this phase. Even though advancing all the aims of this 

phase may not be a necessary cond ition for all texts, the attempt made to meet thi s purpose is 

commendab le. 
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4.7.2.2 Activating Students' Background 

It could be worth noting that all of the teachers were mainly focusing only on electing what 

student already know about the topic to be read, They could however extend thi s activity by 

ask ing students, to identify what they want and need to know fro m the passage, This might help 

students to address their identified needs and wants fro m the tex t which, in turn, might serve as a 

source of moti vati ons to read the text. 

4.7.2.3 Introducing Key Vocabulary 

The results of the observed teaching sess ions have attested that there was on ly a teacher who 

presented key vocabulary of a text in the pre- reading phase, Although many researchers agree 

on such activity, the techniques used to present this vocabulary seemed to be questionable 

because the teacher was only telling the students the di ctionary de finitions of the identified key 

words devoid of context and examples, 

4.7.2.4 Setting Purpose 

It was learnt from the observations that the teachers considered in this study used three activiti es 

to help students set pmpose for the text they read , One of them was to ask students pred ict what 

the tex t they read wou ld be about. Accord ingly, students' predictions of the content of the 

passage were made to be based on the titl e of the passage, One of the teachers who used th is 

acti v ity in two of the c lass- room sess ions used the fo llowing procedure, 

T: Good morning students, 

St: Good morning Teacher. 

T: yesterday, we di scussed about Wild animals and today, We are going to do 
some reading acti vities, So open page 101, 

T: (read the title) this is the topic of the passage, 

Students, what do you think the passage is going to be about. 

S. Some students raised their hands, 
T. Gave chance to two of them and said ok. The passage we are going to read is 

about Democracy, It deals with freedom, 

Similarly, another teacher used explanation to help students set purpose, Unlike the previous 

teacher, he did not invite the students to predict about what they would be readi ng, He simpl y 
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read the titl e of the passage to the students and informed them that the text they wo uld read is 

go ing to be about. 

On the other hand, the third teacher fo llowed the fo llowing steps to help students, identify 

purpose for their reading. 

T. Good aftemoon students 

s: Good afternoon teacher. 

T Our lesson today is reading. Go to page 71 please. 
Have you found the page? You have 5 minites to read the title and the fi rst 
paragraph of the text. Read both and you will tell to the class what information 
you expect to find in the passage. 

As can be deduced from the results of the questionnaire and the observation , teachers seemed to 

advance the impotence of helping learners set purpose for the text they read through different 

activ ities. Unlike the value attached to the purpose of the activities, the resu lts of the observation 

seemed to cast a cloud over the practices used by some of the teachers. For instance, the first two 

teachers quoted above were observed giving a way some detail ed information about the passage 

while they were trying to help the students determine the purposes of their read ing. The 

in fo rmation they gave them in thi s stage, thus, seemed to affect what students would have done 

in the while reading phase. Since some of the information they gave to the students could be used 

to answer the wh ile reading tasks, one could be logical if he/she speculates that what these 

teachers have done is questionable to help meet the purpose of the activiti es i.e. setting purpose 

fo r reading. 

Unl ike the observations described above, there were some sessions that disregarded the pre -

reading activities presented in the text. Thus, the students were directed to do the while reading 

acti vities wi thout doing the pre-reading once. Th is could imply a number of drawbacks some of 

these cou ld be problems assoc iated with time constraint, teachers and students motivation and 

background to ex cute and value pre-read ing activities. Whether or not the nature and the content 

of the reading passage real ly need pre-reading activities to process and digest the text could also 

be another case in point. 
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4.2 Responses of Student's concerning whi le-reading. 

Table 2 While Reading 

I 
Scales 

Items 
Always Often Sometimes Rarely Never 

Helping students to 15.5% 15.5% 37% 18.5% 13.5% 

understand the text structure. 

Helping students develop 54.5% 16.5% 10% 8.5% 10.5% 

Inference skills. 

Helping students to 64.5% 17.5% 5.6% 5.7% 6.7% 

understand the writer's 

purpose. 

Help ing students, to 16.5% 6.5% 26% 23.5% 27 .5% 

understand the specific Il1 

fonnat ion and gist of a tcxt 

respecting 

Among the purposes of the while reading activities undertaken by the sampled students, helping 

students to understand the text structure was less emphasized as compared to the other purposes 

of this phase considered in this study. Specifically, the percentage responses of students who 

attested they do this always (15.5%) or often (15.5%) was added to be 31 %). Similarly, those 

who said sometimes were (37%). On the other hand, the percentage for the response of the 

students who indicated rarely (18.5%) and never ( 13.5%) was found to be (32%). 

The next less emphasized purpose was figured out to be helping students develop inferencing 

skills. This sub skill of reading which is very crucial to interpreate texts and identify meanings 

from texts is not used. The percentage for the students who said always (54.5%) or often (16.5%) 
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was added to be (71 %). In the same manner, those who reported they did thi s sometimes 

acco unted for (10%). It was found out the aggregate percentage for the responses who indicated 

rarely and never are (8.5%) and (10.5%) respectively. This seemed to show that teachers exert 

effo rt to help students develop their skill s of interpreting texts and identifying meanings from 

texts. 

The fo cus gIven to help students understand a writer's purpose, according to the percentage 

responses of the students who favorably responded to the issue by indicating always (64.5 %) or 

often (17.5%) was added to be 82%. As many researchers in the area agree, Jazen,J(2002) 

understanding a writer' s purpose and text structure is high ly interwoven. For instance, 

understanding the structure of a text i.e. whether it is narrative, argumentative descriptive could 

help to activate the format schemata which, in turn, may guide students to deduce the general 

intent 0 f the wri ter. 

On the other hand, the most dominantly promoted purpose of the activities alone in this phase 

was found to be helping students understand specific information and the gist of a text. The 

percentage responses of students who positively responded that teachers help students to identify 

the gist of a text and specific infonnation were found to be 16.5% and 6.5% respectively, which 

is the least focused purpose from what has been investigated in the paper. 

4.2.1 Observation: while reading 

The observations made on the while read ing phase revealed more or less the same roles played 

across the teachers under this study. Instances in point could be the following: 

• In the pre-reading activities, all of the teachers in their respective classrooms 

requested the students to read the questions under this phase and then to read the 

passage silently and answer those questions ; 

• After giving some minutes to the students to read the passage and answer the 

questions, teachers read out each of the comprehension question in turn and invite 
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their students to provide answers. One of the worth nothing points observed while 

the above activi ty was under play was time constraints that affected students, not 

to fini sh the activates assigned completely which in turn made most of the 

teachers to give answers to questions that students have not attempted. 

• The feed back given to students was mainly indicating that an answer forwarded 

was correct or wrong. 1 f an answer was wrong, the teachers provide the correct 

once. 

What is more, the observations made revealed variations In foc us among the purposes the 

teachers intended to meet in thi s phase. Among the five purposes under question in thi s stud y, 

none of the teachers was observed to use activities that were ai med at developing students' ski ll 

of understanding the writer's purpose and structure ofa text. 
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4.3 Responses of students concerning post- reading. 

Tab le 3 Post Read ing 

I 
Scales 

Items 
Always Often Sometimes Rarely 

To direct learners to evaluate 24.5% 17.6% 19% 16.4% 

this work In relation to their 

plans. 

To give learners time to di scuss 34.3% 23.7% 19% 12.5% 

their difficulties in reading and 

find so lutions. 

To allow learners to make 24% 41. 8% 17.8% 5.8% 

dec isions or choices about 

reading acti vities. 

To advise (apprentice indi vidual 37.5% 28% 5.5% 15% 

learners or groups about their 

progress. 

Never 

22.5% 

10.5% 

10.6% 

14% 

The percentage for the response of the students who said always (24.5%) or often (17.6%) to the 

question whether or not teachers direct learners to evaluate their work in relation to their plans 

was aggregated to be (42.1 %). In the same manner, those who reported they did this somet imes 

accounted for (19%). The percentage for the response of students who said rarely (16.4%) and 

never (22.5 %) was found to be (38.9%). Among the purposes of the post-reading activities 

undertaken by the sampled students, directing learners to evaluate their work in relation to thei r 

plans was less emphasized as compared to the other purposes of this phase considered in thi s 

study. Thi s seemed to show that teachers exert less effort to help students eva luate their wo rk in 

relation to their plans. 
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The second most important purpose of the fou r indi cated in the table was found out to be giving 

learners time to discuss their difficulties in reading and find solution. According to the 

aggregated percentage response (58%) provided by the students who said always (34.3%) and 

often (23.7%). In the same manner, those who reported they did thi s sometimes accounted for 

(19%). However, the aggregated percentage (23%) for the response who indicated rarely (12.5%) 

and never (10.5%). 

Allowing learners to make decisions or choices about reading acti vities in the post-reading phase 

was also identi fi ed to be the other purpose. More specificall y the aggregated responses of the 

students show that (24%), (4 1.8%), (17.8%), (5.8%), (10.6%) respectively. The most important 

purpose out of the four indicated in the table, according to the aggregated percentage 

responses(65%) provided by the students who said always (24%) and often(41 %) was found out 

to be allowing learners to make decisions or choices about reading activities. The findings, thus, 

seemed to depict that teachers help students to make decisions or choices. 

The other most important purpose of this phase is advising (appreciating) ind ividual learners or 

groups about their progress. The percentages for the response of the students who said always 

and often are (37.5%) (28%) respectively. Similarl y, those who said sometimes were (5.5%), on 

the other hand , the percentage for the response of both groups who indicted rarely (15%) and 

never (14%) was found to be (29%). This seemed to show that teachers exert effort in advising 

(appreciating) individual learners or groups about their progress. 

4.4 Problems instructors' encounter while employing the three reading phases 

All the instructors have participated in an open ended interview. The interview questions (see 

append ix D) and some of the excerpts given to each questions are discussed below: 

4.4.1 Results of the Interview 

As it has been stated in the previous section, an open ended interv iew that focused on problems 

teachers face while employing the three phases in their reading lessons was conducted. The 

results of the interview revealed the following four problem areas . 

27 



4.4.1.1 Lack of Adequate Text Books 
All of the interviewed teachers reported that lack of adequate tex t books has affected the 

language teaching and learn ing process in general and more signi ficantly the read ing lessons. A 

teacher reacti ng to thi s problem said : 

On average, students share one book for five. It is also common to find 
some students who posses books missing classes or forget to bring their text 
books. Thus, how would it be possible to encourage independent reading 
and to employee the three phases of teaching reading effectively. 

The prob lem stated above seems to affect the while readi ng activities much than it does to the 

pre and post read ing activ ities. This is because the wh ile reading activities are mainl y dependent 

on the information presented in the text. On the other hand, the pre and post reading activities 

may not necessarily be developed directly from a readi ng tex t though they should be highly 

related to content presented in the reading passage. 

4.4.1.2 Students Background 
The majority of the interviewed teachers underli ned that student's educational background is one 

of the problems that has been affecti ng the quali ty of teaching readi ng. Elaborating thi s point a 

teacher said: 

The majority of the students had been doing reading activities which 
do not have pre and post reading tasks thus they do not buy the 
idea that pre reading activities help to process to text to be read 
effectively. Convincing some of these students is not an easy thing. 

It was also reported by a teacher that: 

It is a common practice to find students who are puzzled when they 
are required to do reading comprehension questions with out reading 
a passage. They unusually like to skim a passage to find answers. 

As it can be inferred from the rep0l1s of the fi rst two teachers, students back ground has seemed 

to have an effect on the activities done in the pre- readi ng phase. This is because some of the 

students are not aware abou t the link between the pre and the while readi ng activities. As it is 
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stated above, some of them are surprised to be asked questions with out reading a text though 

such questions are necessary to activate relevant schemata which are necessary to effecti vely do 

the while read ing tasks. 

Another teacher added that : 

Some of the students in grades 9- 10 do nOl posses the necesswy 
reading skill that they should have developed in the lower level. 
Thus, it is sometimes meaningless to require them do tasks such 
as inference and reference etcfor these kinds of questions require 
a relalively higher level of reading skill. 

As it was pointed out by the second teacher, if students start skimming a passage while they are 

required to think or brainstorm about what they know about the topic of reading, the purpose of 

the pre-reading tasks will have no valve. 

The report of the third teacher seems to be related to the reading skill ab ilities of students. The 

teacher seemed to have a point that it would be difficult to require students do inference and 

reference questions, if they do not adequately possess the lower level sub reading skill s sllch as 

identifying specific information. etc. These types of questions, however, could be simplified so 

as to go in line with the reading ability of students who do not meet the expected competence in 

the sk ill. 

4.4.1.3 Use of Mother Tongue 

The majority of the interviewed teachers underscored that students frequently use their mother 

tongue when they are assigned to do tasks in groups. 

One of these teachers commented that some of the students who use their mother tongue in group 

disc ussions are usuall y observed deliberating on issues that are not related to the acti vit ies th,ey 

are supposed to di scuss. He also went on saying that group wo rk for these studen ts give/~i.; 
time to have fun with their friends in a class. Another teacher adding to the point said.i\~10se 

./~ 
groups that use the target language do the same fun . ~;'(" ~ .... ~ 10 R''I' /' 

.f'4" ~;?~~ ~o •. 
Another teacher, addi ng to the point said about two to three studen~."'h6 #;)-~' are ~ ./' 

passIve partI cIpants who are domll1ated by the other members 111 thegr0 'fI>9 ~. , ... 

<. ~~-fI ,f'" 
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The aforementioned issues seem to imply that the problems observed with regard to lIsing 

mother tongue in group discuss ions have shown possible effects as the pre and post phases of 

teaching reading. As it has been discussed in the review of literature, one of the techniques 

employed to meet the purpose of the pre and the post reading phases is group work acti vities. 

Thus, the effect of mother tongue in group discussions seems to be higher in thi s phase than the 

while reading phase for the acti vities under thi s phase are mainl y done indi viduall y. 

4.4.1.4 The Washback Effect of Exam 

A teacher said the majority of the students learn to pass exams. He speci ficall y said: 

If they think (students) what they are required to do as a ciass or home 
works are less related to the exams they would have no interest to exert 
effort. This seems to be a strong position of grade 10 students who do take 
General School Leaving Certificate Examination . Their foc us of aflention is 
highly taken to activities that help them score good grades in this exam. 

As it can be learnt from the teacher's account of this observati on described above, the students 

seemed to be highly motivated to do activities that may have a direct relation to tests or exams 

that they would encounter. Since reading tests and exams are mainly dependent on the 

information presented in texts ,text re lated pre and post reading activities considered impo rtant 

for tests and exams. 
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CHAPTER FIVE 

Summary and Conclusions 

As it has been poi nted out in the rev iew of literature, the intents of pre- reading acti vities are to 

stimulate students' interest on introd ucing and activating relevant schemata about a tex t to be 

read. The most dominant acti vities used by the teachers considered in the stud y seemed to focus 

on meeting the following purposes of the pre- reading phase of teaching reading. These are 

introducing the obj ecti ves, acti vating prior knowledge and setting purpose fo r a text. On the 

other hand, the attention paid to promote the use of associating and creating visual images in the 

pre reading stage seemed to be low. 

Among the reading sub sk ill s that could be enhanced in the while reading phase, identifyi ng the 

gist of and speci fi c information from a text seemed to be emphas ized by subjects of thi s study. 

However, helping students develop in femcing and referencing sub skill s of reading were 

reported to be challenging. Students background to language in general and read ing acti vities in 

parti cul ar have been considered to be one of the challenges to deal with tasks that develop the 

afo rementioned sub sk ill s. In addition to these, practi cing activ ities that foster students' abil ities 

to draw conclusions and implications from texts read have also seemed to be exercised less due 

to the same factor. 

With regard to advancing the aims of the post reading phase, eva luating, and internali zing the 

tex ts read seemed to be done well. 

From the findings of the study, it may tentatively be concluded that the language teachers 

sampled in the stud y from the two high schools attempt to employ all the three phases i.e. per, 

whil e and post reading phase in teaching reading. However, the use of mother tongue, students 

background, the wash back effect of tests and exams and lack of adequate tex t books have 

created di fficulti es for teachers to employ the phases of teaching reading in thei r classrooms. 
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5.2. Implications 
The results of thi s study seemed to imply the following points: 

• Since the process of language teaching and learn ing is so dynamic, teachers need to do 

their level best to overcome challenges that may affect the quality of the said process; 

• Un li ke some factors that seek the invo lvement of other stakeholders, teachers, 

themselves, need to employee their own strategies that wou ld faster the quality of the 

process; 

• Curri culum and syllabus developers together with language teaching departments need to 

find mechani sms in which the contemporary problems and realities of language teachi ng 

in general and teaching reading in particular could be improved; 

• While selecting reading texts for teaching both teachers and material writers need to 

consider students background. Since background information play pivotal role JIl 

enhancing and slowing down the reading comprehension process; 

• Learning and teaching should aim at helping students develop deeper than sur face 

knowledge, wh ich in other words mean acqu iring adequate language skill s to function 

effecti vely in the language in varied contents. This calls for teaching language practi ce 

not to focus learn ing on teaching for test or exam. 
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Comboni and Comprehensive High Schools 

APPENDIX A 

STUDENTS QUESTIONNAIRE 

Dear Students 

This questionnaire is designed to gather information about roles teachers play to promote 
(encourage) learner in developing reading abi lity in Engli sh classes. Please genuinel y indicate 
how often the teacher does the following practices indicted bellow 

A = Always 0 = Often S = Sometimes R = Rarel y N = Never 

NO Items Circle you r ratings 

I The teacher activates what students know A 0 S R N 

2 The teacher encourages learners in activating students back ground 

3 The teacher helps learners introducing key vocabularies 

4 The teacher he lps students to set purpose for a text they read 

5 The teacher helps students to understand the text structure 

6 The teacher helps students to develop inference skills 

7 The teacher helps students to understand the writers purpose 

8 The teacher he lps students to understand the specific information and 
gist of a text respecting 

9 The teacher direct learners to evaluate their work in relation to their 
plans 

10 The teacher give learners time to di scuss their difficulties in reading 
and find so lution 

I I The teacher allow learners to make deci sions or cho ices about reading 
acti vities 

12 The teacher advi se (appreciate) individual learners or groups about 
their progress 
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Comboni and SOS Senior Secondary High School 

Appendix C 

Teacher's interview 

I. What kind of strategies do you use in your Engli sh teaching classes? 

2. [s there any s ituation which affects yo u to implement the reading strategies? 

3. Do you model other strategies by using different other texts not given in the tex t book 

syllabus? Why? 

4. Have you ever used your own way of reading strategy? 

5. What do you comment about the prescribed reading strategies in the sy llab us? 

6. How much attention do you give to reading strategies in your reading classes? 

7. Does reading strategy have a great role in developing students reading abi lity? 

8. What are the reading problems of you r students? 

9. Do you effectively use the three phases of reading strategies ( pre- reading, during­

reading and post- reading)? 

10. Do you always allocate time for students to read the readi ng passage in the class room or 

to read it at home? Why? 

II. What sk ill s and strategies do you think could benefit the students read ing abili ty,) 

12. What strategy can you most easi ly implement in your reading class? 



Comboni and SOS Senior Secondary High Schoo ls 

Appendix D 

OBSERVATION CHECK LIST 

Location: Comboni High School (Hawassa) 

2 SOS (Hawassa) 

Subject Observed: English 

Class room situation 

. N umber of attendants --------------Ma le--------- F ema le----------------

.Number of students expected to the particu lar class ----------------

Item Yes No 
Class room performance 

Silent readin~ 
Oral readin~ 
Other /spec ify 

Learners participation 
Ask inwansweri ng 
Group discussion 
Pair di scussion 
Other/spec i fy 

Over all situations: 
· Learners sat isfact ion/react ion to the teach ing 
.Teachers knowledge on what is in the passage 
.Teachers readiness to the class 
.Teachers building new information in students past experience 
.Creating opportunities for students to engage in lea rning in the class room 
.Implementation of the three phases of reading acti vities (pre-read ing, during-
read ing and post-reading 
· Set puroose of read in!.!. 
· Set previewing 
.Set Questions after reading 
· Ensure time on text 
· Exp licitlv target specific reading outcomes 
.Teach strategies for developing proficiencY with specific outcomes 
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