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ABSTRACT 
 

This study tested whether or not teacher’s mediation could bring a change in students’ 

conceptions and approaches to reading, and develop their reading ability. It employed 

Feuerstein’s mediation theory (The Mediated Learning Experience) to change students’ 

quantitative conceptions to qualitative conceptions and surface approaches to deep 

approaches to reading. The Mediated Learning Experience differs from the direct 

exposure to stimuli; that is, the behaviorists’ and the cognitivists’ views. The underlying 

philosophy used in the study was the constructivists’ philosophy, social interactionism, 

which emphasizes students' construction of knowledge by relating new knowledge with 

their experience. Social interactionism emphasizes the interplay between teachers and 

learners and tasks. And mediation is inherent in social interactionism. The study, thus, 

focused on teacher and student interaction, as mediator and mediate, for the purposes 

stated above. 
 

To achieve the purposes of the study, a case study was employed on grade 9 students at 

Fasilo Secondary School in Bahir Dar. In the case study, different instruments, 

quantitative and qualitative types, were utilized at different stages of the study: the pre-

mediation, while-mediation, and post-mediation stages.  
 

The findings were analyzed  quantitatively  and qualitatively. The findings indicated that 

the students had quantitative conception and surface approaches to reading. Their 

conceptions and approaches, however, were changed because of teacher mediation.   
 

Teachers did not have the experience of using the mediation tools. In the study, it was 

found that teacher's application of Feuerstein's mediation theory had positive effects in 

changing students' conceptions and approaches to reading, and in developing their 

reading capacity. 
 

Based on the findings, it was concluded that teacher mediation could help students 

develop qualitative conceptions and deeper approaches to reading, and improve their 

reading capacity. Based on the conclusion, recommendations were forwarded. 
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       CHAPTER I 

  INTRODUCTION 
 

 1.    Introduction 
 

The purpose of this study is to investigate the effects of teacher mediation on the conceptions and 

approaches to reading of grade 9 students at Fasilo Secondary School in Bahir Dar, the capital of 

the Amhara Region.  Grade 9 is the beginning level of the first cycle secondary education in the 

present Ethiopian educational system.  In the Amhara Region, unlike Addis Ababa, the Southern 

Nations/Nationalities and Peoples (SNNP) and few other regions which utilize English as a 

medium of instruction starting from the second cycle primary level, English, as is decreed in the 

Educational and Training Policy (ETP) of the Federal Democratic Republic Government of 

Ethiopia, is used as a medium of instruction from the first cycle of secondary level onwards 

(ETP, April 1994). The language, however, is given as a subject beginning from the first year of 

schooling. In cognizant of the pedagogical advantage and with the intent of promoting the use of 

their language, students in the Amhara Region are made to study academic subjects in Amharic, 

the nationality language of the region, before grade 9 level (ibid.). 

 

In this context, to cope with the educational demands of their academic studies, grade 9 students 

require a high level of English language proficiency, reading in particular. Reading plays a 

pivotal role in providing the students with input for their English language development (Gee, 

1999) and in helping them learn other academic subjects (Latha, 1999; Cunningham and 

Stanovich, 2003). Few of the educational demands can be reading and understanding instructions 

and concepts, reading questions in assignments and examinations, and reading textbooks of 

different disciplines and others.  The students are required to understand reading materials, to 

read widely, to combine a variety of resources, to analyze, discuss, evaluate, reflect and relate 

parts to a whole, and to apply knowledge in real world situations. That is, they are required to 

deeply process information as one of the general objectives of the Education Policy is to promote 

deep  (or critical) thinking, creativity, problem-solving capacity, and independent learning (ETP, 

April 1994). Content area textbooks for grade 9, similar to the higher levels, are also developed 

based on this objective. 
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However, the students’ reading ability seems to be at a lower level. Previous reading researches 

of various focuses such as Tsegaye (1982), Hailemichael (1984), Mendida (1988), Berhe (1989), 

Abdu (1992), Gebremedhin (1993), Genene (1994), Getachew (1996), Solomon (2000), and 

Birhanu (2004) have confirmed this. Besides, as statistics of 9th

As mentioned above, the first cycle secondary school students at Fasilo Secondary School start 

learning their academic subjects in English at this level. Their reading experience in English 

language, therefore, will be limited. They seem to be the type Cooper (1984) described as 

“unpracticed readers”. Cooper described “unpracticed readers” as those students who have 

pursued their previous education through the medium of their first language and have studied 

English as a subject (as a foreign language).  In contrast to the “unpracticed readers”, “practiced 

readers” are those types who have pursued a large part of their previous education through the 

medium of English and are expected to cope adequately with the demands of their secondary 

school textbooks. The “unpracticed readers” are likely to perceive their academic reading 

requirements in light of their reading and assessment practices they have had in their primary 

education (Mclean, 2001). But the amount of print students are exposed to also profoundly 

affects their cognition and conception (Alderson, 1984; Grabe, 1991; Cunningham and 

 grade examinees of Fasilo 

Secondary School in June 2002 indicated, more than 25 % were made to repeat, and this could 

be attributed to their low reading ability in English more than to other causes which could 

contribute to their failure.   

 

Students in the first cycle secondary school level at Fasilo Secondary School seem not to have 

developed their reading skill in English, as a result they could not effectively comprehend their 

learning materials (of the academic subjects) which needed deep understanding. The students’ 

failure to cope with the reading requirements of the academic subjects may be ascribed to a host 

of factors. To mention a couple of them, one of the factors can be “reading in a language which 

is not the learner’s first language is a source of considerable difficulty” (Alderson 1984: 1).  In 

support of this view, research has shown that bilingual students’ reading in their weaker 

language was slow and with lower comprehension than those who read in their first language 

(MacNamara, as cited in Alderson 1984). What Alderson and MacNamara said are evidences for 

the fact that students who read in a foreign language may have a linguistic barrier. 
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Stanovich, 2003). This is because the conceptions of learning that students hold and how these 

change are dependent on their schooling, their personal traits, and the academic environment of 

the school (Mclean, 2001).  

 

The other factor can be the ineffectiveness of the reading instruction practiced at the level. 

Teachers' common practice of reading instruction both in Amharic and English seems to have 

emphasized reproduction of information in reading texts. This may be because of the strong 

influence of the audio-lingual methodology which was in use for decades in Ethiopian modern 

education, and the influence of the teaching/ learning styles of the traditional schools which 

entrenched as a norm among the society (See Chapter 2 for the detail). Reading to reproduce on-

text information is assumed to lack in constitutive meaning (Sachs and Chan, 2003). This 

instructional experience might be a backdrop for students’ conceptions and approaches to 

reading, because conceptions and approaches are "strongly related to … experiences of teaching 

and assessment" (Mclean, 2001: 401). Their conceptions and approaches to reading, in turn, may 

determine their comprehension level. As Horwitz (1997:6) asserted: 

All behaviors are geared by beliefs, experiences and expectations. 
The beliefs or expectations learners hold may either contribute to, 
or impede the learners’ engagement in the language learning 
process. And this will have a great imposition on the learners’ 
performance. 

 

Teachers’ philosophy of teaching reading and their instructional and assessment practices, 

therefore, play a crucial role in students’ thought processes about how they perform the reading 

tasks in their English classes and in other academic subjects. The students' thought processes and 

approaches to reading affect their level of understanding (See also Chapter 3).  

 

The students' conceptions and approaches to reading are, therefore, a function of both student 

characteristics, which also includes linguistic capacity, and the teaching factors as well as the 

foci of the teaching materials. That is, the student characteristics and teaching contexts including 

the focus of the teaching materials produce quantitative or qualitative conceptions (See 3.2.1 for 

qualitative and quantitative conceptions) which underpin surface or deep approaches to reading 

(Grabe, 1991; Garrison et. al., 1995; Entwistle and Ramsden, 1983). When we see the learning 

environment discussed above, grade 9 students at Fasilo Secondary School, as may be the case 
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with many other students in Ethiopia, can be assumed to exhibit quantitative conceptions and 

surface approaches to reading. But qualitative conceptions and deep approaches are also 

desirable to respond to the educational objectives described above.   

 

Conceptions and approaches to reading are changeable (Mclean, 2001; Haggis, 2003). Some 

researchers argued that students' perceptions and approaches can be changed through teaching 

and assessment methods (Haggis, 2003). Others such as Vygotsky (1978), Kozulin (1990), 

Feuerstein (1980) and Boyd (2000) advocated the use of mediational tools.  Mediation is an 

instrument for students’ cognitive and affective changes.  

 

In order to satisfy the general objectives of learning (See page 1) that include problem-solving 

and promoting deeper thinking, I believe that the students’ conceptions and approaches to 

reading should be mediated by the reading teacher so that the students will be able to cope with 

the need for reading in content area subjects.  This is because the Mediated Learning Experience 

(MLE) is effective for it is planful, systematic, consistent and directional (Falik, no date). And 

these objectives are elaborated by the mediation parameters (See 3.4.2.3). The impetus for this 

research is that as students’ perceptions (thought processes) mediate their achievement, English 

teachers at first cycle secondary level need to mediate their students’ conceptions and approaches 

to reading by ensuring the classroom environment support the desired change. In order to ensure 

environmental support, I argue, reading teachers need to become cognitively active and play a 

mediational role (Dole, Duffy, Roehler and Pearson, 1991).  

 

Students’ engagement in quantitative conceptions and surface approaches to reading seems to 

oblige reading teachers to mediate their students' conceptions of reading, and students’ 

conceptions mediate their approaches and achievement (Wittrock, 1986; Richards and Lockhart, 

1994; Horwitz, 1997). Reading teachers have to generate conducive environment to their 

students’ reading development (Hattie et.al, 1996). Teacher's role as a mediator may involve 

cognitive (which enhances task-related skills), meta-cognitive (which promotes self-management 

of learning), and affective (which focuses on motivation and self-concept) interventions (ibid.).  
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 I would like to make a distinction between direct teaching and mediation in inducing deep 

approaches to reading. In direct teaching, teachers present curricular goals (as stimuli) directly 

(Dole, Duffy, Roehler and Pearson, 1991) and it can be effective once students have already 

established desirable conceptions and approaches to reading (Feuerstein and Feuerstein, 1991; 

Williams and Burden, 1997). While among grade 9 students who have faced complex situations 

and struggle to "read to learn" and "learn to read", teachers' mediation, in which they empower 

students, help them learn how to learn, engage them in deeper approaches, and help them achieve 

cognitive and affective changes, seems to be mandatory. (Feuerstein and Feuerstein, 1991; 

Williams and Burden, 1997) (See 3.4.2 for details).  

 

For example, teacher mediation helps students perceive value of their reading. Biggs and Moore 

(1992:10) pointed out the significance of perceived value of learning as follows: 

 Everyday learning is mostly concerned with personally valued   
      content which is experienced first-hand and is situated functionally   
      in context. This ‘situated’ nature of everyday learning solves many   
      other problems, particularly those of motivation and acquiring self-  
      management skills. …Much every day learning springs from a felt    
      need  to learn. 
 

This implies that students’ reading interest, motivation and intent depend on the value they offer 

to their learning reading. Consequently, the value the students offer to their reading determines 

their reading approaches. Thus, teachers need to play a significant role in adjusting the learning 

context to make it exploitable to the students (See 3.4.2.3 for the different mediation parameters).    

 

Teachers’ mediational role in instruction is emphasized by social interactionists. Social 

interactionists believe that the secret of effective learning lies in the nature of the social 

interaction between the teacher and students (Williams and Burden, 1994). The mediation 

process is an interactive process which helps the teacher shape, direct and encourage students’ 

learning (which is also applicable to reading) (See 3.4.2.1 and 3.4.2.2.). 

 

As stated above, this research aims to investigate the conceptions of reading of the first cycle 

secondary school students, their approaches to reading, and teacher mediation to induce 

qualitative conceptions and deep approaches to reading among them.  Because of the students’ 
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low linguistic capacity, inadequate reading experience in English, and teachers’ traditional 

teaching and testing practices, I assume that the students have particularly experienced 

quantitative conceptions and surface approaches to reading. I also assume that the students' 

conceptions and approaches to reading can be altered by applying Feuerstein’s mediation tools as 

far as reading teachers properly apply them.    

 

Many writers such as Lunzer and Gardner (1979) and Conley (1992)  suggested that content 

reading instruction be carried out by the respective subject teachers themselves.  But its 

implementation was not so easy because of the negative attitude of these teachers. The subject 

teachers were not willing to shoulder the responsibility of teaching reading in their subject areas 

since they considered that this meant shifting one’s duties to another “who didn’t deserve”.  

Based on the information I found from these researches, and for the assumption I have that 

teaching the English language is also rendering service for students to learn other subjects, I have 

decided the mediator to be an English language teacher.  

 

1.2. The tradition of teaching reading in Ethiopia 

In the traditional theological schools of Ethiopia, reading was perceived as memorizing and 

reciting religious truths (See section 2.3.1 below). This conception is still prevalent in the 

traditional schools for two basic reasons: the belief people have in the contents as truth and the 

linguistic barrier (Orthodox Christian and Muslim students learn in Geez and Arabic 

respectively, and the majority of them read scripts without understanding the messages). The 

modern secular education, despite its multiple objectives of teaching foreign languages, which 

included English, in different eras, was suffering from dearth of reading materials, and this 

would affect the students' conception of reading (See sections 1.1. and 2.1).  

 

The emphases of the English language curricula at various times affected the tradition of 

teaching reading in Ethiopia. In the rehabilitation period, that is during the years after the Italians 

were driven out of Ethiopia, and later, the English language curricula emphasized the 

development of students’ oral proficiency. For example, the 1947/8 and the 1958/9 English 

language curricula stated that hearing and speaking be taught beginning from grade 1. Reading 

began at grade 3 with learning the names and sounds of letters, and this resembled the bottom-up 
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approach in some way. Egyptian reading materials such as Egyptian Primer and New Method 

Series of Readers were taught with the objective of helping students enrich their vocabulary. In 

secondary schools, too, New Method Readers or their equivalents were used as teaching 

materials. In addition, students also used to read books such as Allan Quatarmain, King 

Solomon’s Mines and Ivanhoe for the sake of their stories (Tesfaye and Taylor, 1976) 

 

As indicated in the 1958/9 elementary community school English language curriculum, the 

teaching of reading was developmental with the students’ grade levels. Therefore, in grade 3, 

fluent reading was emphasized; and in grade 4 emphasis shifted to comprehension. In grade 5, 

the purposes of reading were to develop facility in both oral and silent reading, to teach word 

analysis and to initiate work in the development of various reading skills. It also aimed at 

reading basic materials, reading to find specific information, reading to follow directions as 

given, reading to memorize and reading for enjoyment or appreciation. Students read simplified 

readers and plays which were all about Europe and America (Tesfaye and Taylor, 1976:388).    

 

The change made in 1962 on the extant curriculum was the condition for the deterioration in the 

quality of students’ as well as teachers’ use of the English language which might have also 

affected the teaching/ learning of reading. In 1962, following the tour of the Chief of the 

Elementary Division of the Ministry, various recommendations were made. They included the 

educational structure, the introduction of a self-contained system, class size, the employment of 

the audio-lingual methodology, assessment and change of curriculum (Tesfaye and Taylor, 

1976). 

 

Concerning curriculum, it was recommended that the teaching of English commence at grade 3 

since it was assumed that it would be a burden to children, especially to those for whom Amharic 

was the second language, to start before this level (ibid.). This might imply that the teaching of 

reading started at grade 3 or later. 

 

In secondary schools, the general aims and purposes of teaching reading were to increase fluency 

in reading, to increase and widen the scope of comprehension, to encourage reading for 

enjoyment, and to introduce students to good English literature (ibid.). For all these objectives, 
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however, the 1967 seminar held at Addis Ababa University on secondary school curriculum 

reported that (a) the state of English language teaching was critical, and that (b) the crisis had its 

origin in the elementary schools (See 2.3.2.2.). 

 

Based on the recommendations made by the 1967 seminar, a new secondary English curriculum 

the New Oxford English Course for Ethiopia was outlined. The underlying principles of the new 

English curriculum were an oral approach, structural accuracy development, controlled writing 

and intensive reading. It was recommended that modern prose be read extensively outside the 

classroom (Tesfaye and Taylor, 1976). 

 

In the 1967/8 elementary English curriculum, reading was not taught until grade 4. Teachers 

used to play the role model for reading, which was displayed through an oral reading. Students 

practiced silent reading and individual oral reading followed by teachers’ questioning on the 

passages for comprehension. The approach was traditional. The teacher training focused on 

teaching silent reading, oral reading and testing for comprehension (Tesfaye and Taylor, 1976). 

As Tesfaye and Taylor wrote, there was a great gap between the provisions of the curriculum and 

actual classroom operations.  

 

In general, the tradition of teaching reading chronologically put above exhibits that redaing was 

given only very little attention. In most cases the teaching of reading began in grade 3 or later. 

This may indicate that the students had less experience in reading in the primary schools. Taking 

the then popular teaching method, the audiolingual method, into account, we may also assume 

that the students were not actively engaged in reading; they were trained to read mechanically 

through memorization and to passively receive information on the page. This reading tradition as 

well as the students’ proficiency in the English language might influence students’ conceptions 

and approaches to reading to become quantitative increase and surface type.   

 

1.3.  The angle of this research 

The present study focused on the effects of the mediation theory on the change of students’ 

conceptions and approaches to reading. In contrast to the past research traditions that emphasized 

reading instructional processes and student achievement, readability of texts and student 
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comprehension, the thrust of this research was to assess whether or not teachers could influence 

students’ thinking and approaches to reading by employing the mediation parameters. Current 

research on students’ cognitive processes focused on how learners’ thoughts meditate their 

achievement; that is, studies that focused on the predictive value of students’ conceptions to 

shaping their approaches to learning and achievement.  This study, however, aimed to explore 

learners’ thoughts and approaches to reading in an FL context, and then to find out whether or 

not teacher mediation could bring about a desired change in their conceptions and approaches to 

reading so that they could experience effective reading both in the English language reading 

classes and content area studies.   

 

As stated in 1.1., this research was based on the social interactionists’ view. According to this 

view, knowledge is constructed through learners’ active involvement, through representation of 

action, through conveying meaning to others, and through explanation (Gagnon and Collay, 

2002). For social interactionists, “children are born into a social world, and learning occurs 

through interaction with other people” (Williams and Burden, 1997:39). Social interactionism 

combines humanistic and constructivist notions and assumes learning to be affected by social 

context. The basis of this approach is that learners exist in a social world and that learning takes 

place through interaction between two or more people with different levels of skills and 

knowledge (Williams and Burden, 1997; Daniels, 1996). From an interactionst’s view, both first 

and second language acquisition involves many complicated interactions between the learners 

and other people (who have higher level of skills). This implies that teachers play a significant 

role in providing students with the necessary strategies, skills, concepts, language and 

vocabulary to become fully effective learners. 

 

Central to this study was Feuerstein’s interactionist theory of learning which focused on 

Mediated Learning Experience (MLE).  As Willams and Burden (1994, 1997) noted, this is the 

experience provided by significant adults, the mediators, at first parents but later teachers.  The 

mediators select and organize the stimuli, shape and present them in the ways considered most 

suitable to promote learning. They also intervene in shaping the learners’ early attempts at 

responding to the stimuli. The teacher as mediator is assumed to be responsible for the cognitive, 

social and emotional development of the learner.  The EFL reading teacher as a mediator plays a 
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crucial role in helping the learners with their learning engaging them as active participants in 

making sense of the tasks they perform (See also section 3.2.2).  

 

Hence, this study sought to ferret out the reading practices, which were assumed to emanate from 

their conceptions, of first-cycle secondary school students.  As repeatedly stated, this level is a 

transitional level from using the first language as a medium of instruction to using English for 

this purpose in the Amhara Region. By understanding learners’ conceptions and practices of 

reading, a selected English language teacher of the grade level mediated to students’ conceptions 

and practices of reading for an effective reading development. In addition to this, teachers’ 

conceptions and teaching practices of reading were investigated. 

 

Feuerstein’s mediation theory was employed to investigate how teachers and students perceived 

the parameters, and whether or not teachers used them in language classes (Delligani, 2000; 

Michoňska-stadnik, no date; Chin, cited in Williams and Burden, 1997). As far as my knowledge 

is concerned, to date, however, Feuersten’s mediation theory has not been used to change 

students’ conceptions and to engage them in deep reading. Thus, it was deemed important to 

study its effects so that we can attain an alternative approach to solve the issue under 

investigation, changing of students’ conceptions and approaches to reading. 

 

1.4   The objectives of the study 

The study had general and specific objectives. 

 

1.4.1. General objective 

This study sought to have an alternative method of teaching reading. So, it attempted to see the 

efficacy of Feuerstein’s mediation theory in changing students’ conceptions and approaches to 

reading. The teacher played a mediator’s role. 

 

 1.4.2. Specific objectives 

1.4.2.1. To see the conceptions and approaches to reading of grade 9 students at   

             Fasilo Secondary School. 

1.4.2.2. To find out teachers’ perceptions of reading and their classroom practices. 
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1.4.2.3. To see teachers’ and students’ perceived values of Feuerstein's mediation    

              parameters. 

 1.4.2.4. To know whether or not (or which ones and to what extent) grade 9 teachers    

               applied Feuerstein's mediation parameters in reading lessons. 

1.4.2.5. To assess the efficacy of teacher’s role as a mediator in changing the   

              conceptions and approaches to reading of grade 9 students. 

 

1.5. The research questions 

As stated in 1.1 and 1.3 above, the constructs of this research were students' conceptions and 

approaches to reading, and teacher mediation to students’ conceptions and approaches to reading. 

The relationships between the constructs were shown by assessing the effects of teacher 

mediation on student conceptions and approaches to reading.  In addition, teachers’ conceptions 

of reading and their teaching practices were investigated.   Therefore, the following research 

questions were posed.  

 

1.5.1.  How do grade 9 teachers and students at Fasilo Secondary School      

          perceive reading ? 

           1.5.2.    How do the students approach their reading? 

           1.5.3.    How do these teachers and students value Feuerstein's mediation   

                        parameters? 

1.5.4.   To what extent do grade 9 teachers employ the mediation parameters in  

            reading classes? 

1.5.5.  What are the effects of teacher's mediation in changing students’   

            conceptions and approaches to reading? 

1.5.6.   Does teacher’s mediation have an effect on the reading   development       

           (achievement) of students? 
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1.6. Methods of investigation 

The study was mainly a case study. In order to meet the objectives of the study and to respond to 

the research questions, both qualitative and quantitative methods were employed (See Chapter  

4). 

 

1.7. Significance of the Study 

The results of this study may be important for different bodies. Firstly, they may be beneficial to 

students. As stated in 1.1. above, in order to be educated in line with the national educational 

objectives, students are required to develop critical thinking, creativity, problem-solving 

capacity, reflectiveness (which are characteristics of deeper learning) and an independent 

learning capacity. The application of the mediation theory is assumed to bring a change in the 

students’ conceptions and approaches to reading so that they can cope with the demands of the 

educational objectives. The results of this study are, therefore, expected to help grade 9 students 

meet the reading demands of the academic subjects and their reading classes. The results can be 

useful to the students because they may develop the ability to think critically, reflect, and 

develop deeper processing capacity in reading. And this will intrinsically motivate, and develop 

positive self- efficacy and internally-attributed locus of control (Williams and Burden, 1997). 

The more the students are intrinsically motivated, have positive self-efficacy in carrying out 

reading tasks, and develop inwardly attributed locus of control, the more they will be successful 

in their reading.  As one of the goals of teacher mediation is enhancing the emotional drive (such 

as motivation) for learning and creating independent, problem-solving , and autonomous readers, 

the results of the study can help the students towards this end (Ridely, 1997). 

 

Secondly, the results are also assumed to be important to fill in the gap in research on how to 

mediate students’ learning. To my knowledge, in Ethiopia, to date, there are no studies which 

have been devoted to studying change of student conceptions and approaches to reading through 

teacher mediation. Even the proliferate literature and researches made thus far outside Ethiopia 

have been categorical and indicated student conceptions and approaches to learning in general. A 

particular study on teacher mediation in the change of student conceptions and approaches to 

reading was not made. Therefore, since effects of teacher mediation, particularly using 
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Feuerstein’s mediation theory, on student conceptions and approaches to reading have not been 

studied, the research can help fill in the rift in the realm of reading research. 

 

Therefore, because of the obvious problem of lack of student reading ability and the research gap 

about teacher mediation concerning student conceptions  and approaches to reading, I feel that 

the issue is worth investigating.  It is expected that the study would contribute to the students’ 

change of conceptions and approaches to reading and to alleviate their reading problems.  

 

Thirdly, the teachers can also benefit from the study. Teachers, as classroom practitioners, need 

to build their capacity of teaching by employing variety of methods. Therefore, they can gain an 

alternative methodology for teaching reading if they utilize mediation strategies.  

 

Besides, by employing the mediation parameters in reading classes, it may be possible for the 

teachers and the students to understand each other. Understanding between the two parties is a 

conducive environment to the success of students in reading.  Thus, a teacher can mediate to 

develop a similitude in purpose for reading and information processing with his students. Before 

mediating to students’ reading, the teacher may learn about their conceptions and approaches to 

reading. That is, knowledge of students’ conceptions and approaches to reading can assist the 

reading teacher to understand where the students are, and urge them to work towards deeper 

approaches. The teacher, thus, can have an insight into the issue while teaching reading. It will 

help him to succeed in teaching reading. 

 

Fourthly, the result can also be important for curriculum designers and materials writers.  These 

people can be informed by this research that teaching and assessment can lead to develop either a 

surface or a deep approach to reading. Therefore, they may be influenced to set tasks in the 

teaching materials, where applicable, that would demand teachers’ mediation and students’ deep 

processing ability while reading.  
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1.8. Organization of the paper 

In this study, Chapter 2 deals with the context of the study. Chapter 3 is devoted to the 

theoretical framework of the study; while Chapter 4 describes the instruments used in the study. 

In Chapters 5 and 6, the findings and analyses of the pilot and the main studies are reported. 

Finally, Chapter 7 is devoted to the summary, conclusion and recommendations part of the study. 

 

 Acronyms 

The following are acronyms (alphabetically arranged) and their representations that recurrently 

occur in this paper. 

 

1. (E)FL= (English) as a Foreign Language 

2. ERGESE = Evaluative Research on the General Education of Ethiopia 

3. ESR = Education Sector Review 

4. ETP = Educational Training Policy 

5. MLE = Mediated Learning Experience 

6. SCM = Structural Cognitive Modifiability 

7. SNNP= Southerm Nations/Nationalities and Peoples 

8. ZPD= Zone of Proximal Development 

 

1.10. Definitions of terms 

The following are the operational definitions of the terms recurrently used in this paper. 

 

1. Mediated learning Experience (Mediation): is the interactive relationship between 

teachers and students that facilitates cognitive change, changes of conceptions and 

approaches to reading. Mediation is the instrument of cognitive change. Mediated 

Learning Experience (MLE) describes a special quality of interaction between a learner 

and a person, whom we shall call a "mediator". Feuerstein’s theory of MLE identifies two 

basic forms of interaction: direct learning and mediated learning. Direct learning includes 

unmediated exposure of the organism to environmental stimuli, including objects, events, 

texts, pictures, and so on (Internet source). 
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2. Paired samples t-test: It is a method of analysis which compares means of two scores 

obtained from the same subjects.  

 

3. Psychological tools: These are tools that bridge the gap between lower and mental 

functions. The Psychological tools include various systems for counting, mneumonic 

techniques, algebric symbol systems, works of art, writing, schemes, diagrams, maps, and 

technical drawings; all sorts of conventional signs, and so on (Cole & Wertsch, 1996). 

 

4. Social interactionism: It is a face-to-face process consisting of actions, reactions, and 

mutual adaptation between two or more individuals. The goal of social interactionism is 

to communicate with others. 

 

5. Structural Cognitive Modifiability: is a philosophy that views the human organism as 

open, adaptive and amenable for change. In Structural Cognitive Modifiabilty, 

intelligence is seen as a propensity of the organism to modify itself when confronted with 

the need to do so. The aim of the approach is to modify the individual, emphasizing 

autonomous and self-regulated change (internet source). 

 

6. Zone of proximal Development: It refers to “the distance between the actual 

developmental level as determined by independent problem-solving and the level of 

potential development as determined through problem-solving under adult guidance or in 

collaboration with more capable peers”  (Huong, 2004). In language education, zpd is 

interpreted as guided assistance or scaffolding and meaningful interaction. In the 

classroom, teachers assist learners to reach a higher level and to a greater independent 

capacity. 
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CHAPTER II 

THE CONTEXT OF THE STUDY 
2.1. Introduction 

The educational system, objective and content of a country may be influenced by political, socio-

economic, and cultural factors. This is because politics, socio-economic factors and education 

are closely intermeshed and, therefore, whenever the political, social, and economic conditions 

change, education reflects these changes (Harman, 1974; Weber as cited in Ballentine, 1997). A 

society’s assumptions about education, its educational philosophy and perception about learners 

and learning can also guide the educational system and the teaching/learning behavior of that 

particular society (Klein, 2001). As may be the case with many other countries, the development 

of the Ethiopian educational system has also been influenced by the governance of the ruling 

circles, the socio-economic structure, and its international relations (MOE, 1996).   

 

All the aforementioned factors may have strong influences on the teaching/learning arena. 

Therefore, an assessment of both the past and the present political, social, psychological, 

educational and other factors is assumed to be a prerequisite for presenting the focus of this 

study; that is, the effects of teacher mediation on students’ conceptions and approaches to 

reading. Klein (2001:47) remarked the desirability of assessing some of these factors before we 

mediate to our students’ learning as: “a careful assessment of cultural and psychological 

variables should constitute a major prerequisite of any…intervention because of the dramatic 

effects of these variables on the quality and style of teacher interaction with learners”. The 

social context, cherished values, as well as the culture of teaching and learning may directly or 

indirectly impact on students’ conceptions and approaches to reading. For example, the social 

context of students' reading in their first language may reputedly have an effect on their 

conceptions and abilities of their English language reading skills (Alderson, 1984; Carrel, 1991; 

Brenhardt and Kamil, 1995; and others). Besides, students’ access to reading materials and the 

cultures reading materials represent also affect the students’ reading conceptions. For example, 

as Grabe (1991) pointed out, students who have experienced reading materials to represent truth 

may refrain from challenging or reinterpreting the various texts they read and they tend to 

memorize knowledge (See also 1.1.). In the same vein, students who come from limited literacy 

may tend to downplay the importance of extensive reading. As this study is on the effects of 
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teacher mediation on student conceptions and approaches to reading, understanding the multiple 

factors that might have contributed to the teacher and student thoughts about reading is deemed 

to be desirable. 

 

This part of the paper, therefore, attempts to highlight the socio-economic, cultural, historical 

and educational milieu that have possibly influenced the reading and teaching reading traditions 

in Ethiopia, which, in turn, might influence the conceptions and approaches to reading of grade 9 

students. As will be discussed below, there has been a deep-rooted tradition of learning reading 

as memorization and recitation in the traditional educational system of Ethiopia. This culture of 

reading might have effects on the educational system as well as the students’ conceptions and 

approaches to reading in modern schools in the country. 

 

2.2. Political and Socio-economic Factors 

Ethiopia is located in the northeast Africa, south of Eritrea, east of the Sudan, north of Kenya, 

west of Djibouti and northwest of Somalia. Until the secession of Eritrea, it had partly 

commanded the Red Sea-Suez canal route. Her location had facilitated its contact with ancient 

civilization of the middle-east and the Mediterranean world, Asia and Europe. Her contact with 

overseas countries was one of the conditions for her linguistic needs and the introduction of 

modern education in the country. 

 

The country is endowed with diverse natural resources. It has a considerable soil and climatic 

diversity in terms of types, composition, and amount of flora and fauna. The vast stretches of 

land, diversified climatic conditions, abundant water resources, livestock and wildlife resources 

make it a country with great potential for agricultural, mineral, industrial and energy 

development (Ayele, 2003). It has also several historical and religious heritages that are high 

tourist attraction. 

 

Ethiopia has a drastically increasing number of population with a rate of growth of 2.4. The total 

number of population of the country was estimated 67.2 million in 2002 (Ayele, 2003, citing 

UNFPA)  It w as estim ated to be over 72 m illion in 2005   w hich com prised 1.1 pe rcent of the  

world's total population. The population distribution revealed that 84.7 percent of the population 
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were rural dwellers, while the rest 15.3 percent lived in urban areas (CSA report, as cited in 

Ayele, 2003). As statistics of population distribution has indicated, the overwhelming majority of 

the people dwell on agricultural activities. That is, the country's economy is predominantly 

agrarian. The fact that the population in Ethiopia increases alarmingly suggests increased 

demand for the establishment of schools in the different regions of the country. Since the 

overwhelming majority of the population are rural dwellers, it also suggests that due attention 

should be given to the establishment of schools, particularly primary schools, in various rural 

areas. However, this was not true until the Military Derg Regime attempted  to reach literacy for 

all (as mass education) by breaking the persistent inequity between the urban  and the rural 

dwellers, between the regions as well as the sexes, but it was not a complete  success (See 2.3.2). 

 

The country had predominantly experienced a monarchic rule before the launching of the 

“popular revolution” in 1974. The revolution introduced a socialist regime, and was led by the 

Revolutionary Military Derg (Council) until the system was destroyed by the Ethiopian Peoples 

Revolutionary Democratic Front (EPRDF) forces. Now, the country has 14 autonomous 

Regional states which are also satellites of the Federal Democratic governance in connection 

with defense and foreign affairs. The Federal Democratic state and the Regional states are 

administered by leaders elected by people through a multi-party democratic electoral system. 

One of the Regional states is the Amhara Region, whose capital is Bahir Dar. Bahir Dar, at 

present, hosts several traditional religious schools in churches and mosques and modern secular 

private and government schools. Of the modern secular schools, Fasilo Secondary School, where 

this research was conducted, entertains first cycle secondary education (grades 9 and 10).   

 

The educational system of Ethiopia was enmeshed with the aforementioned socio-economic 

factors and the nature of governance of the alternating ruling circles. Thus, the predominant 

traditional, agrarian, subsistence economy and the varying ruling systems were the causes for 

developing various educational objectives in different eras. The section below attempts to 

provide a brief account of the various educational objectives and their causal relations with the 

contemporaneous situations, educational problems and measures taken to alleviate the problems. 
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2.3. Education in Ethiopia 

2.3.1. Traditional Education 

The Ethiopian educational system has a long history that dates back to the sixth century B.C. In 

traditional Ethiopia, religious institutions were responsible for the dissemination of Ethiopian 

education which was exclusively a religious theme (Birhanu and Deneke 1995; Seyoum, 1996). 

The main objective of traditional education was to propagate religion. Since the theological 

education was truth for the followers, there was a complete admittance of the education, leaving 

little or no room for “why” and “how” questions, by the learners and was studied by rote system 

and memorization. Christianity, Islam, Judaism, and Paganism co-existed in the country for 

centuries and founded schools for their adherents. Among these, the Ethiopian Orthodox church 

could be said to have taken the lion's share in contributing to the educational development. It has 

developed script, a literature, and founded schools that may be equated to the strata of the 

modern education system as primary, secondary and tertiary levels. Missionaries and Islamic 

religion have also contributed to some extent (Birhanu and Deneke, 1995). In the following sub-

sections, the contribution of the different traditional educational institutions to the Ethiopian 

educational development will be discussed.   

 

2.3.1.1. The Ethiopian Orthodox Church Education 

The Ethiopian Orthodox church, since the fourth century has taught its religious culture to its 

members. It expanded to a greater extent between 1200 and 1500 A.D. The contents of its 

teaching were theological and emphasized memorization and rote learning as the process of 

learning. Critics of its educational system indicated that its rigidity delayed innovative activities 

in the secular world (Birhanu and Deneke, 1995). The education mainly aimed at preparing 

church functionaries but it was also the only source in the country to produce civil servants such 

as judges, governors, scribes, treasurers and general administrators (Teshome, 1979). 

 

The Ethiopian Orthodox church education could be characterized as partisan and undemocratic — 

a characteristic which she shares with Islamic religious institutions — in the sense that it 

predominantly served males in the society. Females were allowed to attend school to a certain 

level, but practically they had a very limited opportunity. The few who got the chance of learning 
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to read, unlike their male equals who were trained to serve the church, were trained only in 

menial skills such as spinning and managing household chores. It was also partisan for it 

rendered service only for its religious cohorts. Even among the religious members, children of 

the aristocracy seemed to have had the most opportunity, while children of the peasant class had 

only little. 

 

The church education offered education that was despairingly lengthy and painstaking as a result 

of which the majority of students dropped out after learning to read and write, and only few 

proceeded to such fields as church music, poetry, theology, church history, philosophy, 

manuscript writing and painting (Pankhrust, 1976; Girma, 2000). 

 

The lessons were given in the precincts of the churches and had different stages which might be 

labeled as primary level which was named as yenibab bet (house of reading), secondary level 

called the school of zema (church music), and higher level which was the metsahft bet (the 

school of books). In the school of reading, students first studied to master the Amharic syllabary 

which consisted of 265 characters, and the process of mastering these characters was through 

memorization. Then the students proceeded to reading fidel hawarya  (Epistle of St. John). The 

third stage of this school was the reading of gibre hawaryat  (Acts of the Apostles), the stage 

when students begin reading in Geez. In addition to these, students also studied the physiognomy 

of Mary and Jesus Christ and praises to Mary orally through the process of memorization. 

Education in "the house of reading" used to last for two years (Teshome, 1979; Pankhrust, 1976). 

At this stage, learning reading might be characterized as oral reading in Geez, a language 

confined to rendering church service. This process of learning continued until the students 

studied Geez in the school of quine, the higher level school which provided instruction in the 

subtle arts of versification and where students developed high standard linguistic capacity, 

critical thinking and creativity. This came true hierarchically in the school of zema. The 

education offered at this stage was a prerequisite for further study in the metshaf bet (school of 

books), and students studied Geez grammar, translation, and composition of verses. At this stage, 

students learned only Geez grammar and prosody through memorization, and a good deal of the 

learning also took place through discussion groups and criticised compositions on a given theme 

(Girma, 2000).  
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In the school of zema, students sequentially studied  tsome- digua, mi'iraf and digua. They also 

studied mewedis (Hymns of praise) in the school of quine from gubae quanna 

 (congregation of quanna). As mentioned above, the students began to understand what they sang 

and read in Geez in this school. This was the stage when they also endeavored to write advanced 

forms of composition in traditional styles. And this happened after ten years of schooling. The 

school of books (metsahftbet ) was the highest level of education, a seminary, where students 

read aloud passages from the scriptures, interpreted religious texts, and had a deep understanding 

of the religious doctrines. Mastery of books lasted up to 10 years depending on individual efforts 

and capacity. 

 

Characteristically, the church education in many of its levels, unless the student wanted further 

education for specialization, had a self-contained class nature: a single teacher educated students 

to a certain level. It also practiced a cooperative learning style: the advanced student helped the 

less able. Besides, it could positively be described as practical education for its purpose. Students 

learned by doing; that is, they put the moral virtues into practice. It could also be described as 

relevant to the values of the society because, in traditional Ethiopia, people valued religious 

knowledge as the main, if not the only, education one could think of. Seen from the point of view 

of mundanely life, the church education could also be characterized as a source of people’s 

obedience and subservience to an authority. This characteristic might be attributed to the teacher-

dominated student/teacher relationship that occurred in the course of student learning. Compared 

to the present-day practice of education, the teaching approach in the traditional church 

education might largely encourage dependency, that is, underestimating inventiveness, curiosity, 

critical mindedness, independence of thought and action which were desirable in the secular life 

of the society (Girma, 2000). This might be because the content of church education is accepted 

as “true” and so the “how” and “why” questions were almost unthinkable. The trend of complete 

dependency on the page in search of religious truths might lead students to practice surface 

reading (surface learning). 

 

In general, the theological education of the Ethiopian Orthodox church, in all the levels of 

education it offered, memorization of texts and recitation were the main processes, in which most 
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learners, except for those in quine bet, studied the texts without comprehending them. It was not 

unusual to find church service givers, deacons and priests sing and read the Epistles in Geez 

without understanding them. This traditional learning system might impact on the process of 

learning in modern education. Particularly, it might impact on the students’ conception, process 

and approaches to reading. The meaning and practice of reading as a status quo might be 

transferred to reading lessons and reading learning materials in the modern education. That is, as 

most students read in search of truth on one hand, and in a language they did not understand on 

the other, they merely memorized scripts. 

   

2.3.1.2. The Madrasa 

While the Orthodox Church educated its followers, the Mosques also carried out similar 

activities in Quranic schools to their followers particularly in the eastern and western lowlands of 

Ethiopia. The language of instruction in the Quranic schools was Arabic which was foreign to 

Ethiopians (Bender, 1976). The contents of Muslim education were theological similar to that of 

the Christian education. The Quran school curriculum included some chapters from Quran, 

grammar, and Islamic law (Birhanu and Deneke, 1995). The Islamic education in Ethiopia had 

two levels: Tahaji, the lower level, which, characteristically, was a stage when students 

identified Arabic letters and memorized texts; and Mejlis, the higher level, in which the students 

studied grammar, religion, politics and civic concepts. Like that of the Ethiopian Orthodox 

Church education system, reading in Arabic was characterized by memorization and rote 

learning. The type of education offered in Muslim education, like that of the Orthodox Church, 

did not encourage productive work or manual labor (Birhanu and Deneke,1995). In many 

respects, the characteristics of the Quranic education resembled the Church education, and hence 

a replication of effects on modern education in general and reading in particular could be 

expected. 

 

2.3.1.3. The Missionary Schools 

The European missionaries had an important but limited contribution to modern education in 

Ethiopia. The first missionary attempt to educate Ethiopians was made by the Portuguese who 

sought to propagate Catholicism in the 16th century as a price for their assistance in defeating the 

Ahmed Gran rebel in Harar, but it was not successful. Emperor Susinios was a convert and 
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attempted to propagate Catholicism but it resulted in discontent among the society. The students 

were taught to read and write in Portuguese and Amharic. The Spanish Jesuits, however, gained 

a little success to have a seminary first with their children and later with very limited sons of 

Ethiopian noble men, youngsters in Dembea and Gojjam (Pankhrust,1976).  

 

Later the German Lutheran Mission got the opportunity in Ethiopia through Peter Heyling who 

instructed the youth in Greek and Hebrew. For fear of Jesuits’ intervention, Ethiopia was isolated 

and closed to missionary activities for two centuries (Pankhrust, 1976). In the close of the 19th 

century, however, missionaries of various creeds used a curriculum of some sort, foreign to 

Ethiopia both in its design and implementation (Marew, 2000). 

 

Generally, the establishment of missionary schools in Ethiopia paved the avenue toward modern 

education, but with alien culture and exotic, non-Ethiopian content of education. Because 

modern methods of teaching were not in practice, students were hardly taught to be innovative, 

critical thinkers (and hence critical readers), and problem-solvers. Memorization and reiteration 

of others’ views, thoughts and sayings was the order of the day. 

 

2.3.2. Modern Education 

2.3.2.1.  Modern Education  ( 1900 - 1935 ) 

As stated in 2.3.1. above, the traditional  education  cultivated the individuals principally to 

religious services, that is to perform the rituals and perpetuate the teachings of the religious 

institutions (Teshome, 1979). The change from traditional to modern education went through 

many upheavals (Birhanu and Deneke, 1995). It was not easy for the past rulers to divert the 

religion-oriented trend of education and introduce a secular program of education because of the 

influence of the conservative attitude of the church leaders and the nobility.  On account of this, 

Ethiopia was denied the opportunity for modern secular education and modernization until the 

reign of Menilik II. At the turn of the 19th 

The first modern government school, the Menilik school, was established in 1908 for boys and 

girls under the auspices of Emperor Menilik himself. The emperor and his foreign advisors were 

century, during the reign of Menilik, however, modern 

education began to the sons of the nobility at Menilik's palace in 1905. 
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the “policy” makers for education, which was characteristically western in style. The school was 

opened with the objectives of educating the young to ensure peace in the country, to reconstruct 

the country, and to enable her to exist as a great nation in the face of the European powers 

(Pankhrust, 1976). Besides maintaining the country's independence, education aimed at 

producing administrators, interpreters and technicians. Since the country’s independence was 

linked with the presence of communicators with a foreign tongue, the school was primarily 

engaged in the teaching of academic courses in general and foreign languages such as French, 

English, Arabic and Italian in particular (Birhanu and Deneke, 1995). Menilik’s employment of a 

western-style education with the objectives above was because of some compelling reasons like 

interest in understanding the prevailing political order, the need for modernizing and building 

Ethiopia, and the need for training interpreters for international communication (Marew,2000). 

To satisfy the need for interpreters, the Minilik school was predominantly concerned with the 

instruction of foreign languages. As Tekeste (1990:1) described it, “the Minilik school resembled 

a language institute rather than a proper school”.  The medium of instruction for the academic 

courses was French. Other successively built schools by Regent Teferi Mekonnen (later Emperor 

Haile Selassie) were initially engaged in the inherited objectives of the Menilik school.    

 

The two successive leaders were committed to the expansion of modern education to satisfy the 

dire needs of the country. The development of Ethiopian education was further accelerated after 

1930, after the coronation of Emperor Haile selassie (Pankhrust, 1976).  The expansion 

continued until the Italian invasion of Ethiopia in 1935 when the empire had more than 22 

schools (Tekeste, 1990). In addition to the in-country learning opportunity opened to Ethiopians, 

few pupils were also sent abroad for further education. 

 

During the period between 1900-1935, education was European-orientated and was not geared 

towards problem-solving, hence it failed to respond to the actual problems of the country. Its 

success in modernizing the country was not as expected because of dearth of materials, alien 

curricula, educational content, and untrained and inefficient teachers. These deficiencies might 

be causes for students’ adoption of surface learning (See 2.1). For all these problems, the 

inception and development of education could be seen as a step forward to the country, but the 

Italian occupation amputated the stride. It disrupted the new pace of the country. During the 
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Italian occupation, schools were either closed or requisitioned for military purposes, and the 

educated few were eliminated. If there were any schools functional for Ethiopians, the Italians 

used them for different objectives and they were limited to grade 4 standard; otherwise, they 

were meant to educate their soldiers. This situation lasted for five years from 1936 to 1941, and 

the period can be labeled as a “dark period” in the history of the Ethiopian modern education 

(Seltene,1988;Tekeste,1990).  

 

2.3.2.2.   Modern education (1942-1974)  

After the Italians had been driven out of the country, the Imperial government, with the motive 

of educational reconstruction and expansion, began to lay down the educational foundations in 

1942 virtually from scratch. Education was taken as the key to the country’s development. The 

educational expansion aimed at producing workforce who would serve the bureaucracy 

substituting expatriates (ETPI, 2002), but with serious dearth of resources and without proper 

consideration of relevance of content (Tekeste, 1990).  Tekeste (1990: 5) described the 

educational content as one that “did not reflect on the type of education conducive to the 

development of the country”.  It was hardly related to the realities of the country.  

 

Education in the post-war Ethiopia suffered from an excessive dearth of textbooks, materials, 

stationery, and shortage of teachers. The teaching/learning process was, therefore, impelled to be 

mainly oral and teacher-based (Tekeste, 1990). This condition, as stated in 2.3.2.1, might 

determine the process of learning to become a surface type (See also 2.1.). 

 

The structure of the educational system was designed to be a three tier system with equal 

duration (4+4+4) for the primary, intermediate and secondary levels. In 1963-64, this was 

restructured to be 6+2+4 for the three levels mentioned. With this new structure, Amharic 

became the only language of instruction at the primary level for the first time. Tekeste described 

the event as “the most significant reform of the decade” (Tekeste, 1990: 8). Although Amharic 

became the language of instruction, training was given for teachers in English. The training was, 

thus, unrealistic, inconsistent and irrelevant (Bowen, 1976). 
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It was in 1947 the first official elementary school curriculum, for grades 1-6, which covered a 

wide range of subjects, was published. The elementary school curriculum was later improved in 

1949, and was extended to cover grades 7 and 8. The secondary school curriculum was issued 

during this same year (Tesfaye and Tayler, 1976). 

 

The training for elementary school teachers in Teacher Training Institutes during this period, 

particularly in the 1960s, was given for two years to 8th grade graduates. A one year training was 

given to 9th and 10th  grade  graduates. Later, the training was given to 10th grade graduates  for 

two years and a one year training for 12th grade graduates. The graduates, however, were small in 

number and they did not keep up with the demand. Therefore emergency programmes were set. 

Since the latter option also did not satisfy the need, untrained 12th grade leavers were employed 

with the hope that they could be trained through in-service programmes (Bowen, 1976). During 

this period, therefore, there was an acute problem of trained teachers in the primary schools. 

Exodus of the limited trained teachers to other jobs was also a common practice.  

 

In secondary schools, the number of fully trained teachers was very small. The number of trained 

secondary school teachers at a B.A level from 1962/3 to 1967/8 was only 78. Since the number 

did not satisfy the needs, elementary school teachers were assigned to teach in secondary 

schools. The training problem was one of the causes for the deterioration of the standards of 

instruction.  

   

Although the educational system faced a number of problems, effots were exerted to educate the 

people. For all the efforts made to quench the educational thirst of the country,  it was 

paradoxical to find quite a large number of unemployed secondary school graduates. The 

problem of unemployment coupled with the students' discontent with the exotic and mere 

academic nature of the curriculum proved most intractable. Besides this situation, there was also 

an international dissatisfaction with Ethiopia's poor performance in its efforts to achieve 

universal literacy by 1980 as pledged at the conference on African education held in Addis 

Ababa in 1961 (Tekeste, 1990). These diverse problems were conditions for a thorough review 

of the educational sector. Therefore, the Education Sector Review (ESR) was officially 

constituted in 1971.  
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The objectives of the ESR were to analyze the education and training system of the country, to 

assess its relevance and suggest ways to promote national integration, and to prioritize studies 

and investments in education based on the needs of the country. The ESR presented proposals for 

the national goals of education as speeding up the economic development and improving the 

living standard of the people, creating a society that preserves its culture, innovative, and 

civilized, as well as building self-reliant generation. The educational objectives of the proposal 

included popularizing manual work, producing manpower for science and technology, and 

making individuals self-supporting by raising their own income. The proposal also raised policy-

related issues that recommended the integration of the educational system with life. As Tekeste 

(1990: 10) noted, “the most radical aspect of the ESR was that it made the rural population the 

target of the educational policy”. Unfortunately, its implementation rather proved a rapid 

expansion of primary education. The ESR was finally doomed to failure for it was perceived 

detrimental to teachers, secondary students and parents alike. The major reasons for the ESR to 

fail were that it did not consider the socio-economic and psychological conditions of the country, 

that the method of study was not appropriate, and that it proposed an elite type of education 

(Oumer Abdi, as cited in Birhanu and Deneke, 1995 ). 

 

Another possible reason for the failure of ESR could be that the reformation was not genuinely 

participatory; it was rather a government secret. The reasons for teacher, student and parental 

dissatisfaction on its implementation could be ascribed to this (Seyoum, 1996). Besides, it seems 

that the reformation was meant merely to lull the political situation which rampantly affected the 

ruling class. This could be seen as related to the Ministry’s measure taken after the proposals. 

The Ministry hardly considered the proposals; it rather attempted to implement other alternatives 

astray from them. With this strife educational situation, the popular socialist revolution erupted 

in the country and hence a new pavement to the educational system of Ethiopia came into being. 

 

2.3.2.3. Modern education (1975-1990)  

Before 1974, the modern Ethiopian educational system mainly produced managerial elites. There 

were only very few technical and vocational training institutions. In 1974, the Imperial system 

was overthrown and a socialist regime came to power. This regime criticized the Imperial 



 28 

educational policy for pursuing a curriculum that was foreign to the needs of the country. The 

post-revolution state also believed in education  as the key to the nation’s economic and social 

development. A transitional curriculum based on the educational objectives of Education for 

production, for scientific research, and for political consciousness was launched, but it served all 

through the regime inadvertently for compelling reasons (the government was with political 

problems). The curriculum was predominantly socialist oriented taking East Germany as a 

model. Unlike its predecessors, there was a considerable inclination to meet the social, 

economic, political and educational changes (Tekeste, 1990), and a remarkable contribution was 

also made to reach universal primary education through formal education scheme and the 

literacy campaign. The literacy campaign resulted in the reduction of the rate of illiteracy from 

93% in 1975 to 37% in 1983. In spite of all these efforts, it was not possible to make education 

equitably accessible to all regions as desired. The quality of education also declined for reasons 

like inadequate educational resources, uncontrolled spread of schools, and notably the media of 

instruction (Seyoum, 1996). The quality and number of trained teachers at different levels also 

contributed to the decline. These problems called for an educational reform again for the second 

time in the history of Ethiopian education. A national project, The Evaluative Research on the 

General Education of Ethiopia (ERGESE), was launched to study the various aspects of the 

educational system such as curriculum and instruction, educational structure, educational 

measurement, teacher education, educational technology, educational management, finance, etc. 

The ERGESE, unlike the ESR, attempted to involve some sectors of the public, but the results, 

like that of the ESR, were shrouded in secrecy; and, thus, they were merely shelved (Seyoum, 

1996). 

 

Leaving the ERGESE study aside, in the reform of the socialist educational system, especially in 

1984, emphasis was rather given to another scheme, polytechnic approach, which sought to 

provide education for all the society regardless of cultural areas, and which was taken as a 

solution to the rampant unemployment of secondary school graduates (Tekeste, 1990). The 

polytechnic approach to education was regarded as a precondition for life and work in society, 

for further education, and for all-rounded development of the human personality (Birhanu and 

Deneke, 1995), but it was a  short-lived  approach (Birhanu and Deneke, 1995).  
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After the fall of the Derg regime in 1990, a new education and training policy was issued by the 

The Ethiopian Peoples Revolutionary Democratic Front (EPRDF). A new education and training 

policy was launched as solutions to the extant problems of the educational system in the country. 

 

2.3.2.4. Modern education (1991 to date) 

 Although efforts were made during different eras to educate Ethiopians, those efforts were 

fraught with persistent problems such as inequity, poor quality, irrelevance, and unemployment 

of graduates. The attempts made to alleviate these problems were also hardly effective. Thus, the 

education  in the pre-1991 Ethiopia could generally be characterized as too  academic (theory-

based) and was entangled with problems of irrelevance, lack of quality, inaccessibility, 

inefficiency and inequity. It was not needs-based and problem-solving (ETP, 1994; ETPI, 2002). 

In addition to these problems, insufficient facilities, inadequate training of teachers, and shortage 

of books and other teaching materials contributed to the deterioration of the standard of 

education (ETP, 1994). The controversy in education, that is between governmental will and the 

reality, could, I think, emerge mainly from the low economic standard of the country. The 

country was thus politically, economically and educationally dependent on outsiders and was 

obliged to adopt foreign curricula.   

 

In pre-1991 Ethiopia, except for the attempts made in the Derg regime, the disparity among 

regions, between the urban and rural areas, as well as between the sexes in providing educational 

opportunity was high. The number of higher education institutions was very limited and they 

were found only in very few regions. Higher institutions at a university level numbered only 

three, namely Addis Ababa University, Asmara University and Alemaya University. 

 

The educational objectives of the post-1991 Ethiopia were education for development and 

democracy and education claimed to emphasize the production of democratic, inventive, 

appreciative and self-reliant citizens (ETPI, 2002:12 &16). As indicated in ETP (1994: 6): 
 

 …the education  and training policy envisages bringing up citizens 
endowed with human outlook, countrywide responsibility and 
democratic values having developed the necessary productive, 
creative and appreciative capacity in order to participate fruitfully 
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in development and the utilization of resources and the 
environment at large. 

 

 As a correction to the past educational system, the 1994 Education and Training Policy of the 

Federal Democratic Republic Government of Ethiopia claim to emphasize the development of 

democracy, problem-solving capacity and culture, change of curriculum structure and approach, 

the acquisition of scientific knowledge, critical thinking, creativity, relevance and practicum.     

 

The educational structure was designed to constitute kindergarten, 8 years of primary, 4 years of 

secondary and 3 or 4 years of tertiary levels. The primary and secondary levels are divided into 

first and second cycles each. The first cycle of primary education ranges from grade 1 to 4 

(where students learn in self-contained system), while the second cycle is from grade 5 to 8. The 

primary education emphasizes a general primary education. The first cycle of secondary 

education (grades 9 & 10) provides a general secondary education, while the second cycle 

(grades 11 & 12) offers a university preparatory education. 

 

The language of instruction of the primary level (1-8) is the mother tongue of the learners in 

almost all the regions (except for Addis Ababa, SNNP and few others where English is used as a 

medium of instruction beginning from the second cycle of the primary level). Teacher training 

was given to the trainees in the mother tongue. From secondary level onwards, all regions use 

English as a medium of instruction. This late beginning to use English as a medium of 

instruction seems to have an effect on students’ effective learning of content area subjects in 

secondary schools and higher institutions. Since students lack the linguistic capacity required to 

learn content area subjects, and are unpracticed readers (See 1.1. for the definition), they may 

tend to memorize their readings even without understanding (See 2.3.1.1). Therefore, what was 

sought in the educational objectives might not be realized. This situation calls policy makers for 

continuous evaluation of the policy and practice for taking corrective measures.   

   

Generally, the problems of the educational system  of Ethiopia, in spite of the various causes 

stated in different eras, can be subsumed to originate from the low economic background, 

backward culture and undemocratic political views of the country (See 2.1). 
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2.4. The teaching of the English language in Ethiopia 

As discussed above, the beginning of modern education in Ethiopia was characterized mainly by 

teaching foreign languages. In the decade before the Italian occupation, English was competing 

with French in schools as a language of instruction (Pankhrust, as cited in Daniel, 1998). The 

period between 1920 and mid-1930 was the marking period for English to gain ground in 

Ethiopian education. For example, primary schools in Gore, Dire Dawa, Jijiga, Nekemte, Assebe 

Teferi, Gondar, Adwa, and Makalle which were founded between 1928 and 1935 used English as 

their language of instruction. There were other schools in Addis Ababa, such as Menen, Teferi 

Mekonnen and Menilik, however, which used French as a medium of instruction. 

 

During the Italian occupation (1935-1941), schools were closed, and books and other teaching 

materials were destroyed. This situation and a host of other factors necessitated the use of the 

English language in post-war Ethiopian schools. The first factor was the presence of British 

legations in Ethiopia and the continual efforts of the British Council in the 1930's which 

contributed to the acceptance of English for official purposes (Brown et al, 1976).  

 

The other was the efforts of Ethiopian reformers, such as Dr. Workneh and Tefera Work, which 

gave way for English to displace French. Because Dr. Workneh liked the British way of doing 

things, he had a hand in the eighteen Indians who were brought to Ethiopia as teachers. These 

expatriates spoke English and it was mandatory they taught in schools in English. Tefara Work, 

on the other hand, was an interpreter at the British legation and sought to emulate the British in 

most matters of style (Daniel, 1998). A related cause includes the increasing number of foreign-

educated Ethiopians and the need for the enhancement of modern education. These conditions, in 

fact, allowed for the study and use of different foreign languages.  However, English could 

emerge as the most dominant language because of the strong bond in many respects between 

Ethiopia and Britain.   

 

The third was Ethiopian indebtedness to Britain. During the Ethio-Italian war, Britain had paid a 

lot of sacrifice, and this contributed to the receptivity of the British and their language both by 

the Ethiopian government and the people.  
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These causes resulted in a shift from using English for translation and interpretation to a  

language of instruction (at first from grade five onwards). Students' interest in the English 

language also necessitated the use of English. They learned English to get jobs, to improve their 

living standards and to get promotions because a greater facility in English promised paying jobs 

and higher posts in administration (Daniel, 1998). 

 

Besides, English was also a means for access to education. Firstly, most of the instructors during 

that time were expatriates (Indians and the British), and being literate in English was mandatory 

in order to learn from these people. Another reason for incorporating foreign languages in the 

curriculum was to sidestep the opposition of the church to secular education, especially at the 

introduction of modern education in Ethiopia. English could also enjoy this situation as all other 

foreign languages introduced in Ethiopian schools. Since Ethiopian schools had dearth of 

learning/teaching materials, they were obliged to use foreign-developed English materials. 

 

All these conditions gave way to the shift from French domination to English domination in 

schools. Schools and institutions began offering different subjects in English. For example, the 

theological and commercial schools which were opened in 1944 and 1945 respectively taught in 

English. It was also decreed in the education policy that a gradual transition be made to English 

after grade three in the teaching of other subjects. The strong use of English in Ethiopian schools 

continued up to the early 1950's. Between the 1950's and 1974, however, the Ethio-British 

relationship was loose and Ethiopianization of education (curricula, materials, teachers) was 

forced in the national educational system.  This instance was the time when discontent regarding 

English as a language of instruction was heard among secondary school teachers. They argued 

that English as a language of instruction was very difficult for both students and themselves; and 

because of this difficulty, Amharic was used as the de facto language of instruction (Daniel, 

1998). The dissatisfaction, however, didn't last long.  The Americans became best friends with 

Ethiopia; therefore, between the years 1952 and 1974, the Ethiopian education sector was greatly 

influenced by the Americans. Americans assisted the economy, and contributed in running 

higher education. In general, the status of the English language in Ethiopian schools somehow 

remained almost the same until 1974, although there were conditions that led to its deterioration 

in 1967 (See section  1.2. above). 
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In general, Ethiopian schools had a positive attitude towards learning English. However, learning 

the language had problems one of which might be lack of social base. This, in effect, may mean 

that the language was difficult for the students to read and learn other subjects. 

 

2.5. The current  status of the English language teaching in Ethiopia 

In the period between 1974 and 1990, English was the medium of instruction from grades 7 

onwards and was given as a subject beginning from grades 3. Nevertheless, it failed to play an 

effective role as an instructional language. As cited in Amare (1998:209), Stoddart criticized the 

status of English during this period as follows: it is no longer appropriate to call English a 

medium of instruction; rather it has become a medium of obstruction. The crisis was assumed to 

have its origin in the elementary school (Madsen, as cited in Amare, 1998). 

 

At present, English is offered as a subject from grade 1 onwards and is the language of 

instruction from grade 9, except for Addis Ababa and Gambela where it begins at grade 7 and 

SNNP which recently began to offer different subjects in English starting from grade 5. The 

problem of using the language across the curriculum is still acute, and hence on-job English 

language improvement training is being offered for content area teachers as well as English 

language teachers (ETPI, 2002). 

 

The reading problem is part and parcel of the linguistic deficiency of our teachers and students at 

different levels. The reading problem may even be taken more serious than the other skills 

because students learn content area subjects and the English language itself through reading. The 

students’ linguistic problem in general and their problem of reading in particular may influence 

their conceptions and approaches to reading (See 1.1.). 

  

2.6.  Summary 

In this chapter, an attempt was made to highlight the socio-economic, cultural, historical and 

educational milieu that could serve as a background for the present research. It was assumed that 

the objectives, content and educational system of a country could be influenced by these factors. 

This means whenever the political, social, and economic conditions change, education reflects 
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these changes. On the other hand, societal values, a society's assumptions about education, its 

educational philosophy and perception about learners and learning can also guide the educational 

system and the teaching/learning behavior of that particular society. Therefore, a brief account of 

the socio-politics of Ethiopia, the history and objectives of its education in different eras, and the 

status of the English language teaching in the country were discussed. All these variables were 

assumed to have influenced the reading and teaching reading traditions in Ethiopia, which, in 

turn, might also influence the conceptions and approaches to reading of grade 9 students. 

 

The main objective of the traditional education (except for the mission schools which also 

attempted to include secular education) was to propagate religion, and learners were mere 

"receptacles" of the religious truths. The objectives of the modern education, however, varied in 

consequence of political influences and socio-economic factors. Thus, for the period of three and 

a half decades since the start of modern education in Ethiopia, the objectives of education were 

principally to ensure peace in the country, to reconstruct the country, and to enable her to exist as 

a great nation in the face of the European powers. During this era, education also aimed at 

producing administrators, interpreters and technicians. For the duration of slightly over 30 years 

(1942-1974), education aimed at producing workforce that could serve the bureaucracy 

substituting expatriates. The objectives of education during the Derg Regime were education for 

production, for scientific research, and for political consciousness, but now in the EPRDF rule 

the objectives claim to emphasize the production of democratic, inventive, appreciative and self-

reliant citizens. 

 

In the traditional religious schools, education was perceived and practiced to be memorization 

and regurgitation of religious texts. The modern education all through three-fourth of a century 

lacked relevance, and expediency and hardly helped solve the multiple problems of the country. 

Students studied alien content and culture and depended largely on theoretical knowledge 

exploiting the scanty books available with limited variety. This situation, therefore, could lead 

students and teachers as well to perceive learning (which is also true to learning reading) as 

getting information from the materials they read, presumably replicating writers' views; that is, 

leaving little or no room for critical reading, problem-solving and creativity. 

 



 35 

The English language has occupied a significant place in the history of the Ethiopian education. 

It has been taught as a subject and used as a medium of instruction. However, students' capacity 

of utilizing it is deteriorating from time to time. Thus, the students seem to be obliged to 

memorize their studies in a language they are not comfortable with. This situation coupled with 

the tradition of teaching reading as well as the aforementioned contexts might influence teachers' 

and students' conceptions and approaches to reading. 

 

This study, therefore, attempts to see students' conceptions and approaches to reading and how 

teachers could serve as change agents through mediating to students' conceptions and approaches 

to reading vis-à-vis the educational objectives and demands of the country. 

 

The next chapter attempts to review the related literature regarding conceptions and approaches 

to reading and the mediation theory. 
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CHAPTER III 

REVIEW OF RELATED LITERATURE  

 
3.1. Introduction 

As this study focuses on the effects of teacher mediation on student conceptions and approaches 

to reading, this chapter is devoted to discussing the theoretical framework for student 

conceptions and approaches to learning, their conceptions and approaches to reading and other 

related concepts. It is also devoted to discussing the social interactionists’ view of learnig, the 

theory of mediation and Feuerstein’s mediation parameters.  

 

In the sub-sections, reviews will be made about the concept and types of conception, different 

learning approaches, and the relationships between context, conceptions, approaches and 

outcomes. The discussions about conceptions and approaches to learning are made because they 

have relations with the conceptions and approaches to reading and, therefore, it is assumed that 

they can be a necessary backdrop for understanding student perceptions and approaches to 

reading in light of them (Ingerslev, 2003). In addition, then, views and research findings 

concerning student and teacher perceptions about reading, students’ approaches to reading, and 

other related areas will be included (See 3.2.) 

 

The literature concerning constructivism vis-a-vis the concept of mediation, and Feuerstein's 

mediation parameters will also be included. Recent development in psychology is the social 

interactionists’ view of learning which combines humanistic and constructivistic notions and the 

influence of the social context on learning. Social interactionists understand learning as a process 

that takes place through an interaction with other significant people, initially with  parents and 

later with teachers. They view the learner as active who makes sense of his learning, and think 

that he needs help from the significant others (teachers) for his cognitive, social and emotional 

development. According to the interactionists' view, thus, both first and second language 

learning involve many complicated interactions between the learner and the significant others 

who are referred to as mediators.  In foreign language context, teachers carry out the prime 

mediator role and better performer students also contribute in mediating to their peers’ learning 

and mastery of the language. 
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The founders of social interactionism such as the American Bruner, the Russian Vygotosky, and 

the Isreali Feuerstein argue that the secret of effective learning lies in the nature of social 

interactionism between two or more people with different levels of skills of knowledge.  The 

adult mediates to the child learning; and the teacher mediates to the students’ learning.  Williams 

and Burden (1997) have offered the theoretical background of mediated learning experience and 

its application in language teaching. In first language acquisition, parents interact with children, 

and in second or foreign language learning context teachers, and to a lesser extent more active 

and intelligent students, mediate to students learning and mastery of the language (See 3.4.). 

 

As will be discussed in 3.4.1 and 3.4.2., the notion of Mediated Learning Experience is different 

from the direct approach to learning because teachers mediate both the stimulus and the response 

(Feuerstein and Feuerstein, 1991). In the sub-section 3.4., attempt will be made to provide a 

theoretical framework concerning the philosophy of Vygostky and Feuerstein as specific to 

Social Constructivism (Social Interactionism) and mediation and other related concepts. More 

emphasis, however, will be given to Feuerstein's mediation theory for in this research I utilize his 

mediation parameters to change students' conceptions and approaches to reading.  

 

3.2. Conceptions and Approaches to Learning 

3.2.1.  Student Conceptions of Learning 

The term "conceptions of learning" is defined as "beliefs and ideas people have about what 

learning actually means" (Stekette 1997:1).  These beliefs and ideas refer both to the what and 

how aspects; that is, the content and the approach to learning (Biggs and Moore 1992).  Pajares 

(1996) categorized the term with the proliferate other terms that constitute conceptual affinity: 

attitudes, values, judgments, axioms, opinions, perceptions, conceptual systems, preconceptions, 

dispositions, implicit theories, explicit theories, personal theories, internal mental processes, 

rules of practice, and others.  Although these terms share some common characteristics, such as 

their reference to thought processes, they have been treated differently.  Of these terms, in fact, 

some of them seem to have close concepts, and, thus, "perceptions", "conceptions" and "beliefs" 

are used in this paper interchangeably. 
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Students have varied perspectives of learning.  Different researches conducted among students of 

different levels have proved this.  For example, researches made by Marton and Saljo (1976) and 

Marton et al. (1993) identified qualitatively different student conceptions of learning in higher 

education. The other type of questions focused on the major lines of reasoning. Other studies 

found different conceptions of learning among children (Pramling, 1983), and among primary 

school students (Stekette, 1997). 

 

 Research regarding the students' conceptions of learning in higher education identified five 

qualitatively different and hierarchically related conceptions of learning that included: (1) a 

quantitative increase in knowledge, (2) memorizing, (3) the acquisition of facts, methods, etc.  

which can be retained and used when necessary, (4) the abstraction of meaning, and (5) an 

interpretive process aimed at understanding reality (Saljo, as cited in Marton and Saljo, 1984).  

Marton et al. (1993), studying adults, added "changing as a person" as a sixth conception. The 

study made about the conceptions of primary school students identified six distinctly different 

conceptions of learning that constituted generic learning, physically doing, knowing more things, 

knowing harder things, searching for meaning, and constructing new understandings (Stekette, 

1997). Although they varied in the names they were offered, the conceptions of learning 

identified among primary school students, except for generic learning, which referred to 

students’ overall understanding of facts, were similar to those identified in higher education. The 

conceptions of learning identified among pre-school students, however, were limited compared 

to the others. They comprised doing, knowing, and understanding. Doing referred to physically 

participating in an activity; knowing, to building up one's store of knowledge about the world 

that surrounds them; and understanding, to the meaning inherent in an activity or piece of 

information (Pramling, 1983). 

 

In spite of these distinctions, the conceptions of learning were categorized under quantitative and 

qualitative conceptions (Biggs and Moore, 1992; and Taylor, as cited in Devlin, 2002). The 

quantitative conceptions constituted increasing one's knowledge, memorizing and reproducing, 

and the application of facts, methods. "Increasing one's knowledge" implies that learning is 

perceived as securing new things through absorbing and storing, and the conception of learning 

as "memorizing and reproducing" assumes learning to be "studying facts in an isolated but 
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specified items of knowledge" (Biggs and Moore, 1992:21). The belief that learning is 

"quantitative increase in knowledge" might lead to absorbing the grammar rules of a language 

and memorizing vocabulary items in language teaching, and these inquire students merely to 

absorb and reproduce information (Williams and Burden, 1997). The perception of learning as 

"applying" refers to learning facts and procedures by making use of it in some way.  In 

quantitative conceptions, learning is a matter of how much is learned, and teaching is the 

transmission of knowledge. The focus of the quantitative conceptions of learning resembles the 

bottom-up conceptions of reading (See 3.2.8.1). 

 

The other category is the qualitative conceptions of learning which assumes learning to be 

meaning-based. Here meaning refers to "personal meaning" which is "based on intrinsic interest, 

curiosity, and desire and ability to relate the learning to personal experience" (Haggis, 2003). 

The qualitative conceptions constitute "the abstraction of meaning", "the interpretive process" 

and "changing as a person". Students learn ideas through seeing, grasping, and understanding. 

They employ varied procedures and strategies, relate what is learned to other knowledge in their 

abstraction of meaning, and also change what is understood.   

 

Williams and Burden (1997) argued that the conception of "the abstraction of meaning" is 

important in language teaching.  They wrote: 

The abstraction of meaning' is a particularly interesting category, 
which appears to belong more to communicative approaches to 
teaching a language and techniques such as task-based listening, 
reading with information transfer, or tasks requiring meaningful 
interaction (p. 61) 

 
The conception "changing as a person" refers to "the experience students achieve through deep 

involvement in learning" (Biggs and Moore, 1992:22). This conception also has implications for 

language learning.  It will lead to "the selection of activities that have personal significance or 

relevance to the learners leading to some personal benefit such as learning to think, learning 

some social skill or learning about the world" (Williams and Burden, 1997: 61).  

  

The quantitative and the qualitative levels of conception are not antagonistic (Biggs and Moore, 

1992), rather they are developmental (Entwistle, 2000).  Research has confirmed this.  For 
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example, Perry, as cited in Entwistle (2000), found that university students initially saw learning 

mainly as a matter of memorizing and reproducing knowledge in ways acceptable to the teacher.  

During their time at university, students gradually began to recognize that learning was more 

rewarding when they sought personal meaning by transforming information and ideas in terms of 

their own previous knowledge and understanding. Underlying the shift from quantitative 

conceptions of learning to qualitative ones is a constructivist view of learning (Biggs and Moore, 

1992). [See also 3.3.] 

  

Students' conceptions of learning are shaped by their prior educational and other experiences 

(Ridely, 1997; Mclean, 2001; Gravaso et. al, 2002) and possible future ones (Ridely, 1997).  

Because of the varied experiences they get from their family, the community, and the school, 

different students perceive learning differently. The conceptions of learning are complex and 

incorporate components like beliefs about the nature of learning, beliefs about how one knows 

whether learning has taken place, and knowledge of factors that affect learning (Fuller, 1999). 

 

Students' conceptions of learning may influence their conceptions of learning the English 

language and reading (Williams and Burden, 1997).  It can also be argued that students' 

conceptions of learning have more direct relationship with their conceptions of reading 

(Ingerslev, 2003).  This is because students learn their academic subjects more through reading. 

Besides, the strong relationship between conceptions of learning and conceptions of reading can 

be inferred from the various researches made (See 3.2.3). The various studies conducted 

concerning conceptions and approaches to learning were based on students' reading of academic 

texts (See 3.2.6.). 

 

Studies asserted that students’ conceptions of learning determine their approaches to learning 

(See 3.2.5). The next sub-section, therefore, provides research findings regarding the different  

categories of approaches to learning. 

 

3.2.2. Students’ Approaches to Learning 

The approaches to learning are the ways students tackle learning tasks. In order to investigate the 

approaches, the 'how' of learning, a series of experiments was conducted at the university of 
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Gothenburg, Sweden, on higher institution students’ reading of academic texts, which identified 

four qualitatively different levels of understanding and recall. The levels were: 1) describing and 

justifying conclusions, 2) mentioning overall arguments and conclusions, 3) describing facts and 

components of argument, and 4) mentioning facts.  In recalling also some stressed the author's 

conclusions, others the descriptions of arguments and facts without relating them to the 

conclusions (Ford, 1981). The levels of understanding and recall were related with the 

approaches to learning (Ford, 1981).  Marton and Saljo (1976) had a seminal work that 

distinguished between surface and deep approaches which were directly related to the levels of 

understanding and the motivation to learn. 

 

The surface learning approach "characterizes a methodology whereby students focus on 

completing task requirements, concentrating on facts rather than arguments, the memorization of 

information and unreflective acceptance of new material" (Brown et al, 2001:3).  Students who 

conceived learning as increasing knowledge, memorizing, and acquiring facts or procedures 

were categorized as surface learners.  Baron (1996) said that students adopt surface approach if 

their primary motivation is avoiding failure.  This sort of students intends to simply complete the 

task requirements (Fells 2001; and Brown et al, 2001). They treat tasks as an external imposition 

and are unreflective about the purpose.  Their focus is on discrete elements, on unrelated parts of 

the task without any attempt to integrate.  In short, their approach is atomistic.  Students who 

adopt surface approach to learning take a text as a collection of discrete units of information that 

should be memorized in order to answer the anticipated questions.  These students approach 

learning as a task in which their responsibility is to reproduce what the teacher has taught.  

Therefore, they concentrate on facts rather than arguments, regurgitate information, and accept 

new material without asking “why” and “how” (See 3.2.8.1. to compare with bottom-up 

reading). 

 

In contrast to surface learning approach, the deep learning approach refers to a method by which 

students attempt to understand content, argue, relate and organize new ideas with their personal 

experiences (Brown et al, 2001) in order to get personal meaning from them (Haggis, 2003).  

Entwistle (2000) also wrote that the intention in the deep approach is to extract meaning, and 

produce active learning processes that involve relating ideas and looking for patterns and 
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principles (a holist strategy) and using evidence and examining the logic of the argument (a 

serialist strategy). The approach also involves monitoring the development of one's own 

understanding (Entwistle, McCune and Walker, as cited in Entwistle 2000).  Students who 

employ a deep approach critically think and process data at higher levels of generality (See 

3.2.8.2. to compare with top-down approach to reading).  

 

The deep/surface approaches to learning have relations with intrinsic/extrinsic motivation 

(Baron, 1996).  They are also linked with different levels of abstraction.  As an evidence to this, 

Ford's (1981) review showed that understanding at different levels of abstraction was linked with 

different levels of "transformation", and this was measured by students' interview statements, 

questionnaire and written responses to questions that inquired their ways of reading articles. 

 

A third type of learning approach is a strategic (or achieving) approach (Biggs and Moore, 

1992). Students employ this approach when their main interest is to score high grades in 

examinations. Students will have the tendency towards using this approach largely by the 

influence of the teaching style, and their understanding of the demands of the courses in 

examinations. Some writers considered this approach as one that switches between deep/surface 

approaches rather than as a distinct approach (Volet and Chalmers, as cited in Haggis, 2003). 

 

Together with the identification of the different levels of abstraction and approaches to learning, 

two levels of processing were identified: deep-level processing and surface-level processing.  

The deep-level processing was identified by applying any one or a combination of the criteria 

"(a) was there a clear intention of trying to understand what the author was saying? (b) was there 

any intention to integrate what was being read with other parts of the article, or with facts, or 

with previous experience? and (c) was there an intention to try to reach own conclusion or make 

use of own personal experience?" (Ford 1981:349).  Surface-level processing, on the other hand, 

was identified by the criteria "(a) was there an intention to obtain facts or information? (b) did 

the experimental conditions appear to have affected performance? and (c) was there an intention 

to memorize or an attempt to learn by rote?" (ibid). 
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There were high correlations between levels of processing and levels of abstraction in 

understanding (Marton and Saljo, cited in Ford, 1981).  Entwistle et al (1979) also found a high 

positive correlation between deep level processing and high level of understanding, but the 

correlation between surface level processing and understanding was not significant. 

 

Ford (1981), in his review of study approaches and  'effective learning', pointed out that Pask 

(1977) had also identified two complementary but distinct student processes of understanding 

complex academic topics. The distinctions he made were between "comprehension" and 

"operation" which relate to different levels of abstraction in that the former is concerned with 

building descriptions of what may be known in a subject matter area, and the latter with 

mastering operations and procedures which satisfy descriptions.  According to Ford (1981), the 

distinctions are similar in important ways to the distinctions made by the researchers at 

Gothenburg. That is, "descriptions" and "operations" share certain similarities with deep and 

surface approaches to understanding respectively. 

 

Another distinction that was made in relation to levels of abstraction was Biggs' (1979, 1980) 

taxonomy of Structure of Observed Learning Outcome (SOLO) which comprises of five levels: 

pre-structural, uni-structural, multi-structural, relational, and extended abstract. 

 

In this sub-section, attempt was made to indicate three approaches to learning – surface, deep 

and strategic approaches – and their relations, except for the strategic approach, with different 

levels of processing and abstraction. The approaches to learning, the levels of understanding of 

academic texts, and the levels of processing may have implications to the processes and 

approaches to reading (See 3.2.5). The next sub-section is devoted to indicating the chain of 

relationships among learning environment, conceptions and approaches to learning.   

 

3.2.3. Context, Conceptions and Approaches to Learning 

The context of learning in the classroom constitutes instruction, assessment, and other aspects of 

the teaching-learning environment. There is a chain of connections among conceptions of 

learning, approaches to learning and levels of understanding (Entwistle, 2000).  And these can be 

influenced by the learning orientations and conceptions of learning inherited from the students' 
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previous educational experiences (Marton et al 1993; Hettich, 1997; Entwistle et al, 2001; 

Watkins, 2001), teachers' practices of teaching, and task and assessment procedures (Eklund-

Myskog, 1997; Mclean, 2001). For example, assessment procedures which encourage students to 

think critically, which require them to apply to new contexts, and which encourage problem-

based questions may urge students to develop a deep approach.  In contrast, procedures 

perceived by students as requiring no more than the accurate reproduction of information lead to 

surface approaches (Thomas and Bain, 1984; Scouller, as cited in Entwistle 2000, and Garrison 

et al, 1995).  

 

A partial explanation to the influence of context on students’ adoption of surface or deep 

approaches can be Entwistle's (2000) findings on conceptions of teaching. Entwistle, in his 

interviews of instructors about "teaching" and "learning," found a hierarchy of conceptions of 

learning and teaching and varied assessment procedures.  He categorized the instructors as 

content-oriented, student-focused, and learning-oriented. Teachers with these differing 

conceptions of teaching tended to hold corresponding views on assessment.  He wrote: 

staff who are content-oriented are likely to see assessment as 
designed to demonstrate detailed factual knowledge of the 
syllabus…. The student-focused group tend to use more varied 
methods of assessment and to be aware of their own responsibility 
for encouraging students to develop deep levels of understanding 
(p. 10) 

 

This indicates that teachers' conceptions of teaching and learning influence their approaches to 

testing, and these, in turn, may influence students' approaches to studying. 

 

In short, both students' and teachers' conceptions of learning influence the students' approaches 

to learning. As students are required to be cognitively active; that is, reflective, critical, analytic, 

etc. in their academic studies, including reading, working towards this end is commendable 

(Dole et al, 1991). All that discussed above may imply that fostering deeper approaches to 

learning necessitates creating desirable conditions. Teachers' role therefore is fundamental. Dole 

et al. (1991:51) argued that teachers should play a cognitively active role in their efforts to 

develop students' understanding, and this role might be a mediational role (See 3.2.9). 
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In this sub-section, I have tried to show the relationships among learning environment, 

conceptions and approaches to learning. The next sub-section focuses on the relationships among 

students' conceptions, approaches to learning and outcome. 

 

3.2.4. Students Conceptions of Learning, Approaches to Learning and Outcome 

Different researches indicated different results concerning the relationships between students' 

conceptions, approaches to learning and outcome. One group of researches  disclosed that 

students' conceptions of learning determine their learning approaches, and their approaches to 

learning determine their learning outcomes (Marton and Saljo,1976; Gravaso et al, 2002; 

Dahlgren and Marton, as cited in Gravaso et al,2002; Gordon, et al, 1998). Gravaso et al's (2002) 

study which aimed at filling in the research gap of determining the extent of the causal 

relationships of these factors can be an evidence to this.  They studied 119 college students from 

different disciplines using a questionnaire and a test.  The results of the study clarified the causal 

relationships of students' prior learning experiences, conceptions of learning, learning 

approaches and learning outcomes. That is, prior learning experiences shape students' 

conceptions, and students' conceptions determine learning approaches (See also 3.2.3). And the 

learning approaches determine the quality of learning. They wrote: 

Students are likely to think of learning as development of 
perspectives and as collaboration if they feel that their learning 
environment provides them with an opportunity to build their own 
knowledge, learn in collaboration with other students, and engage 
them in activities relevant to their lives as students and as future 
professionals.  This will lead them to use deep learning 
approaches, thus resulting in better quality learning outcomes.  
However, if they feel that their learning environment promotes 
absorption of information, they are likely to think that learning is 
intake of information and use surface learning approaches.  The 
result is a poor quality learning (Gravaso et al, 2002 : 288). 

 
On another study, however, Fuller (1999:2) argued that there is "only little empirical evidence 

about the extent to which conceptions of learning are significant and influential part of 

approaches to learning and learning outcomes".  According to him, previous research on the 

relationships of these variables suffered from three basic limitations. These include the attempt to 

designate students as holding just one conception of learning and using one corresponding 

approach to learning, the research instruments and the contexts of the studies. Previous research 
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on these issues involved a laboratory study rather than the actual school or university course. 

Besides, the research instruments utilized to study conception-approach relations were interview 

data or written statements.  However, since conceptions of learning are complex and incorporate 

a number of components, students often describe features of their learning which relate to several 

conceptions of learning rather than just one (Fuller, 1999).    
 

Fuller, then, conducted a research which he claimed could improve some of the limitations of 

previous research in the area.  He collected data using the short version of the Reflections on 

Learning Inventory (RoLI), the Motivated Strategies for Learning Questionnaire (MSLQ), and 

the Study Process Questionnaire (SPQ).  His findings indicated that the relationships between 

students' conceptions of learning and their approaches to learning, their use of learning strategies, 

and their academic results were different from what might be anticipated.  Based on the findings, 

he concluded that knowledge of students' conceptions of learning is not in itself sufficient to 

provide useful information about their likely approaches to learning and use of learning 

strategies or about their academic results; it is also necessary to know how these conceptions 

interact with other aspects of the particular learning context in which they are engaged. 

 

Although different results were found concerning the relationships among conceptions, 

approaches, and outcomes of learning, the majority of the researches made showed causal 

relations of the variables. Recent researches such as Mclean (2001: 399) also indicated that 

academic ability is "a reflection of the conceptions of learning students hold".  Fuller's (1999) 

study, therefore, needs to be replicated to assume other factors as major determinants. So, in this 

paper, it is held that conceptions can determine both the approaches to learning and the outcomes 

of learning. Therefore, conceptions, approaches and outcome of learning are linked: surface 

approaches leading to poor outcomes, and deep approaches to good ones (Haggis, 2003). As a 

support to this view, Mclean's (2001:399) research also confirmed that academic ability can be 

the reflection of students' conceptions of learning.  
 

 

3.2.5. Implications to conceptions and approaches to reading 

The relationships between conceptions of learning, perceptions of the learning environment, 

approaches to learning, and learning outcomes have implications for the conceptions and 



 47 

approaches to reading. As stated above, the data used for studying conceptions and approaches to 

learning were drawn from students' academic reading (See 3.2.1). This might indicate a direct 

relationship between conceptions and approaches to learning and reading (Ingerslev, 2003). The 

conceptions of teachers and students reading, however, varied in different eras (Alexander and 

Cox, 2004). Students' processes of reading which are labeled as bottom-up and top-down may 

resemble the surface and deep approaches to reading. The relationships between conceptions and 

approaches to learning and reading are discussed below in the next sub-section. 

 

3.2.6. Conceptions and Approaches to Reading 

Meloth et. al. (1989:33) defined "conception of reading" as "a general knowledge of reading, 

namely an understanding of the relationship between the reader and the text, as well as the 

strategies used to read successfully." In this definition, the term conception of reading refers both 

to the what of reading and how to approach it.  It consists of congruity with Flavell's (1981) 

concept of metacognition in that it reflects the individual's knowledge about reading, the 

interaction between the reader and the task, and comprehension strategies.  Meloth and others, 

however, took metacognition as a facet of the overall concept of reading for it is often 

understood as more specific and is described as 'strategy'. 

 

In this paper, however, "conception of reading" refers to what students think reading or the 

reading process to be. And the approaches to reading, which result from their conceptions, are 

the ways readers process information to comprehend texts. 

 

Reading was conceptualized in different eras differently because of the influences of learning 

theories. For example, because of the influence of behaviorism, it was conceptualized as 

"conditioned behavior" and it concentrated on observable events outside the individual. Reading 

research and instruction, therefore, were restricted to the relationships between stimuli, such as 

words, and responses, such as word recognition (Clapham, 1996; Alexander and Cox, 2004). It 

was taken as discrete skills passively drilled and practiced until reflexively demonstrated. 

Reading was conceptualized as a "natural process" between the mid-1960s and mid- 1970s, and 

this resulted in the importance of the reader's knowledge base in reading research and instruction 

(Alexander and Cox, 2004). Clapham (1996) said that the focus on the mental processes during 
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this era produced the conception of reading such as "a psychological guessing game". When 

information-processing gained ground in the realm of education, the focus of reading research 

and instruction turned to the individual mind. During this era, it was conceived that the 

individual mind could be modified through direct intervention, training or explicit instruction. In 

the mid-1980s, because of the influence of socio-cultural perspectives, group orientations 

replaced individualistic reading. Thus, concepts such as "cognitive apprenticeship", "shared 

cognition", and "social constructivism" were prevalent. In the present era, the reader is 

conceptualized as a motivated knowledge seeker. The engaged reader has both individualistic 

and collective dimensions which reconcile information-processing and socio-cultural 

perspectives of past decades.  

 

In this paper, the reader is taken as an active, engaged reader who can solve-problems, critically 

read texts, evaluate, analyze and synthesize information from his readings. In order for the 

students to perform these cognitive activities, I argue that the teacher should play a mediator 

role. 

 

Dole et.al. (1991) distinguished between task-analytic behavioral conception and cognitively 

based conception of reading (See also Cairney, 1996).  In the former kind of conception it is 

assumed that the aggregate of all the sub-skills equals reading comprehension, and, therefore, it 

emphasizes programmed instruction, mastery learning and behavior modification.  In this view, 

readers are passive and are expected to reproduce meaning of the text. Dole and others describe 

this sort of reading conception as: 

In the traditional view, … readers acquire a set of hierarchically 
ordered sub-skills that sequentially build toward comprehension 
ability. Once the skills have been mastered, readers are viewed as 
experts who comprehend what they read.  In this view, readers are 
passive recipients of information in the text.  Meaning resides in 
the text itself, and the goal of the reader is to reproduce that 
meaning (p. 240-1). 

 

The task-analytic behavioral conception assumes a passive reader who masters a number of 

discrete sub-skills and who automatically and routinely applies them to all texts (See 3.2.8.1). 

Dole and others take this conception as traditional. In contrast, cognitively based conception of 
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reading comprehension (which Dole and others, 1991, take as new) assumes an active reader and 

emphasizes the interactive nature of reading and the constructive nature of comprehension. The 

reader constructs meaning through the integration of existing and new knowledge and the 

flexible use of strategies to foster, monitor, regulate, and maintain comprehension. The reader 

uses textual cues and situational contexts to build or construct meaning from the text (See 

3.2.8.2.). 

 

In the cognitively based conception of reading, prior knowledge is paramount. This knowledge 

can be knowledge about the topic of the text, general world knowledge about social relationships 

and causal structures, and knowledge about the organization of the text. The reader uses his 

existing knowledge to interpret and construct meaning of a given text, to determine importance, 

to draw inference, to elaborate text, and to monitor comprehension (Dole et al, 1991). 
 

In short, the task-analytic behavioral conception and cognitively based conception about reading 

differ mainly on viewing reading as a set of discrete skills and as holistic respectively. 

 

Students' approaches to reading have been linked with their conceptions of learning which, in 

turn, have resulted from the teaching environment (See 3.2.3. and 3.2.4.). The students, 

therefore, had different focuses while reading (Robinson, 1966; Walcutt; and Stanovich, as cited 

in Clapham, 1996). That is, some concentrated on the decoding of written symbols (Fries, 1963), 

and others ignored the decoding stage altogether (Adams and Collins, 1979). Carver, as cited in 

Clapham (1996), described the reading processes to be a linear process from graphic symbols to 

meaning responses, and Goodman (1972) considered it to be driven by hypothesis. These two 

differing processes are named as bottom-up and top-down processes. The former is described as 

perceptual information while the latter earns information from the context (Field, 1999). 

Stanovich (1980) and Rumelhart (1977), on the other hand, introduced interactive processes of 

different types (See 3.2.8.1, 3. 2.8.2, and 3.2.8.3 for bottom-up, top-down and interactive 

processes). 
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3.2.7. Levels of Processing of Reading 

Students' reading processes are categorized as surface and deep level processing.  As Fransson 

(1984) indicated, the classification was made based on a laboratory study undertaken by Saljo 

(1977). In the study, students were asked to read one or more passages of academic textbooks of 

different disciplines. Then, they were asked questions about the passages and how they 

approached the texts. The results indicated that some of them employed surface-level processing, 

and others deep-level processing in their readings.  The former ones were characterized as those 

who had reproduction oriented learning; and the latter, meaning - oriented learning.  Similar 

studies were repeatedly made and the results replicated.  The levels of processing could relate 

with levels of abstraction, recall, attention, and motivation. 
 

As reviewed by Ford (1981), Marton and Saljo (1976 ) found high correlations between levels of 

processing and levels of abstraction in understanding. According to Ford (1981), Entwistle et.al. 

reported a positive correlation between deep level processing and high level of understanding, 

and a negative correlation between surface level processing and high level of understanding.  

Fransson (1977) identified subdivisions of these approaches as deep active, deep passive, surface 

active, and surface passive which related to different learning outcomes: describing and 

justifying conclusions, mentioning overall arguments and conclusion, describing facts and 

components of argument, and mentioning facts. 

 

As cited in Fransson (1984), Saljo, in his study of information recall from reading texts, found 

that surface level and deep-level readers performed about the same on regular quantitatively 

scored tests for factual knowledge. It was reported that when the questions demanded 

understanding of arguments or principles, deep-level readers were seen to perform better. 

Surface level readers failed to see conclusions as consequences of arguments. As reported by 

Fransson (1984), Saljo found that the deep-level readers excelled the surface-level readers in 

retaining factual information in long term memory. Svensson (1977) also found deep-level 

reading to be strongly related to academic achievement in various disciplines. 

 

Other studies identified two levels of attention which related with the two levels of processing. 

According to Fransson (1984), level of attention is an alternative term for level of effort. Within 
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each level of processing some students read intensively, and others formed general impression. 

As researches indicated, the deep-level processors who read with a high level of attention tried to 

go beyond what is on the page; and those with a low level of attention tried to form a general 

impression of the information. The surface-level processors who read with a high level of 

attention, on the other hand, tried to press the text into their minds, while those with low level of 

attention designated a kind of lazy reading (Fransson 1984).   

 

Research also indicated correlations between levels of processing, and motivation and levels of 

attention and motivation. As Fransson (1984) pointed out, extrinsic motivation correlates with 

surface-level processing; and intrinsic motivation, with deep-level processing. Strong intrinsic 

motivation also correlates with a high level of attention. The results also indicated that both 

extrinsic and intrinsic motivation were positively related to results on a factual knowledge test; 

that is, the stronger the motivation, the higher the score.  In short, the research showed that "the 

type of motivation for reading a particular text is an important factor influencing the choice of 

approach to learning, and thus also determining levels of outcome" (p. 115). 

 

From these researches, therefore, it can be concluded that there is a strong correlation between 

levels of processing, motivation, levels of attention, information retention, and performance in 

tests. 

 

3.2.8. Conceptualizations of the Reading Process 

3.2.8.1. The Bottom-up conception of reading 

Although one may retrospectively see and find an implicit conception and bottom-up teaching/ 

learning process in behaviorism (See 3.2.6), the bottom-up processing of reading, in the strictest 

sense, was originally Gough's (1972) proposition. Gough devised the model based on laboratory 

studies of adult readers engaged in letter and word recognition tasks.  Based on the studies, he 

characterized reading as a sequential process (Davis, 1995). The bottom-up process of reading 

assumes that the reader decodes text data such as words, phrases and sentences, and is called 

text-driven (Barnett, 1989) and data-driven (Carrell and Eisterhold, 1988). It is text-based (text-

bounded) in that meaning, which is perceived to be essentially textual, is assumed to be drawn 

from the individual linguistic units such as phonemes, graphemes and words (Carrell, 1988; 
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Carrell and Esterhold, 1988; Davis, 1995; and Nuttall, 1996). Carver, as cited in Clapham 

(1996:13) described it as a “linear process from graphic symbols to meaning responses, and 

readers check words individually and sound them out phonetically”. In short, it is a decoding 

view (deriving meaning from print) of reading, and reading problems are considered to be 

decoding problems. In this process, reading is viewed as "reconstructing the author's intended 

meaning via recognizing the printed letters and words, and building up a meaning for a text from 

the smallest textual units at the bottom to larger units at the top" (Carrell, 1988:2); that is, it 

consists of  hierarchical, "sequentially ordered set of transformations" (Rumelhart, 1988:866). As 

cited in Clapham (1996:14), Gough  described five stages of the bottom-up process: "eye 

fixation, absorption of the visual stimulus, letter identification, phonological representation, and 

understanding of words from left to right." In other words, similar to what Carrell (1988) and 

Rumelhart (1988) viewed it, the input is hierarchically transformed from low-level sensory 

information into high-level encoding. The reading process is strict "letter-by-letter, word-by-

word analysis of the input string" (Rumelhart, 1988:867).  Interaction among the hierarchy does 

exist, but any one level can directly affect only the immediately higher level. 

 

Carrell and Eisterhold (1988) took the bottom-up process of reading as data-driven, because it is 

evoked by the incoming data which enter the system through the best fitting, bottom-level 

schemata. As Rumelhart (1988) and Davis (1995) discussed, Carrell and Eisterhold (1988) noted 

that the bottom-level schemata converge into higher level, more general schemata. According to 

them, the process enables readers to become "sensitive to information that is novel or that does 

not fit their ongoing hypotheses about the content or structure of the text" (p. 77). 

 

The bottom-up view of reading has drawbacks. Carrell (1988), for example, considered it to be 

passive for it claims to exclusively dwell on a linguistic decoding process.  Reading is viewed as 

an adjunct to oral language skills, and this is assumed to be the influence of the audio-lingual 

method, and the structuralists' view of phoneme-grapheme relationships. Therefore, the 

conception of second language reading process as a decoding of sound-symbol relationships and 

mastering of oral dialogues is considered to be the primary step in the development of reading 

proficiency (ibid). The reader here is assumed to take stimuli (letters, words, etc.) from the text 

with little recourse to higher-level knowledge (Treiman, 2001). The reader does not involve his 
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prior knowledge to understand the meaning in the text. In this sense, the approach resembles the 

surface approach to learning discussed in 3.2.2. It also resembles the analytic category of Kirby's 

(1988) reading style, and parallels to Biggs’ (1988), Entwistle's (1988) and Schemeck’s (1988) 

surface styles. It also parallels the serialist style of Pask (1988). All these share a common 

characteristic of their predisposition to the identification of words rather than to the extraction of 

meaning. They also seek information on the page without involving readers' personal thoughts. 

 

Davies (1995) stated two basic drawbacks of the bottom-up reading process. One of them, as 

Smith (1971) demonstrated, is that it hasn't taken an account of the reality of the number of 

grapho-phonic rules.  The number of the English grapho-phonic rules, which cover spelling-to-

sound correspondences, is more than 166, and this is not easy to teach.  Secondly, the bottom-up 

processing is laborious and imposes a very heavy burden on short-term or working memory. As 

Davis (1995) said, such a burden can be "counter-productive, forcing the reader to focus on 

lower-level sources of information such as letter-sound correspondences at the expense of other 

sources of information" (p. 60).  Another deficiency was what Samuels and Kamil (1988) noted.  

According to them, linear reading models have difficulty accounting for a number of occurrences 

known to take place while reading. As remarked above, the bottom-up model, as a linear model, 

does not take account of the role previous knowledge plays in comprehension. 

 

The process also has advantages. Nuttall (1996) suggested that text-based or bottom-up 

processing can be used as corrective to "tunnel vision", but with caution. Over-reliance on the 

process may produce deleterious effects on comprehension, especially for unskilled readers. 

Such a misconception about reading may restrict the reader's reading ability, and may cause a 

breakdown in second language reading (Devine, 1988). Carrell (1988) proposed two areas of 

pedagogy - grammar skills and vocabulary development - that can assist second language readers 

to improve their bottom-up, linguistic decoding skills.  Reading improvement may be possible by 

creating awareness among the readers about cohesive devices and the function across sentences 

and paragraphs. The grammatical skills can help the readers to understand how ideas in a text are 

unified.  On the other hand, vocabulary development and word recognition have been recognized 

as crucial to successful bottom-up decoding skills. This, knowledge of individual word meanings 

is associated with conceptual knowledge.   
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In general, readers who exclusively dwell upon the bottom-up process of reading seem to be 

surface readers. They depend on external, text-based information for meaning construction, and 

seem to require to include internal factors such as previous knowledge, active engagement, and 

others that may also help them deeply process information. The readers are required to construct 

meaning by relating their previous knowledge with the information they gain in the reading texts 

(See 3.2.8.2). The reverse activity of the bottom-up process of reading is the top-down process 

(Pavili, no date). 

 

3.2.8.2. The top-down conception of reading 

The introduction of the psycho-linguistic theory of second language reading in the 1960's and 

70's influenced the top-down conceptualization of the reading process. Goodman, cited in Carrell 

(1988:2), described reading as a "psycholinguistic guessing game", in which "the reader 

reconstructs… a message which has been encoded by a writer as a graphic display". Reading was 

defined as a "psycholinguistic guessing game" because the reader was assumed to use 

graphophonic, syntactic, and semantic systems of the language in predicting meaning, 

confirming, correcting, and developing of further hypothesis (prediction) in the reading process 

(Grabe, 1988; Carrell, 1988).  Smith (1971, 1973) and Goodman (1972) emphasized "higher 

order" sources of information, which are in contrast to Gough's bottom-up, letter-sound 

correspondences.  As reported in Davis (1995), Goodman's model was based on the study of 

beginning L1

According to Clapham (1996), Goodman did not characterize his theory as a top-down process; 

he even resisted its characterization as such. Several other reading experts such as Anderson 

(1978) and Czico (1976), however, characterized Goodman's theory as knowledge based, 

concept-driven, top-down pattern in which "higher level processes interact with, and direct the 

flow of information through, lower level processes” (Stanovich , as cited in Carrell 1988: 3). In 

spite of Goodman's earlier introduction of higher order sources of information and reading 

experts' acceptance of the theory, it was only since 1979 that the top-down approach has been 

advanced in second language reading.  Its advancement was possible because in 1979 Coady 

elaborated the basic psycholinguistic model for ESL reading and suggested a model in which the 

 readers and was extrapolated to fluent adults. The study was made by using the 

miscue analysis method. 
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ESL reader's background knowledge interacts with conceptual abilities and process strategies to 

produce comprehension (Carrell, 1988).  

 

Contrary to the bottom-up process, in the top-down reading process, the reader is an active 

processor; that is, he reconstructs meaning of the text by predicting based on his background 

knowledge (schemata), confirming, and correcting. Nuttall (1996) wrote confirming that we 

make predictions based on our schemata to understand texts. 

 

As Davies (1995) said, the distinctive feature of the top-down process is the emphasis given to 

reader predictions with minimum attention to visual decoding.  Thus: 

Prediction precedes confirmation which precedes correction.  The 
reading process is represented as a series of four primary cycles: 
optical, perceptual, syntactic and meaning, with meaning in the 
controlling role: the readers' focus… is on meaning, so each cycle 
melts into the text and the readers leap towards meaning (p. 61).  

 
In this process, anticipation and prediction are the driving forces and processing visual 

information is reduced to the recognition of a graphic display of written language.  Goodman's 

model is, thus, referred to as 'leaping to meaning model' (ibid). 

 

Carrell (1988:101) also described the top-down process of reading as "the making of predictions 

about the text based on prior experience or background knowledge, and then checking the text 

for confirmation or refutation of those predictions."   

 

According to Davis (1995), one of the strengths of the model is its truthful representation of the 

behavior of beginning L1 readers.  He has also stated some drawbacks the model suffers from. 

Firstly, in its emphasis on leaping to meaning, it has revealed weaknesses in that it attempts to 

promote the importance of prediction, guessing and going for gist at the expense of attention to 

letters and words or even details.  Another weakness of the model relates to its claim that the 

data from L1

In general, the top-down process of reading presupposes “the primacy of higher level, top-down 

processing skills such as prediction of meaning and background knowledge at the expense of 

 beginners can be extrapolated to represent the behavior of efficient fluent readers. 
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lower-level skills” (Pavil, no date). Such an approach resembles deep-approach to learning 

discussed in 3.2.2. It also resembles Kirby's (1988), Biggs' (1988) and Schemeck's (1988) global 

reading (or learning) styles and Pask's (1988) holist style, which relies on prior knowledge rather 

than the identification of letters, words and sentences while reading. But, as both deep and 

surface approaches are important for learning, the bottom-up and top-down processes may also 

be important. Being aware of the importance of both, Rumelhart (1977), LaBerge and Samuels 

(1974) and Stanovic (1980) suggested an interactive approach in their own ways. 
 

 

3.2.8.3. The Interactive Conception of Reading 

The term "interactive" may refer to a process, a model or a textual interaction (Grabe, 1988). The 

interactive model posits an interaction between bottom-up and top-down processing of reading 

(Eskey, 1988:94). In other words, in the interactive model, "interactive" refers to the "interaction 

between information obtained by means of bottom-up decoding and information provided by 

means of top-down analysis, both of which depend on certain kinds of prior knowledge and 

certain kinds of information-processing skills." (ibid. p.96). 

 

The model was proposed by Rumelhart (1977) based on a laboratory research and fluent skilled 

readers, and was further developed by McCleland and Rumelhart (1986).  It emerged as an 

alternative to bottom-up and top-down models (Davis, 1995; Grabe, 1988; and Eskey, 1988). As 

Eskey (1988) indicated, the top-down model, which has been popularly used since the 

introduction of the psycholinguistic model has its shortcomings in giving attention to poor 

readers who rely on accuracy and the "guessing game" metaphor relinquishing the importance of 

the linguistic knowledge for reading.  According to Eskey, the major problem of second 

language reading is a language problem, and hence "the educated guessing game" cannot be a 

substitute for accurate decoding (p. 97).  As cited in Eskey and Grabe (1988), Weber  also noted 

that the top-down perspective fails to accommodate important empirical evidence adequately.  

Furthermore, Eskey (1973), Coady (1979), and Clarke (1979) all raised questions — such as the 

extent of second language readers' use of lower-level processing strategies and how these skills 

interact with higher level strategies — about the psycholinguistic model for the ESL reader 

(Grabe, 1988:57). 
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As an alternative to the top-down and bottom-up models, then, the interactive model is 

characterized as that which combines textual information with the information a reader brings to 

a text (Widdowson, 1979; Eskey, 1988). According to Eskey (1988:96), "knowledge of the 

language of the text must be an integral part of whatever background knowledge is required for 

the full comprehension of that text."  He argued that language is a kind of schema without which 

there cannot be an easy top-down route when fluent reading entails bottom-up perceptual and 

linguistic skills as well as higher-order cognitive skills (ibid).  The importance of both the top-

down and bottom-up skills is also stated in Eskey and Grabe (1988).  They wrote: "for second 

language readers, especially, both top-down and bottom-up skills and strategies must be 

developed, and developed interactively, since both contribute directly to the successful 

comprehension of text" (p. 227).  Research also confirmed the importance of background 

knowledge and linguistic schemata for second language reading (Eskey and Grabe, 1988; 

Carrell, 1988).  
 

 

The different proponents of the interactive process stated in 3.2.8.2 differ in their views about 

how the bottom-up and top-down processes interact. They differ in responding to which of the 

processes occurs first in reading, or whether or not both operate simultaneously (Field, 2001). 

For example, LaBerge and Samuels, as cited in Clapham (1996), assumed automatic processing 

to emerge from a bottom-up process, and this, she reported, was modified by Samuels which 

allowed back and forth between the two levels of processing. As cited in Clapham (1996), 

Rumelhart and Stanovich had different views concerning the interactive process. Rumelhart 

posited "parallel distributed processes", while Stanovich, in his interactive-compensatory model, 

related the sequential occurrence of the process with student capacity. According to Stanovich, 

students employ a top-down process if words and phrases are unfamiliar to them, and they 

employ bottom-up processes if they are not familiar with the topic.  In spite of these differences, 

however, all advocate the interactive process of reading.  

 

In spite of advocating to any of the the three foregoing processes, many scholars in the field had 

said very little how readers conceptions can be changed. The question is, therefore, how are 

students’ conceptions and approaches to reading changed if they are limited to either bottom-up 

or top-down processes if we claim that both the processes have their own limitations? Different 
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writers have forwarded their views concerning this, and their views are presented in the next 

section. 

 

3.2.9. Conceptual Change and Approaches to Reading 

 Researchers have differing views about teacher intervention in the change of student 

conceptions and approaches to reading. Some reading researchers, theoreticians and teachers 

argue that interference (intervention, negatively understood) with student conceptions and 

approaches to reading is not desirable.  Edfeldt, as cited in Fransson (1984), for example, 

contended that intervention between the reader and the content of the text will result in negative 

effects. Fransson himself also supported the view that external manipulation of the reading 

process is undesirable. Similarly, Augstein and Thomas, as cited in Royer et. al. (1984), 

expressed their dissonance by the idea that teacher's role should be providing guidance rather 

than training.  Agee (1998) emphasized the difficulty of teacher intervention, and also noted the 

risk for both teachers and students.  For her, if students' prior conceptions about teaching and 

learning reading conflict with those espoused by their teachers and reading texts, it may be 

detrimental to the teaching/ learning process. 

 

In contrast, other researchers, theoreticians and teachers argue for the need of teacher 

intervention (mediation) in changing students' conceptions and approaches to reading.  Teachers 

want their students to have perceptions that enable them to approach reading texts as deep 

processors rather than to merely attempt verbal memorization (Fransson, 1984).  Johnston's (no 

date) association of surface approach with poor understanding, and deep approach with high 

level of understanding implies the need for deep approach to reading and reading conception that 

leads to it (See also 3.2.2.). Although Johnston and others associated the surface and deep 

approaches to learning (or reading) with different qualities of learning, I argue that both are 

required to perform the different demands of the learning tasks. But students seem to tend 

towards surface reading because of the context of learning (See 3.2.3.). Examination of the 

reading requirements at secondary schools in Ethiopia indicates the need for deeper learning 

(See1.1). Thus, in order to meet the academic requirements, I believe that teacher endeavor to 

foster deeper reading skill among students will also be desirable. The students’ total 

predisposition towards surface reading, however, needs to be altered based on task requirements. 
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Some theoreticians attempted to single out the type of beliefs which might be altered through 

teacher mediation. Brownlee et.al. (2002), for example, distinguished between core beliefs and 

peripheral beliefs which are characterized as impervious and likely to change, respectively. Core 

beliefs are considered as impervious to change because it is central and has connections with 

others within the system; whereas, peripheral beliefs can be reflected upon and changed because 

"other knowledge and beliefs are not dependent on them" (p. 7). Brownlee et.al. further 

expounded the distinction and provided a relational definition to the two types of beliefs.  Thus, 

they defined core beliefs as related to knowing; and peripheral beliefs, to learning. 

 

Other writers, however, stressed on how the change process can take place.  Johnston (no date), 

in his review of related literature, mentioned that student cognitive development, task 

perceptions, previous experience, and perceptions of assessment demands are sources of 

approaches to learning (See also 3.2.4.). He, then, forwarded the view that the learning 

environment be changed in the process of promoting learning.  One prior activity in the endeavor 

would be caused by identification of student use of the surface approach.  Johnston stated that 

extremely high or low challenging tasks (or content), excessive workload, assignments and 

examinations that elicit factual or descriptive responses are some of the reasons for students to 

adopt surface approach to learning. In order to foster deep learning, then, factors such as arousal 

of students’ interest, provision of balanced work load, clarity and organizations of classes, use of 

concept maps, assessment instruments which reward deeper learning and negotiation are 

proposed. 

 

Deep learning requires higher order cognitive thinking skills such as analysis, synthesis and 

evaluation, and these contrast with surface learning that focuses on literal meaning and 

reproduction of knowledge (See 3.2.3.).  Heavy workloads and exclusive use of formal teaching 

may detract students from deep learning (See 3.2.3.). Thus, the workload needs to be reasonably 

set and the lecture time should be extended to students' individual study time and project work.  

Research also indicated that some instructional methods help promote deep learning. Among 

these are: encouraging student-teacher and student-student interaction, linking new ideas with 

previous knowledge, orienting students with the goals of instruction, and discussing the 

relevance of the lesson with students for their future career. So as testing not to go counter to 
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these instructional methods, its design must enable to foster deep learning. The assessment goals 

and tasks need to ensure congruence with instruction, to encourage collaborative projects, and to 

enable students to integrate information from different sources (Campbell, 1998). 

  

Fransson (1984), on the other hand, said that deep level processing of reading can be achieved if 

students choose their own reading material and realistic objectives are set in the reading class. 

Entwistle (2000), in his study of promoting deep learning through teaching and assessment, 

demonstrated that instruction and assessment could play a pivotal role in determining student 

approaches to learning. Mclean (2001) and Haggis (2003) also supported this view. As an 

evidence to this, Gessesse's (1999) experiment of the effectiveness of the process approach 

instruction for first year college students indicated that it was effective in the change of student 

conceptions and approaches to reading. 

 

Strike and Posner, as cited in Agee (1998), mentioned necessary conditions for conceptual 

change to occur. These include dissatisfaction with the existing conceptions, minimal 

understanding of the new conception, and an initial plausibility of the new conceptions.  

According to Agee (1998), strategies for initiating conceptual change involve ideational 

confrontation and discussion. She also noted the importance of understanding the conceptions of 

students, analyzing the nature of concept formation and change, knowing how prior conceptions 

interact with new ideas, and understanding how the learners’ own praxes shape those 

intersections.   

 

Agee studied 25 students who were enrolled in undergraduate program for secondary school 

English teachers at a large State university.  Her focus was to see the interactions of the students 

and their professor and the tensions that emerged as the students grappled with new conceptions 

about reading and learning literature. The results indicated that the students' entering conceptions 

that "the teacher transmits knowledge" was gradually changed. In the gradual process, there were 

resistance, dissonance, questioning and reflection. She concluded that "conceptual change 

involves inevitable tensions between the known and the unknown. One of the best ways to 

encourage conceptual growth is through discussions" (p. 118). Agee's conclusion goes consonant 
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with previous studies that recommended ideational confrontation and discussion to be vitally 

important for conceptual change. 

 

Another option may be teacher mediation, which is a systematic approach that qualitatively 

differs from direct instruction. The pioneer of this method was Vygotsky (1978) who endowed it 

with a theoretical foundation. But, his contemporary, the Israeli, Feuerstein (1980) shaped and 

systematized it. As Boyd (2000:383) wrote, teacher mediation helps students move from "lower 

psychological functions (such as, perception) to higher psychological functions (such as, 

problem-solving)." Mediation implies social interaction and "serves as a source of support to 

enhance literacy and learning among teachers and students in the classroom" (ibid.). To become 

effective, a teacher should play a mediator role (Kozulin, 2000). As stated in 1.1, Dole et al 

(1991) also confirmed this. 

 

I argue that teachers' explicit intervention, direct instruction and training may be effective only 

when the students have received desirable strategies to read (learn).  As stated in the literature 

below (3.4), the Mediated Learning Experience may be of paramount importance for 

"unpracticed readers" (See 1.1), but who are expected to analyze, synthesize, evaluate, and 

critically see reading materials. The experience might help them achieve these qualities by 

developing perceived value in what they read, develop personal meanings by relating what they 

read with what they have known, transcend the strategies to other similar or related situations, 

develop a sense of confidence and become engaged, motivated  and responsible readers (See 

3.4.2.3.1. and 3.4.2.3.2.). The next sub-sections discuss the constructivists' approach to learning, 

which subsumes the concept of mediation. 

  

3.3. The constructivist approach to learning 

3.3.1. Definition and types of constructivism 

As stated in 1.1, the philosophy behind teacher mediation is social constructivism (social 

interactionism). The philosophy adopted in this research is, therefore, social interactionism 

because I accept the assumption that students construct their own meanings by relating the 

information they obtain from their reading with their previous knowledge. Mediation is inherent 
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in constructivism. So, this part of the paper is devoted to reviewing what constructivism is and its 

types.  

 

The essence of constructivism is that learners actively construct their own knowledge and 

meaning from their experiences. This thought directly relates to the way learners achieve deep 

reading. There are four essential epistemological tenets of constructivism, which include the 

learners' active role in the personal creation of knowledge, the importance of experience in this 

knowledge creation process, the realization of the variance of knowledge, and the degree of the 

validity of knowledge and its representation of reality.  These four fundamental tenets provide 

the foundation for basic principles of the teaching/ learning, and knowing processes of 

constructivism (Doolittle, 1999 no page). 

 

Constructivism is a continuum which constitutes cognitive, radical and social constructivism.  

Cognitive constructivism is associated with information processing and its reliance on the 

component processes of cognition.  It emphasizes students' active knowledge acquisition as an 

adaptive process. This emphasis maintains the external nature of knowledge and the belief that 

an independent reality exists and is knowable to the individual.  For cognitive constructivists, 

learning is the accurate internalization of external structures that exist in the "real" world. 

Radical constructivism, on the other hand, representing the other end of the continuum, is based 

on the foundational assumptions that knowledge acquisition is an adaptive process that results 

from experience, and active involvement of the individual learner.  It maintains the view that 

emphasizes the internal nature of knowledge and the unknowability of external reality to the 

individual. Social constructivism lies somewhere between the transmission of knowable reality 

of the cognitive constructivists and the construction of a personal and coherent reality of the 

radical constructivists.  It emphasizes all the four epistemological tenets which lead to define 

principles that maintain the social nature of knowledge.  Social constructivism maintains the 

belief that knowledge is the result of social interaction and language usage, and that knowledge 

is shared (Doolittle, 1999). 

 

The three types of constructivism differ in their pedagogical considerations. The cognitive 

constructivists, for example, emphasize accurate mental constructions of reality. And radical 
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constructivists emphasize the construction of experiential reality. Social constructivists, however, 

emphasize the construction of an agreed-up on, socially constructed reality (Doolittle, 1999). 

 

Although social constructivists differ in their pedagogic considerations, they share a set of core 

design principles. These include authentic experience, negotiation and mediation, relevancy, 

prior knowledge, transcendence, self-regulation, teacher's facilitation of learning, and teacher's 

encouragement of multiple perspectives (Doolittle, 1999). 

 

Doolittle (1999) associated the concept of self-regulation and self-awareness with cognitive 

constructivism, and self-mediation with social and radical constructivism.  Self-mediation is 

represented within social and radical constructivism by Vygotsky's (1978) concept of the 

psychological tool, and Piaget's (1977) concept of reflective abstraction, respectively. As 

Doolittle (1999) indicated, Vygotsky (1978) believed that students construct mental signs, or 

psychological tools, to represent concepts and relationships, and these tools are used to mediate 

"intermental" cognition. Similarly, Piaget (1977) theorized that students mentally reflect on the 

use and nature of objects and then construct new knowledge by generalizing, or abstracting, new 

relationships.  

 

In this paper, I am especially interested in social interactionism because mediation is its subset. 

Through social interaction, that is the teacher as a mediator and the students as mediatees, I 

assume, the students can alter their conceptions and approaches to reading. (See also 3.3.3).  

 

3.3.2. Social Interactionism 

Social constructivism maintains the view that knowledge is a product of social interaction.  

Knowledge is a product of negotiation and consensus among members of a discourse 

community.  Social constructivism derives from Khun's (1962) concept of "the structure of 

scientific revolution" (as opposed to evolutional development of knowledge) and Rorty's concept 

of knowledge as a "product of consensus" (This is contradictory to the foundationalist's view) 

(Rorty, 1991). 
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Social constructivism is different from cognitive epistemology in several ways.  First, it doesn't 

accept the universal foundation of knowledge.  Second, it assumes that thinking is an internalized 

version of conversation, whereas cognitive epistimology assumes that the mind functions in a 

certain universal model, that certain modes of thinking are innate, objectifiable, and measurable.  

Third, it understands language as a social activity in contrast to the cognitive epistemologists 

who take language as a medium or conduit for thought (Williams and Burden, 1997). 

 

Social interactionism, as a core phenomenon in social constructivism, encompasses the insights 

provided by cognitive and humanistic perspectives. The celebrated psychologists of this school 

of thought are Vygotsky and Feuerstein (Williams and Burden 1997).  As Williams and Burden 

wrote, these psychologists assumed learning to take place from the environment (a concept taken 

from Piaget) and the adult's decisive role in shaping the child (a concept taken from the 

behaviorists).  Hence, for the social interactionists, “children are born into a social world, and 

learning occurs through interaction with other people” (p. 39). 

 

Basically, it is assumed that the secret of effective learning lies in the nature of the social 

interaction between two or more people with different levels of skills and knowledge.  The one 

who knows most mediates to the others’ learning. Through the mediation process, the mediator 

enhances others’ learning by selecting and shaping the learning experiences (Williams and 

Burden, 1997; Kathryn, 1993). 

 

Through the social interactionists' mediational approach to teaching, deeper approaches to 

learning can be encouraged (See 1.1), and hence deeper approaches to reading (Dole et al, 1991).   

 

3.3.3. Social interactionism and conceptions and approaches to reading 

Social interactionism emphasizes the interplay between teachers, learners and tasks. As stated 

above, it advocates that learning occurs through interactions with others (Williams and Burden, 

1997). In reading lessons, as in all other lessons, the teacher and the students interact playing the 

role of the mediator and the mediatee. The mediator facilitates student learning from reading 

texts, and the mediatee derives meaning employing the mediational processes. As stated in 

3.2.9., the interactive learning through the mediational process results in deeper approaches, in 



 65 

this case, deeper reading. These deeper approaches emanate from qualitative conceptions of 

reading (See 3.2.1). Therefore, mediation may play a significant role in the change of 

conceptions and approaches to reading (Kathryn, 1993). 

 

In social constructivism, students actively construct their own meanings by relating the 

information they obtain from the reading materials with their experiences (See 3.3.1). The 

meaning they construct would be a personal meaning, and this also leads them to understand 

concepts deeply. 
 

3.4. Theories of Mediation 

3.4.1. Vygotskian theory of mediation 

 Central to the psychology of Vygotsky are the concept of mediation (Williams and Burden, 

1997) and the zone of proximal development (Zpd) (Daniels, 1996; Dixon-Krauss, 1995; Garton, 

1992; and others).  The concept of "mediation" refers to "the part played by other significant 

people in the learners’ lives, who enhance their learning by selecting and shaping the learning 

experiences presented to them" (Williams and Burden, 1997:40).  Vygotsky's concept of Zpd 

refers to the layer of skill or knowledge which is just beyond that with which the learner is 

currently capable of coping (ibid).  Daniels (1996:5), citing Vygotsky, defined Zpd as: 

The distance between problem-solving abilities exhibited by a 
learner working alone and that learner's problem solving abilities 
when assisted by or collaborating with more experienced people. 

 

Daniels (1996), citing Lave and Wenger, distinguished between a "scaffolding", a "cultural" and 

a "collectivist" or "societal" version of the original formulation of the Zpd.  "Scaffolding" refers 

to the distinction made between support for the initial performance of tasks and subsequent 

performance without assistance.  The "cultural" interpretation is the distinction between what 

Vygotsky calls the scientific and everyday concept. The third version, the "collectivist" or 

"societal" perspective, sees Zpd as "the distance between the everyday actions of individuals and 

the historically new form of the societal activity that can be collectively generated" (p. 6). 

 

It is in the Zpd that "psychological tools" and “signs” have a mediational function.  In the 

student's transformation of the actual developmental level to the higher level of potential 
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development, teachers (mediators) employ these psychological tools, as mediation tools, to 

reverse actions.  These psychological tools (mediation tools) transfer the psychological operation 

to higher and qualitatively new forms and permits students to control their behavior from outside 

(Daniels, 1996). 

 

In contrast to Piaget's cognitive development theory of conflict, Vygotsky's proposition of 

developmental mechanism is collaboration.  This means cognitive development is in the social 

and cultural context, and it can be explicable and comprehensible only by reference to these 

contexts (Garton, 1992).  And mediation is characteristic of human cognition.  Mediation "refers 

to the internalization of socio-historical and cultural activities and behaviors and is solely the 

domain of humans" (Garton, 1992: 89).  As stated above, mediation includes both tool use and 

sign use. Garton described tools use as a representation of externally oriented behavior, and sign 

use as internally oriented. 

 

Vygotsky's concept of mediation is highly enmeshed with the concept of Zpd. The concept of 

Zpd, however, is assumed to have some flaws in that it does not invent a new method of teaching 

that qualitatively differs from the traditional approaches (Hatano, 1993).  As to Hatano, the flaws 

have come due to two reasons: its empiricist nature and the way it is introduced to educational 

researches (p. 154).  For these, the full engagement of the constructivist approach in teaching is 

suggested as a remedy. 

 

Vygotsky's theories of Zpd and mediation are theoretical.  Some improvements have been done 

by neo-Vygotskians, however, for practicality of the theories. A theory of mediation was also 

proposed by Feuerstein, but on a practical basis (Williams and Burden, 1997) (See 3.4.2). 

Though both are social interactionists who theorized about mediation, they have gone through 

the theories in their own ways.  Vygotsky related mediation as a support in the zpd of students' 

learning, whereas Feuerstein's mediation theory focused on  engaging learners through the 

(mediation) parameters he proposed.  Here, a mention about Vygotsky's mediation theory is 

made to provide insight into the distinctions and similarities between the theories of mediation to 

readers. Otherwise, his theory of mediation is not applicable in this study. As stated above, the 
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study will make use of Feuerstein's mediation theory merely because it has a practical ground. A 

detail account of Feuerstein's theory is included in section 3.4.2 below. 
 

3.4.2. Feuerstein's theory of mediation (Mediated Learning Experience) 

3.4.2.1. Historical background 

The theory of Mediated Learning Experience (MLE) was developed over the period of 1950-

1963 when Feuerstein worked with Jewish immigrant children entering the country from 

different regions of the world after World War II (Feuerstein and Feuerstein, 1991; Williams and 

Burden, 1997; and Deligianni, 2000). Feuerstein was one of the founders of the Israeli state and 

worked with large numbers of children who manifested massive intellectual and academic 

dysfunctioning because of their traumatic experience during the Holocaust (Williams and 

Burden, 1997; Deligianni, 2000). The immigrants were deficient who witnessed a wider gap in 

performance with Geneva children on Piaget's and other cognitive tasks. Feuerstein and others, 

based on their findings, then, considered two sources of contrast: cultural difference and cultural 

deprivation. As they reported, the culturally different individuals showed their capability of 

becoming modified through direct exposure to stimuli without special investment. The culturally 

deprived ones, however, had severe difficulty in benefiting from new experiences. This situation 

demanded special investment far beyond the teacher had experienced (Feuerstein and Feuerstein, 

1991). Feuerstein and others argued that the "classical conventional approaches to testing and 

nurturing intelligence" (p.4) could not explain the difference in capacity of the culturally 

deprived and the culturally different from direct exposure to stimuli sufficiently. They claimed 

that the culturally deprived had to "learn how to learn" via mediation. The term "culturally 

deprived" was utilized because the immigrants were considered not to have been exposed to their 

own culture — and this was taken as a cause for the children not to benefit from direct exposure 

to stimuli. Feuerstein and others, therefore, proposed that these immigrant children needed to be 

mediated on the belief that their intelligence could be modified. Feuerstein’s theory of Structural 

Cognitive Modifiability (SCM) asserts this. 

 

The underlying tenet to the formulation of MLE is Feuerstein's theory of SCM, which postulates 

that "human beings are inherently modifiable via external intervention" (Rand, 1991:76). In the 

SCM theory, mediation is taken as the main avenue for producing such modifiability. The 
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essence of human modifiability is that genetic endowment alone cannot be determinant of 

individual differences: mediation plays a more significant role.  According to Folik and 

Feuerstein (1990:143), SCM describes how learning and change can occur. It emphasizes the 

importance of active and optimistic interactions and identifies the integration of emotional (or 

affective) aspects of learning with the more readily identifiable cognitive aspects. If the 

integration is not experienced, a passive acceptance approach to human behavior and retarded 

performance levels occur. The integration of emotional and cognitive aspects can be experienced 

through the adults' mediation (ibid.)  

 

Currently, MLE has received increased operationalization; and its criteria have been developed 

from a theoretical level to an extensive source of methodology of intervention. Its applicative 

devices such as the Learning Potential Assessment Device (LPAD), which tests the extent of a 

child's modifiability in mental functioning, and Instrumental Enrichment (IE), a psychological 

program to correct deficient functions, have been developed. 

 

MLE is extensively being used in education and other fields. Its application in the language 

classroom was proposed by Williams and Burden (1997). Williams and Burden designed a 

questionnaire for teachers to evaluate their perceptions about and the frequency of their 

mediating experiences in language classes. As cited by these authors, Warren (1995) also 

designed teacher mediation questionnaire applicable to language classes. 

 

3.4.2.2. MLE: What it is 

As repeatedly stated, central to Feuerstein's MLE theory is the view that a child's learning is 

progressively shaped by the intervention of significant others; that is, at first parents and later 

teachers. These mediators interpose between the mediatee and the world and intervene stimuli by 

affecting their frequency, order, intensity, and context. In other words, the mediators select and 

organize stimuli appropriate for the child, shape and present them in the best ways possible to 

promote learning (Tzuriel, 1991; Williams and Burden, 1997).  Mediation is, therefore, an 

interactional process in which a more experienced individual acts as a mediator between the 

learner and the stimulus. The purpose of the intervention is to improve adaptability and 
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flexibility of learners in new learning situations and to find ways to develop their learning ability 

(Latva-Karjanmaa, 2001); that is, to promote learning (Williams and Burden, 1997). 

 

Feuerstein and Feuerstein (1991:7) defined MLE as "a quality of interaction between the 

organism and its environment". The quality, according to them, is ensured by the interposition of 

the mediator impinging on the organism. The concept of learning through MLE is qualitatively 

different from "direct and immediate exposure to stimuli" (Feuerstein and Feuerstein, 1991; 

Emerson, 1991; Sewell and Price, 1991). Many theoreticians such as Feuerstein and Feuerstein 

(1991), Sewell and Price (1991), Williams and Burden (1997) and others, associated the basis of 

the concept of "direct exposure to stimuli" with behaviorism and Piaget's cognitive theory. The 

Skinnerian theory of environmental (rather than genetic) influence on learning was strongly 

indicted to overemphasize on observable behavior. For Piaget, cognitive development evolves 

from the physical environment through adaptation. Admittedly, as Sewell and Price (1991) 

noted, his Stimulus-Organism-Response processes offer a plausible framework for the 

development of cognitive structures, but the mechanism for changes in cognitive structures is 

absent. Citing this critical limitation, Feuerstein and Hoffman, as cited in Sewell and Price 

(1991), have argued that " by relying only on direct experience, neither the Piagetian nor the 

Skinnerian theory addresses the question of structural cognitive modifiability, which is an 

observed phenomenon that, in many cases, renders the individual development flexible, 

modifiable, and open to radical change — and thereby unpredictable in the biological sense of 

the world" (p.302). 

 

Here three basic points of departure between the two modalities of cognitive development can be 

stated. First, as Rand (1991:72) said, MLE advocates meaningful transformation and structural 

modification of individuals. Thus, it is taken as a multi-directional and highly complex process in 

which both inner and outer environments are mediated. Piaget's learning process, however, 

emphasizes that knowledge is the direct result of personal experiences. Asserting this, Williams 

and Burden (1997: 22) said that, for Piaget, cognitive development is "a process of maturation 

within which genetics and environment interact".  

 



 70 

For Piaget, cognitive development is a process of enlarging schemata through the process of 

assimilation, accommodation, and equilibrium. Assimilation is changing and modifying 

incoming data to what we already know; and accommodation refers to the process of cognitive 

adaptation (Williams and Burden, 1997). As Williams and Burden (1997) and Feuerstein and 

Feuerstein (1991) stated, Piaget viewed the developing mind as constantly seeking equilibration; 

that is, the balance between what is known and what is currently being experienced. Piaget's 

processes, however, are considered inadequate in explaining the observed differences in the 

process of enlargement schemata (Feuerstein and Feuerstein, 1991). 

 

The second difference lies on the predictability of behavior. In the direct exposure to stimuli, 

interaction displays a high level of uniformity of behavior. Development is seen as normative 

and easily predictable, and this evades successive changes and diversity. The MLE theory, 

however, advocates that there are considerable individual variations in the degree of rapidity, 

generalizability, and permanence of changes observed among individuals exposed to the stimuli 

(Feuerstein and Feuerstein, 1991).  

 

The third difference relates to the change and cognitive development. In the direct exposure to 

stimuli such as Piaget's, the role of the natural environment to the development of intellectual 

behavior is emphasized. Change and development are interpreted in terms of biological sense 

(Sewell and Price, 1991). As Freeman (1991:124 ) indicated, the MLE, however, roots the 

cognitive process in social experience. He wrote: "The theory of MLE explains the taking in of 

the social process as a whole, the internalization of the generalized other, in terms of cultural 

transmission characterized by intentionality ".  

 

Williams and Burden (1997) described the three fundamental features that distinguish mediation 

from dissemination of information their own way. Firstly, in mediation the concern is 

empowering, helping learners to acquire knowledge, skills and strategies; to learn more to tackle 

problems, to function effectively in a particular culture and a changing society, and to meet new, 

emerging and unpredictable demands. Moreover, it is concerned with helping learners to become 

autonomous, to take control of their own learning, and to become independent and problem 

solvers. Secondly, mediation involves interaction between mediator and learner in which the 
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learner is an active participant. Thirdly, mediation emphasizes on reciprocation, which refers to 

an agreement between the mediator and the students. 

 

Feuerstein's theory accepts that the co-existence of the two modalities (direct exposure and 

mediation) can influence a high level of modifiability of the human cognition. The argument is 

that MLE plays a more significant role in the rate of diversification which distinguishes 

individuals from other individuals. The theory holds the view that contrasts with high level of 

predictability which is assumed to result from direct exposure to stimuli. The direct learning 

theory denies the diversity of culture. The culturally determined modes of MLE, on the other 

hand, advocate a high level of plasticity, modifiability, and diversity of development (Feuerstein 

and Feuerstein, 1991). 

 

According to Feuerstein and Feuerstein (1991), MLE, as a quality of interaction, is responsible 

for the phenomena of human modifiability and diversity. These phenomena are basic to the 

theory of Structural Cognitive Modifiability (See 3.4.2.1.)  

 

In general, MLE is responsible for the modifiability of human cognitive structures, need systems, 

emotional and attitudinal tendencies. It is also responsible for the diversification of human 

cognitive, emotional, and behavioral characteristics. This diversification cannot be explained by 

direct exposure to environmental stimuli (Feuerstein and Feuerstein, 1991). The MLE can be 

effective if mediators employ the mediation parameters appropriately. The mediation parameters 

are included in 3.4.2.3. below. 

 

3.4.2.3. Parameters (Features) of MLE. 

As defined in section 3.4.2.2 above, mediation is a quality of interaction unique to human beings. 

Its quality is described by twelve parameters of which three — mediation of intentionality and 

reciprocity, mediation of transcendence, and mediation of meaning— are universal, which can 

be used in all races, ethnic groups, cultural entities and socio-economic strata, and are, thus, 

necessary conditions for an interaction to qualify as MLE (Feuerstein and Feuerstein, 1991; 

Tzuriel, 1991; Williams and Burden, 1997; Klein, 1991; Greenburg, 1991; and others).  

According to Feuerstein and Feuerstein (1991:15), these three features are responsible for 
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structural modifiability. The other nine parameters are neither uniformly necessary conditions 

nor are they supposed to be present always for an interaction to be called MLE: they are task 

dependent and are strongly related to the culture to which one belongs, cognitive styles, need 

systems, motivation, types of skills mastered, and the structure of knowledge. 

 

Below are the twelve features of MLE as described by Feuerstein and Feuerstein (1991), and by 

Williams and Burden (1997) as applied to language teaching, and others. The twelve parameters 

are categorized into three classifications based on Williams and Burden's classification. 

 

3.4.2.3.1. Main features of MLE 

Intentionality and reciprocity (Shared Intention): These are the main conditions of an MLE 

interaction. In MLE, the specific content of the interaction is shaped by the intention to mediate 

to the mediatee, not only the particular stimuli, activity, or relationship, but also to share this 

intention with the mediatee. According to Feuerstein and Feuerstein (1991:18), "the best way to 

evaluate the mediational quality of an interaction, such as parent-child, teacher-classroom, is to 

detect the transformation produced by the intention in the stimulus or event to be mediated". The 

intention transforms the stimuli, the mediator, and the mediatee. Reciprocity, on the other hand, 

is a way to turn an implicit intention into an explicit, volitional, and conscious act. The 

interaction animated by an intention and an effort to create a relationship of reciprocity can be 

viewed as powerful and rich in behavioral, mental and emotional components. Feuerstein and 

Feuerstein (1991) argued that intentionality and reciprocity create in the mediatee awareness of 

the learning process at any level. They wrote: 

A deeper analysis of the mental processes engendered by the  
interaction animated by intentionality of interaction, even  when 
done on elementary levels, creates in the mediatee an  awareness of 
the learning process ( p.20 ). 

 

Klein (1991) described intentionality as an act played by an adult in order to achieve a change in 

the child's perception, processing or response. She said that an intentional behavior is considered 

reciprocal when the child in the interaction responds vocally or nonverbally to adult's behavior. 
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Williams and Burden (1997) similarly said that teachers should provide students with a clear set 

of instructions. It is also important to ensure that learners understand what is required of them, 

that they are willing to attempt it, and approach the task in a self-directed way. Reciprocity is not 

a one way process. Since the purpose is to encourage autonomous learning, negotiation is 

crucial. In language teaching, the reason why tasks are selected and what are required of them 

can be conveyed to students and the students reciprocate what is required of them. 

 

Mintizker (1991) noted that parents' or teachers' intention alone cannot yield an MLE unless the 

child or the learner shows reciprocity. He said, "if the learner passively accepts, it has a 

restricting effect on the goals of parents' investment in the education or training of the child" 

(p.72). Intentionality and reciprocity is also paramount in language teaching. The difficulty to 

the language teacher, as Williams and Burden (1997) noted, is to find a way of conveying clear 

intentions through the target language and that these intentions are understood and reciprocated. 

They, however, have suggested some ways such as demonstrating while explaining, asking 

learners to repeat instructions, or asking a group to demonstrate while the teacher explains what 

to do (p.72).  

 

Transcendence (Purpose beyond the here and now):  Mediation of transcendence refers to 

going beyond the immediate goals of interaction. It is in the realm of abstract thinking 

(Mintizker, 1991). It "creates in the mediatee a propensity to enlarge his cognitive and affective 

repertoire functioning constantly..." (Feuerstein and Feuerstein, 1991:21). According to these 

theoreticians, "it is the flexibility and plasticity engendered by MLE and transcendence that 

make the human individual modifiable and in constant state of change" (p.22). Transcendence 

transforms goals to more important and remote goals as well as the means of achieving the goals. 

As mentioned above, the mediation of transcendence refers to the design and way of carrying out 

activities that will be a more general value that goes beyond the task in focus. In language 

teaching, transcendence can be exemplified by a strategy use of a learner who employs it to learn 

vocabularies which was already used for one. It can also be exemplified by students who work 

out other grammatical rules using analytic strategies once they learn the analysis about 

grammatical rules (Williams and Burden, 1997). In reading, students can be taught strategies that 
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may be used to understand, infer, analyze, synthesize, organize, evaluate, etc. information from 

different texts. 

 

Meaning (Significance): The mediation of meaning deals with the energetic dimension of the 

interaction and answers the questions "why", " what for" and others related to causes of learning. 

Of all the MLE criteria, the mediation of meaning is the one the most determined by the cultural 

heritage of the individual. It is the reflection of attitudes, values, mores, needs, aspirations and 

commandments which regulate and shape the transmitted behavior: emotional or cognitive. 

Meaning is taught to relate previous knowledge with the new one to be understood, retained, and 

generalized to other similar events and internalized as a set of principles for future use 

(transcendence) (Feuerstein and Feuerstein, 1991). Rand (1991) took meaning as a dynamic 

process of sharing and attributing both an objective and a subjective value to the given activity as 

well as to the specific performance of the mediated during that activity. Meaning can be 

expressed verbally and/or non-verbally; and includes expressions of satisfaction or admiration in 

relation to successful performance or a new discovery of the mediated (p.74). Williams and 

Burden (1997) contended that any learning task must have value or personal meaning to the 

learners; and thus, the teacher as mediator, has to help learners to perceive how the activity is of 

value to them. Mediating to students reading helps  them develop personal meaning and deeper 

understanding (See 3.2.9). 

 

3.4.2.3.2. Features that support the major parameters 

Mediation of feeling of competence: A feeling of competence is vital for learners to be 

courageous enough to explore new realities. A prerequisite to it can be success in tasks, but the 

success may not guarantee the sense of competence (Feuerstein and Feuerstein, 1991; Williams 

and Burden, 1997). Thus, teachers' mediation plays a significant role toward this end. The 

mediator can encourage or express the learners' success verbally or non-verbally by including a 

specification of the behavior component which he considers successful (Klein, 1991). Williams 

and Burden (1997) argued that instilling a positive self-image, self-esteem, self-confidence (i.e. 

the feeling of I can do this among learners) is important because there is a strong relationship 

between a positive self-image and performance. Once learners perceive themselves incompetent, 
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it is very difficult to reverse, and usually leads to unsuccessfulness. In language learning, the 

feeling of competence has an urging power of taking risks among students. 

 

Mediation of regulation and control behavior:   According to Feuerstein and Feuerstein (1991: 

37), mediated regulation of behavior creates the flexibility and plasticity necessary for modifying 

the individual with respect to inhibition as well as initiation. It has its major emphasis on 

cognitive and meta-cognitive self-reflective orientation that create propensity for a reasoned way 

of behaving adaptively. Regulation of behavior is at first external which will later be internalized 

by the learners and become a source of control from within. In language teaching, teachers need 

to introduce learners on how to tackle problems of learning a language. Williams and Burden 

(1997) said that learning a foreign language is a problem to be solved, and requires learning how 

to break a problem down, to gather and assess information, to process the information, and to 

express results logically. The purpose of this mediation is to enable learners to become effective 

and independent (self-directed) learners who are responsible for their own learning. Mediation of 

regulation of behaviors are culture-specific (Feuerstein and Feuerstein, 1991). 

 

Mediation of goal seeking, goal setting, and goal achieving behavior: Feuerstein and Feuerstein 

(1991) said that this parameter is important in the development of human modifiability, 

flexibility and learning propensity, and its presence in the individual reflects the origin of a 

representational modality of thinking. Seeking out a goal and striving for it requires prior 

experience as a basis. Greenburg (1991: 252) described this parameter as an awareness or ability 

to engage in purposeful behavior that includes an implicit or explicit seeking of goals, 

determining them, planning for meeting the goals and implementing them. Absence of goals 

among learners lack any sense of direction. The main task of teachers concerning goals would be 

helping students to set their own short-term and long-term goals rather than setting goals for 

them (Williams and Burden, 1997). As reported by these writers, research has indicated that 

students who set their own goals have evidenced higher achievement than those who haven't.  In 

language learning, learners can set short-term goals such as studying fixed number of 

vocabularies within a limited time; and long-term goals such as deciding on the number of books 

they will read within some time. 
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Mediation of challenge: The search for novelty and complexity: This is mediating a desire for 

the awareness and engagement in new and complex acts. Feuerstein and Feuerstein (1991) 

considered challenge as the goal of education in general and enrichment in particular for all 

programs that prepare learners for adapting to the novelty and complexity of our world. Teachers 

must set a task which is neither more difficult nor very easy to learners and help them plan 

appropriate strategies to meet the challenges. 

 

Mediation of awareness of the human being as a changing entity: This paradigm refers to 

learners' awareness of their own change or progress. Williams and Burden (1991) stressed on the 

importance of monitoring and evaluating change in language learning. Language teachers, then, 

need to help learners to self-evaluate their progress instead of telling them that they have 

progressed. 

 

Mediation of search for an optimistic alternative (Belief in positive outcomes): If learners have 

a feeling that something is attainable, they will become committed to materialize it. Thinking 

that something is impossible will refrain them from attempting to learn. Developing the feeling 

among learners that they are capable of learning a foreign language can urge them to strive for 

achieving it. Language teachers, therefore, need to develop this feeling among learners. This 

parameter is central to the general theory of Feuerstein, and has a relation with fostering the 

feeling of competence (Feuerstein and Feuerstein, 1991; Williams and Burden, 1997). 

 

3.4.2.3.3. Factors concerned with fostering social development  

Mediation of sharing behavior: This parameter and mediation of Individuation and 

psychological differentiation described below seem to be antagonistic type of needs. Sharing 

behavior, whose absence may lead to become idiosyncratic and result in cognitive difficulties, 

refers to cooperative work with others. In classroom situations, this may be interpreted as 

learning in groups or in pairs. Learning cooperatively in such a way has evidenced a considerable 

benefit for all learners. As reported by Williams and Burden (1997), works by Smith et al 

(1993), Dunne and Bennet (1990), Thacker and Fcest (1991), Bligh (1971) and Johnson and 

Johnson (1987) could attest to this. In language classrooms, teachers need to arrange their 
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classrooms in ways which will encourage sharing behavior. This behavior is practiced in the 

communicative approach to language learning (Williams and Burden, 1997). 

 

Mediation of individuation and psychological differentiation: According to Feuerstein and 

Feuerstein (1991), individuation, the opposite of  sharing behavior, represents the need of the 

individual to become an articulated, differentiated self as opposed to the others with whom he 

shares his ideas. They argued that individuation and psychological differentiation can best be 

developed through mediation which is preceded and accompanied by sharing behavior, meaning, 

transcendence, and all the emotional engagement underlying MLE. According to them, making 

the mediatee aware of the legitimacy of differences in one's views, inclinations, desires, and 

styles, without necessarily accepting resulting behavior patterns, is a necessary condition for a 

smoothly experienced process of individuation (pp. 42-3). As Williams and Burden (1997) 

wrote,  this paradigm can be practiced in the language classroom by setting tasks that encourage 

learners to express themselves in the language being taught. Tasks may include keeping a diary 

or personal journal, using drama, creative writing, or class discussion.  

 

Mediation of the feeling of belonging: As well as the feeling of individuals, learners need also 

to feel as they belong to a community or a culture, which also includes the classroom culture. 

 

Based on these 12 parameters, Williams and Burden (1997) developed two types of 

questionnaires which require information about language teachers’ perceived values and 

applications of these parameters in their classes. 

 

 3.4.2.4. Researches made using Feuerstein's MLE theory 

 MLE is currently being used in different fields.  It is applied in the study of instructional 

conversations in the secondary Math classroom (Breeding, 2001), in the improvement of the 

level of reflection of pre-service teachers (Cook, 2001), in cognitive literacy (Gibson, 2001), in 

the teaching of disadvantaged students (Skuy et al, 1990), in virtual learning environments 

(Latva-Karjanmaa, 1999), in child learning (Tzuriel and Evan,1990; Marfo, 1992; Klein,1992; 

Kahn,1992; and Notari et al,1992 ), in psychology ( Folik and Feuerstein, 1990; Kronenberg, 

1990 ), and in many academic areas. 
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In language teaching, Deligianni (2000) conducted a preliminary small scale study about teacher 

and student perceptions of the features of mediation and the frequency of their use in the EFL 

state school classroom in Northern Greece. She used survey questionnaires - Teacher Mediation 

Questionnaire (TMQ) and Student Mediation Questionnaire (SMQ) - (adapting William and 

Burden's questionnaires), interviews, and follow-up contracts which yielded quantitative and 

qualitative analyses.  The TMQ was distributed to 20 teachers, and the SMQ to 38 students.  The 

interview, however, was held with very limited number of teachers. The results she found from 

both the TMQ and SMQ as well as the interviews indicated that what teachers perceived 

important was not actually implemented in their classrooms.  Deligianni has attributed this 

incongruence to teachers' lack of training.  Thus, she recommended that teachers should be 

trained to operate as mediators in the classroom. 

 

Similarly, Michoňska-stadnik (no date) in Poland, and Chin (1990) in Taiwan also studied 

teacher and studnt perceptions of the mediation parameters in language teaching.  

 

The application of Feuerstein's instrumental enrichment program (FIE), an applicative program 

of mediation, in the teaching of reading has shown different results.  Mulchay (1994) found that 

the differences in reading achievement between the FIE group and the control group as measured 

by Canadian Achievement Test (CAT) were not significant.  On another study, William and 

Kopp (1994) found that the FIE group scored better than the control group in the Standard 

Achievement Test (SAT-R) for reading. The principal cause for this discrepancy may be the span 

of time devoted to applying the program and the quality of interaction between the teacher and 

the students. 

 

In this study, a case study method will be employed that also constitutes the use of  William and 

Burden's (1997) questionnaires. As distinct from Deligianni’s (2000), Michoňska-stadnik’s (no 

date) and Chin’s (1990) studies, this study focuses on reading,  particularly on changing 

students’ conceptions and approaches to reading by employing Feuerstein’s mediation 

parameters. The following Chapter is devoted to describing the different instruments employed 

to see the effects of teacher mediation on stuent conceptions and approaches to reading.  
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CHAPTER IV 

METHODOLOGY 
 
4.1. Introduction 
This research sought to investigate the effects of teacher mediation on student conceptions and 

approaches to reading. In order to get information about the major constructs, that is, student 

conceptions and approaches to reading as well as effects of teacher mediation practices on 

student conceptions and approaches to reading, a case study was carried out comprising both 

qualitative and quantitative instruments. Varied instruments were utilized at the pre-mediation, 

while mediation, and post-mediation phases of the research. Diverse instruments were used in 

the study to see the findings in triangulation and to increase reliability. And data were gathered at 

different stages (phases) to see the changes in the process. 

 

The qualitative instruments included classroom observation, teacher and student self-reflection 

reports, informal discussion, and interviews. The classroom observation was directed to 

identifying the quality of interaction between teachers and students; and the teacher (mediator) 

self-reflection report aimed at finding out his intentions of providing reading and mediational 

activities in reading lessons, his evaluation of students’ receptivity and his observation of student 

problems. The students’ self-reflection report form was designed to assess students’ feelings 

about what they studied, their reciprocation of teacher reading and mediational activities, their 

change of conceptions and approaches to reading, and their problems in reading. The discussion 

was meant to evaluate every reading lesson and, as a result, to negotiate with the teacher 

(mediator) to make necessary improvements in mediating to students’ reading. The interview 

was used to secure further data about the significance of teacher mediation to students’ reading, 

teachers’ and students’ feelings about the mediation parameters, and their effects on students’ 

conceptions and approaches to reading. 

 

The quantitative data were collected to describe teachers’ and students’ reading conceptions and 

teaching/ learning processes, teachers’ and students’ beliefs about the mediation parameters, and 

the changes occurred in reading conceptions and reading approaches through the mediation 

processes. The quantitative instruments included pre-mediation and post-mediation reading tests 
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and pre-mediation student questionnaires. The students’ pre-mediation test results were 

compared with the post-mediation test results to see the effects of mediation on students’ 

conceptions and approaches to reading and their reading capacity development.  

 

This part of the research paper, therefore, was devoted to describing the case study method and 

the diverse instruments of investigation that were utilized to triangulate the study. It was also 

devoted to describing the sampling procedures used both in the pilot and the main studies. 

 

4.2. Case Study 

As stated above, this research used case study as a method of investigation. There were 

convincing reasons to employ this method in my research. Firstly, the method was assumed that 

it would enable me to explore and describe the nature of on-going teacher mediation processes 

which might occur during the period of the study. This is one of the advantages of the method 

over the experimental method, which usually presents a summary that is basically a “stilled 

snapshot of processes” (Dyer, 1995:49). Secondly, the method would also enable me to include 

an objective description of behavior and context, and details of subjective aspects such as 

feelings, beliefs, impressions, and interpretations. In addition, the case study would enable me to 

provide a detailed and qualitative description of teacher mediation processes and student change 

of conceptions and approaches to reading. Finally, case study was used as a method in this 

research because the nature of the study fitted to what Merriem (1988) described as a case, and 

my research questions mandated a case study approach (See 1.5). 

 

A case study is characterized by consistent and sequential engagement, and it may be either 

qualitative, quantitative, or both (Merriem, 1988; Stake, 1994; Husen and Postlethwaite, 1995). 

A case study can be of many types depending on the objectives and focuses of the study. Stake 

(1994) categorized the principal types of case study under intrinsic, instrumental, and collective 

types. The intrinsic case study is undertaken when the case itself is of interest; that is, when an 

abstract construct or a general phenomenon is not the goal, but only an intrinsic interest. The 

instrumental case study, on the other hand, provides an insight into an issue of a theory, and 

relegates the case to a secondary importance. The case plays a supportive role and helps to 
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pursue an external interest. The main interest of the collective case study is to see varied cases 

jointly. 

 

This study sought to investigate the effects of Feuerstein’s mediation theory on students’ 

conceptions and approaches to reading. It was, therefore, essentially an instrumental case study. 

Although there are arguments that see case study as alienated from theory (Husen and 

Postlethwaite, 1995), I agree with the arguments of Merriem (1988) and Dyer (1995) that it can 

both test and build a theory. As Dyer (1995: 50) remarked, “if it is to have any scientific value, a 

case study must be firmly grounded in empirical facts — that is, in the discoverable features of 

the case — and should also be linked to a clear theoretical background.”  A case study can also 

be used to obtain evidence or to refute (i.e. to test) a theory. As mentioned above, this study 

attempted to see the effects of applying Feuerstein’s (1980) theory of mediation on student 

conceptions and approaches to reading. The theory was applied by a trained teacher consistently 

with grade 9 students at Fasilo Secondary School in Bahir Dar for a period of seven weeks 

during the pilot study and twelve weeks during the main study.   

 

4.3. Subjects of the study 

The procedure used to select the samples for the pilot and the main studies was similar. From a 

total of 1166 grade 9 students at Fasilo Secondary School in Bahir Dar in 2004, 10%, that is 117 

students which comprised 68 males (58.12%) and 49 females (41.88%) were taken as subjects to 

answer the questionnaires and pre-mediation tests in the pilot study. For the main study, from the 

total population of 747 students, 187 (25%), of which 120 (64.1%) male and 67 (35.83%) 

female, were taken as samples. 25% of the target student population (that is 187 students) was 

taken as sample for the pre-mediation tests and questionnaires because the size was assumed to 

be manageable and representative. The subjects were selected by employing a simple random 

sampling technique. The technique was used on the assumption that it would offer equal 

opportunity for every student to be selected, and that it would be statistically representative of 

the student population (Wiersma, 1995; and Mason and Bramble, 1997).  For the random 

selection of the subjects, a random sampling number table was used. I applied the random 

sampling method both in the pilot and the main studies using the following procedures. First, I 

took the list of students in each section. Then, numbers were assigned to each name and a 
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general list of students was developed. Finally, numbers were read from the random number 

table horizontally, in an orderly manner to select the subjects from the list. The subjects were 

selected when their numbers corresponded with the table numbers.  Since the desired number of 

students was not obtained through the horizontal reading, however, I resumed to read the random 

numbers vertically until I reached the required number of samples. After I had found the desired 

size of the sample, I took the names of students who would participate in my study, made a 

separate list by their ascending number sequence as found from the random number table, and 

gave them code numbers. This list made it easier for me to identify the names of the subjects in 

the different sections. 

 

The sample of students taken for the case study during the pilot and the main studies was six and 

twelve respectively, and they were selected on the basis of their pre-mediation reading tests 

scores. Thus, equal number of students from the high, the average, and the low performers (two 

each for the pilot study, and 4 each for the main study) in the tests was selected (See 4.5.1.3.). 

The samples were selected purposefully,  and the selection from the high, average and low 

scorers could help me to gain information whether or not different ability groups could benefit 

from teacher mediation. The subjects were coded as P1, P2…P6   for the pilot study and M1, M2 

…M12 for the main study. P1, P2 were high achievers, P3, P4 average, and P5, P6 low achievers in 

the pilot study; and M1, M2 M3, and M4 were high achievers, M5, M6 M7, M8 average and M9, 

M10 M11, M12 low achievers in the main study. The number of subjects was limited to six and 

twelve in the pilot and the main studies because the numbers are manageable to follow-up the 

students’ reading development, and their change of conceptions and approaches to reading. Since 

equal number of subjects was taken from high, average and low achievers at each stage, it was 

asummed that they would represent different groups.  

 

The case samples ranged between ages 13 and 15, and had studied their academic subjects, 

except for English, in Amharic in the primary levels.  As stated in chapters I and II above, 

English served as a medium of instruction beginning from grade 9. Students at grade 9 level, as 

many teachers resented, were described as unsuccessful to pursue their academic subjects that 

required both literal and deep understanding (See 1.1. and 1.3). 
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All the English language teachers who taught at grade 9 level at Fasilo Secondary School were 

also taken as samples for the pre-mediation teacher questionnaires, interviews and classroom 

observation. For the while-mediation and post-mediation stages of the study, however, only the 

mediator was studied who was selected on the basis of service years, and on recommendations 

given by the school principal and the unit leaders. 

 

The teachers who were involved in the pilot and the main studies were different. During the pilot 

study, there were only 3 English teachers who taught grade 9 in the school. All were Diploma 

graduates and one of them was selected as a mediator for the reasons stated above. All these 

teachers were forcedly transferred to primary schools because their level of qualification did not 

fit for a secondary school level. Therefore, during the main study, 4 other English teachers, B.A 

degree holders, who substituted the former ones were studied. The transfer of teachers to primary 

schools obliged me to select a mediator from the newly assigned teachers. I had intended the 

mediator in the pilot study would serve as a mediator for the main study taking his mediating 

experience into account. However, because of his transfer along with the other teachers, one of 

the 4 newly assigned teachers, who was veteran and who was recommended by the principal and 

the unit leaders was selected as a mediator. 

 

The mediators during the pilot and the main studies were introduced to the mediation criteria and 

were trained how they could apply them in reading lessons to inculcate deeper learning among 

students. Each of the teachers who mediated during the pilot and the main studies was given a 

copy of the mediation theory from the book entitled Psychology for Language Teachers: A 

Social Constructivist Approach, written by Williams and Burden, 1997.The copy included 

Feuerstein’s mediation theory, a description of his twelve mediation parameters, and example 

activities for each of the parameters. In addition to this material, a two-page summarized copy of 

the mediation parameters developed by the same authors in 1994 was also given to the 

mediators. After the mediators had read the materials, we discussed the concept of mediation in 

detail and I trained each of them for a month on how to apply it in brining changes to students’ 

conceptions and approaches to reading. The mediators distinguished between the universal and 

the situational mediation parameters, and understood how they could apply them in the teaching 

of reading. When they felt that they could utilize the mediation parameters, they began teaching 
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reading using the materials designed for the purpose (See 4.5.1.4. and Appendix H for the 

teaching material). The teaching material was given to them along with the copy of mediation 

theory, and used some examples from it during the training. 

 

4.4. Research Site 

The study was conducted at Fasilo Secondary School in Bahir Dar town. The school offers 

education for first cycle (grades 9 and 10) secondary level students. It is situated to the West of 

the center of the city just about a kilometer distance; and about three kilometers from Bahir Dar 

University’s main campus, the campus where I live and work in. I chose the school because it is 

relatively more convenient to me and had proximity to the institution I work in. 

 

4.5. Instruments of data collection 

The data were collected through multiple sources including questionnaires, interviews, tests, 

observations, self-reflection reports and discussions, which allowed for triangulation. The data 

were drawn for the pilot and the main studies during the pre-mediation, while-mediation, and 

post-mediation stages (See also 4.1). I also made a pre-pilot assessment on some of the 

instruments such as the questionnaires, reading tests, and reading texts. The pre-pilot study had a 

very limited purpose of getting information about the balance of difficulty and quality of the pre-

mediation and post-mediation tests; evaluating the difficulty level, quality and relevance of the 

teaching materials selected, and assessing the Amharic versions of the student questionnaires 

which were adapted from Ramsden (1992). The pilot study was meant to test the range of 

instruments of investigation chosen for the study so that it would be followed in the main study 

after making necessary improvements. 

 

4.5.1. Pre-mediation data gathering instruments 

4.5.1.1. Questionnaires 

Three student and three teacher questionnaires were prepared and administered. The student 

questionnaires sought information about students’ conceptions and approaches to reading, their 

perceived values about the mediation parameters, and whether or not, or how often, these 

parameters were utilized in the teaching of reading by their English teachers. The first student 

questionnaire that required information about the students' conceptions and approaches to 



 85 

reading constituted 16 items which could be categorized equally under deep and surface 

approaches to reading (Biggs et al., 1992). As stated in sections 1.3 and 3.2.6, students’ 

perception of reading plays a pivotal role in determining their approaches or the level of 

processing of their reading (See also Wittrock, 1986; Garrison et al, 1995; Entwistle, 2000). The 

intent behind administering this questionnaire was, therefore, to find out the students’ level of 

processing of information in their reading. Students who would employ surface-level processing 

would be labeled as surface readers. The surface-level processing of reading could be 

characterized as students’ mere focus of discovering on-text information, trying to reproduce or 

regurgitate information, and, in general, their focus on the literal meanings of texts. The other 

group of students, the deep readers, were assumed to employ deep-level processing which refers 

to grasping the underlying meaning of the text, predicting, analyzing, synthesizing, selecting, and 

critically evaluating what they read. The questionnaire was adapted from Ramsden (1992), and 

was at first designed to be categorical (Yes/No) similar to the original instrument  but was later 

improved  to a five-point Lickert  scale that constituted  Strongly Agree, Agree, Undecided, 

Disagree and Strongly Disagree with the intent of providing an opportunity for the students to 

select intermediate options (See Appendix B-4). Values were given to the scales that ranged 

from 5 for the Stronly Agree to 1 for the Strongly Disagree. 

 

The second student questionnaire was judgmental and inquired students to decide whether or not 

each of Feuerstein’s twelve criteria (parameters) of mediation had significance to the 

development of their reading ability. Since perception is a very personal thing (Richards and 

Lockhart, 1994), knowing how each of the students’ view mediational acts was considered to be 

important. The third student questionnaire was again on the twelve parameters of mediation, but 

here it focused on student evaluation of whether or not  and how often English teachers apply the 

parameters while teaching reading. Each of the questionnaires on student beliefs and evaluation 

of teacher application of the mediation criteria was adapted from Williams and Burden (1997) 

and Deligianni (2000), and constituted 12 items. The questionnaire on student’ beliefs of the 

mediation parameters had a five-point Lickert  scale that constituted  Very important, important, 

Undecided, Not very important, and Not at all important, and the value for the scales ranged 

from 5 (for Very important) to 1 (for Not at all important). The other student questionnaire that 

required their evaluation of teachers’ application of the mediation parameters had frequency 
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scales that ranged from Very often  to Not at all and values were given to the scales that ranged 

from 5 to 1(See Appendices B-5 and B-6). 

 

All the three types of questionnaires were first prepared in English, but they were translated into 

Amharic to avoid the lingustic barrier the students may encounter. After I had translated the 

questionnaires into the vernacular, I asked two instructors from Bahir Dar University, who had 

many years of experience in the teaching of translation, to evaluate the translations against the 

original English versions. The instructors offered me professional comments and support. Their 

comments and support helped me to design the translations which were distributed among the 

subjects during the pilot and the main studies. 

 

Teachers' questionnaires were also of three types. One of the questionnaires asked them about 

their conceptions and approaches to teaching reading. The others required information about 

their value perceptions of the mediation criteria (parameters), and whether or not they utilized 

the criteria in the teaching of reading. The teachers' questionnaire on conceptions and approaches 

to reading constituted 16 items which were equally divisible into surface and deep types. In this 

questionnaire, I used a five-point Lickert scale that ranged from Strongly agree to Strongly 

disagree, and the scales were given values that ranged from 5 to 1. Similar to the student 

questionnaires, each of the teacher mediation questionnaires constituted 12 items which had a 

five-point Lickert scale that ranged from Very important to Not at all important, and from Very 

often to Never, for their value perception and application respectively (See Appendices B-2 and 

B-3). 

 

As stated above, all grade 9 English language teachers at Fasilo Secondary School were taken as 

participants in both the pilot and the main studies. Since their number was very limited, the 

questionnaires were used to draw precursor information so that semi-structured interviews would 

follow based on their responses.  Teachers’ responses were analyzed using descriptive methods. 

(See 4.6.; 5.2.2; and 6. 2.2.) 
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4.5.1.2. Interviews 

Interview is the main method of gathering data in case study (Merriem, 1988). Interviews differ 

structurally from the most structured form, which is organized in advance by the interviewer, to 

wholly unstructured form, in which no decision will be made beforehand by the interviewer. The 

structured interview has its virtues in getting topic-related information; but it has limitations in 

allowing flexibility to the interviewee. The unstructured interview, however, is flexible (Dyer, 

1995). Dyer has also a third category, semi-structured interview, which combines the two 

mentioned above. 

 

In my interview, following Dyer’s advice, I employed semi-structured but open-ended questions 

providing some uniformity across interviews but still allowing teachers and students to volunteer 

information and pursue interesting lines of discussion (See Appendices C-1,  to C-6). Teachers 

and students were interviewed before and after mediation to illuminate their conceptions and 

approaches to reading, to express their in-depth beliefs in mediation parameters, to assess the 

classroom practice and their change of conceptions and approaches to reading. 

 

Prompts of  teachers’ interviews were geared toward conceptions of reading and teacher 

mediation-related phenomena in the teaching of reading, but they had free rein to discuss any 

aspect of their language teaching experiences which they deemed to be important so that I could 

see their beliefs and interests in their use of mediation from different angles. 

 

Before mediation, teachers, except for the mediator, who was deliberately excluded during the 

main study to avoid “contaminated information”, were interviewed about their conceptions of 

reading, their perceived value of the mediation parameters, and whether or not they applied 

mediation procedures while teaching reading. After mediation, however, it was only the mediator 

who was interviewed. The teacher (mediator) interview questions focused on while-mediation 

activities and evaluation of the effects of his mediation to the students' conceptions and 

approaches as well as their reading development. The interview allowed me to attain 

complementary information to the classroom observation. 
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Pre-mediation student interviews were conducted only in the main study. The interviews asked 

about students' interest in reading, their conceptions and approaches to reading, and whether or 

not their teachers employed the mediation parameters while teaching reading. The post-

mediation student interviews attempted to gain information about students’ change of 

conceptions, their feelings of achievement in the program, and whether or not they would 

transcend the new conceptions to their future readings. In addition, some of the stimuli of the 

interviews were drawn from the responses the respondents offered to the interview questions. 

(See Appendix C-6). 

 

4.5.1.3. Reading Tests 

A total of six different tests (three for each of the pre-mediation and post-mediation stages) were 

prepared to see students' tendency and reading capability, and to see if the students could 

improve their reading performance as a result of teacher mediation. I varied the reading tests 

within the pre-mediation stage and the post-mediation stage  as well as between the two stages in 

order to avoid practice effect or “contamination”.  The reading texts for the tests were drawn 

from Reading and Thinking in English: Concepts in Use which was written by Casiella (1980) 

and Skill of Reading between the Lines which was written by Elis and Elis (1982), because the 

texts were found to be appropriate for grade 9 students in content, length, and level of difficulty 

(See Appendices A-1 and A-2 for the tests) as observed against the reading passages in their 

textbooks. Attempts were made to equalize the length and the level of difficulty of the texts in 

the pre-mediation and post-mediation stages. Besides, due consideration was also given for the 

similarity of the content and the number as well as the types of exercises and questions to easily 

compare the students’ pre-mediation and post-mediation results. The types of questions set were 

intentionally classified into questions that would require literal (surface) meaning and deeper 

meaning (that embrace analysis, synthesis, evaluation, appreciation, and that relate with the 

students' prior knowledge, etc.). This was done to “mind-map” the exercise types and know 

which type of questions  the students were able to answer more.  

 

The number of questions in tests 1, 2, and 3 of the pre-mediation stage was 24, 24, and 22 

respectively, and the total number was 70. Similarly, the number of questions in the post-

mediation tests was 70 (24, 25 and 21 in tests 1,2, and 3 respectively). Some of the questions in 
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the 2nd and the 3rd

I corrected all the students’ papers and converted the results of each test into 100, and the 

average of the three test results was taken as their overall score of the tests out of 100. The 

 tests had sub-divisions. The questions were equally divided between literal 

(surface) and deep types. The questions comprised varieties of activities such as true/false, 

multiple choice, matching, and completing the missing parts. 

  

The tests were given to a testing expert, a veteran professor at AAU, before they were 

administered so that he could evaluate the test formats, the content, the question types,  the 

distracters and other factors in light of the principles of testing. Receiving the expert’s comments 

and suggestions, I improved some of the distracters which were not intelligent. Then both the 

pre-mediation and post-mediation tests were administered to 15 grade 9 students, at Blessed 

Gebremichael Catholic School in Bahir Dar to test the reliability of the tests and to evaluate their 

difficulty level.  

 

As Brown (1988) wrote, a reliable test has consistent or stable results. In language testing, 

reliability is estimated in three ways: namely, test-retest, equivalent forms, and internal 

consistency reliability. The test-retest reliability is estimated by administering the same test 

twice, while equivalent forms reliability is estimated by administering two equivalent tests to a 

group of subjects. The internal consistency reliability is a split-half method which, for example, 

separately calculates the even number and the odd number items. In this study, the equivalent 

forms reliability was employed, and compared the   testees’ rsults in pre-mediation tests with 

their post-mediation tests  in Blessed Gebre Michael Catholic School. The estimated reliability  

scale of the tests was computed to be above 0.77. 

 

The three pre-mediation tests were administered to the students within an interval of one week 

between each test because the time gap was assumed to avoid boredom and inconvenience 

among students. The same procedure was employed for the post-mediation tests. The 

administration of the tests was possible with the consent and collaboration of the school 

principal, the vice-director for the academics and teachers. The randomly selected students were 

called out in their recess  hours and were assigned to two halls to take the tests. 
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aggregate result of the pre-mediation tests had served three main purposes. First, it served me to 

purposefully select the subjects as high scorers, average and low scorers (See 4.3. above); 

second, it helped me to know whether the students tend towards deep or surface approach; and 

third, it was used to compare the aggregate results of the subjects with their post-mediation 

aggregate results to see the effects of teacher mediation on students’ reading performance. Since 

the post-mediation tests were offered only to those who were mediated, the aggregate scores of 

the tests were used for comparison with the pre-mediation aggregate results of the mediatee for 

the purpose stated above. 

 

The questions in each test were categorized under deep and surface types. The raw data for the 

deep and surface questions of the tests were computed statistically using a paired sample t-test so 

as to statistically see students’ tendency (See 5.3 and 6.3.). 

 

4.5.2. While-mediation data gathering instruments 

4.5.2.1. Teacher and student self-reflection reports  

Two types of self-reflection report forms, for the mediator and the students, were designed to 

assess whether or not the teacher took an intentional and desirable action to mediate students' 

reading, and whether or not students understood what was required of them. 

 

The teacher's self-reflection report form asked the mediator to complete which mediation criteria 

were intended for application and what kind of reading and mediation activities were performed. 

It also required information about his  evaluation of student receptivity and his observation of 

student problems. The students' reflection form aimed at obtaining information about what 

students felt they did and gained  in their reading classes. It required information on what 

activities (reading and mediation) they performed, the awareness created about reading, their 

change of conceptions and approaches to reading, and the problems they encountered while 

learning reading (See Appendices F-1 and F-2). The rationale for the teacher self-reflection was 

that the teacher, in presenting a reading task, should convey to the students precisely what is 

required of them by providing clear instructions. At the same time, it was essential to ensure that 

learners understood what was required of them. The points in the self-reflection form would 

create in the learners awareness of teacher purpose and enhance perception. Ultimately, it would 
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encourage students to learn autonomously.  Furthermore, the information in the self-reflection 

forms could  provide me with knowledge of what was done in the reading class. 

  

With these objectives, the self-reflection forms were given to the teacher and to the students 

every reading class. After each reading class, the teacher and the students completed the forms 

and sumitted them to me so that I could summarize and evaluate their reports. The summary of 

the reports of the lessons was qualitatively analyzed. And this ensured whether or not 

mediational activities were actually held in the reading lessons, and whether or not there was 

sharpness of purpose and perception in both parties, the mediator and the students.  

 

4.5.2.2. Classroom observation 

Classes were observed during the pre-mediation and while-mediation stages.  The purpose of the 

pre-mediation observation was to check whether or not teachers’ claims in the interviews and 

questionnaires were actually implemented. Each teacher was observed only once and it was 

videotaped and transcribed. During the while-mediation classroom observation, only the 

mediator was observed for the others were not engaged (See 4.3.).  

 

The while-mediation classroom observation was intended to find out whether or not the reading 

teacher implemented the mediation criteria to enhance deeper reading among students. It also 

aimed at observing which criteria the mediator used effectively and how the subjects reacted to 

the mediational process. The while-mediation observation was also important to see the effects 

of the mediational criteria in the students’ conceptions and approaches to reading in the process 

of learning. The lessons were videotaped. They were also audio-taped in case there might be a 

failure in the videotape. The videotaped data were qualitatively analyzed after I had put them 

into Klein's (1988) observation check-list. The lessons  were transcribed before they were put 

into Klein’s observation checklist,. The frequency of the mediation criteria was evaluated based 

on the transcription, because it would help to see which of the parameters could bring change in 

students’ reading conceptions and approaches. 
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4.5.2.3. Reading assessments 

A reading assessment was given to students once a month as a summative of what they had 

learnt. The pre-mediation reading assessment was a static assessment (Kozulin and Garb, 2001) 

and showed the already existent abilities of the students. Unlike the static assessment, the 

objective of the repeatedly offered assessments (dynamic assessment) was to evaluate the 

students' learning ability and to gain information useful for more effective instruction. Besides, 

the assessment could help me to see the students' progress in their deeper reading abilities in the 

process of the mediation activities. It was a mediate─ assess ─ mediate activity.  This mediate ─ 

assess ─ mediate paradigm concords with Feuerstein's claim of the goal of dynamic assessment 

(test ─ teach ─ test) stated in Kozulin and Garb (2001:2) as "to discover and actualize the 

students' propensity toward cognitive change "; but, in this case a change of conceptions and 

approaches to reading. The assessment asked students' comprehension, their ability to infer, 

summarize, synthesize, analyze, and evaluate information from the text and to see it against their 

previous experience. Each of the tests did not include all types of questions however, but the 

questions were selected based on the type and purpose of reading. In short, as stated above, the  

continuous assessment strategy helped me to see students' progress in their reading ability as 

well as the perception they had of their reading requirements.  

 

4.5.2.4. Mediator/ researcher discussion 

I also had informal discussions with the mediator and the subjects. My discussion with the 

mediator took place after I had seen the video and read the mediator’s and students’ self-

reflection reports. During the main study, the mediator also watched the video on his own and 

based on the video he self-reflected his classroom activities in our discussions Every time the 

teacher and students completed the self-report forms, I studied the points they had raised and 

discussed them with the teacher to see the progress students made in their reading. Besides, it 

also helped the teacher and me to take immediate remedies on problems that hindered students' 

progress. It also helped me to discuss problems the teacher had encountered while applying the 

mediation features.. 

 

I usually read what the teacher and students filled in the self-reflection forms, singled out the 

major problems encountered, analyzed, and discussed them with the teacher the next day. The 
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discussion we made was informal; however, the major points of discussion were registered so 

that it would be possible to see the changes made in the next lesson. 

 

I also had an informal discussion with the students at our tea time about the changes they gained, 

their reading development, and whether or not they applied the reading approaches they were 

introduced to in other subjects they studied in grade 9. 

 

4.5.3. Post-mediation data gathering instruments 

In the post-mediation stage reading tests and interviews were administered. The tests were 

administered after 7 weeks and 12 weeks of teacher mediation during the pilot and the main 

studies, respectively. The testees were only the mediatees.  

 

At this stage, similar to the pre-mediation stage, three different tests, which approximately 

equaled the pre-mediation tests in type, length and difficulty level, were given to the subjects 

(See also 4.5.1.3). The purposes of the post-mediation tests were to see the students’ reading 

progress and change of conceptions and approaches to reading. In order to see the changes, the 

results obtained at this stage of the study were compared with the pre-mediation results using a 

paired t-test statistics. The correct responses the students gave to the questions were also 

categorized to see whether they had a tendency towards deep or surface approach to reading after 

mediation.  

 

During the post-mediation stage, the mediator and the subjects were interviewed (See 4.5.1.2.) 

for the purpose of gaining additional information about the change of students’ conceptions and 

approaches to reading; that is, the effects of teacher mediation on students’ conceptions and 

approaches to reading. Similar to the pre-mediation interview questions,  the questions were 

semi-structured in which the mediator and the mediate could flexibly provide responses. 
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4.6. Reading texts 

After I had read the 14 reading passages found in English for New Ethiopia grade 9 books 1 

and 2, and the teachers’ guide book, I selected other 14 reading texts of almost equal length and 

difficulty level. In order to select the texts, I set criteria that included length, difficulty level and 

topic familiarity. Since my study focused, as a result, on solving students’ reading problems, I 

decided to avoid the linguistic difficulty the students might encounter by selecting simpler texts 

within 400 to 600 words range. In addition, I wanted them to comprise different themes from the 

natural and social sciences, business and language. The diversity of themes was opted to satisfy 

students with various interests, and to develop a sense of relevance among students about their 

readings. 

 

Most of the reading texts I used for my study were taken from the book entitled Academic 

Challenges in Reading (written by Abdulaziz and Stover, 1989). The book was prepared for 

beginning readers in English, and the passages were designed to meet the needs of the low level 

ESL students. The authors selected the materials on the basis of their significance to the students 

in their academic careers and their level of difficulty. I was convinced by the level and 

importance of the materials and opted 10 reading passages from the book. In the book, although 

the reading topics might seem technical, the   vocabulary used to define and explain them was in 

every day English. Technical words have been defined in context so that students would not tend 

to memorize them. The readings included reading from charts and graphs. Each reading was 

preceded by a “preview” which helped students to recall knowledge they probably already had 

about the topic or to prime them for new material or content. To assist in the previewing process, 

many of the readings were accompanied by illustrations or photographs. An attempt was made to 

include a variety of exercises that required students to single out main ideas and details, and to 

comprehend questions that comprised literal as well as inferential (or deep) meanings (See 

Appendix H for the texts). 

 

The other reading texts used in the study such as Raw Materials for Industry, The puzzle, and 

Scientific experiment were taken from Organized English, Book 1 (written by Moody and 

Oyewole, 1970), and Football Stopped War from Skill of Reading Between the Lines (written 
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by Ellis and Ellis 1982), which I assumed would be appropriate for grade 9 students in Ethiopia. 

The books were meant for early intermediate level. 

 

At first, in addition to the 10 texts  I chose, I had selected two passages from the book entitled 

Cambridge Skills for Fluency, Book1 and the other 2 from Cambridge Skills for Fluency, 

Book 2. However, I excluded the passages for the advice and recommendations I received from 

the English Panel of the Curriculum Division of the Ministry of Education in Addis Ababa. 

 

Before I used the materials for teaching, I distributed the reading materials among the different 

subject teachers who were teaching in grade 9 at Yekatit 12 Secondary School. This was 

because, as stated above, the contents of the passages were drawn from different disciplines. 

Luckily, the biology and physics teachers evaluated the texts in groups in terms of validity and 

difficulty levels. All assured that the texts would not be more difficult than the texts they taught 

in the textbooks. Besides, they also witnessed their relevance in content, though not identical, to 

the subjects their students study at grade 9. Later, I requested the English Panel in the 

Curriculum Division of the Ministry of Education in Addis Ababa to evaluate the reading 

materials in terms of interest in the topics, difficulty level, exercise types, length and relevance, 

and other qualities required of reading materials (See Appendix E). The English panel, 

particularly members who prepared grade 9 textbooks, assessed the texts individually, discussed 

them together and commented on them. Based on their comments, I excluded the reading 

materials from Cambridge Skills for Fluency Books 1 and 2 for their difficulty and culturally 

alien themes to Ethiopians. So in place of these materials, I used Football Stopped War, Raw 

Materials for Industry, The puzzle, and Scientific experiment and piloted the passages (with 

the other ten passages) in my case study. 

 

4.7. Methods of Data Analysis 

As the study incorporated both qualitative and quantitative data, the findings were analyzed 

qualitatively and using a paired sample t-test statistics. Thus, data drawn from the discussion, 

teacher questionnaires, the classroom observation, interview as well as teacher and student self-

reflection reports were analyzed qualitatively; whereas, comparison between the pre-mediation 

and the post-mediation test-results, student questionnaire results, and the students’ tendency 
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toward deep or surface approach which was drawn from their responses to the questions in the 

tests, were computed employing a paired sample t-test statistics. The paired sample t-test 

statistics compares means of two scores obtained from the same subjects. Teacher questionnaire 

results were described because the number of teachers involved both in the pilot and the main 

studies was very small (See 4.3). I believed that using a statistical analysis for a small sample 

would be misleading; therefore, I employed descriptive methods. 
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CHAPTER V 

PILOT STUDY: PRELIMINARY FINDINGS AND ANALYSES 

 

5.1. Introduction 
Conducting a pilot study can have different values in research. Firstly, as a small scale version or 

trial of the main study, it serves as a way of collecting preliminary data and evaluating the 

feasibility of a major study. In other words, it serves as a means of attaining advance warning 

about the problems the main study may encounter. Secondly, the pilot study is valuable to pre-

test or try out the  adequacy and effectiveness of research instruments. It helps to evaluate the 

likely success of the proposed subject recruitment approaches, to determine sample size, to 

uncover potential problems of the proposed data analysis techniques, and to estimate viability in 

outcomes. Thirdly, pilot study acquaints the researcher with the research process (Gilbert, 2001).   

 

The main purpose of conducting the pilot study in this research was to try out research 

instruments, sampling and analysis techniques as well as procedures that could be made use of in 

the main study. Preliminary findings were also reported as indicators of the feasibility of the 

main study. As discussed in Chapter 4, the different instruments utilized in the study constituted 

questionnaires, interviews, tests, observations and self-reflection reports, which were undertaken 

in three stages of the study; namely, pre-mediation, while-mediation, and post-mediation stages. 

In the pilot study, I tested all the instruments and their analyses techniques. I identified few 

problems in the research procedure and in   the instruments and made improvements before 

carrying out the main study.  

 

The anticipated problems and their possible solutions are discussed in the sub-sections below.   

 

5.2. Preliminary Findings of Questionnaires  

5.2.1. Introduction 

As indicated in 4.5.1.1., three types of questionnaires were distributed among the three English 

teachers at Fasilo secondary School in order to inquire information about their conceptions of 

reading, their perceived values and application of Feuerstein's mediation tools (See Appendices 



 98 

B-1, B-2, and B-3). Three types of questionnaires were also distributed among 117 students. The 

questionnaires were meant to investigate students’ conceptions and approaches to reading, their 

values of Feuerstein's mediation parameters, and their evaluation of teachers' application of the 

parameters in reading classes (See Appendices B-4, B-5, and B-6).  

 

The items both in the teachers' and students' questionnaires enabled me to collect the data I 

wanted, and this implied that they were clear and understandable. But, I noticed a problem in the 

selection of the students as subjects using the random method. As described below, out of the 

randomly selected students, 12  were dropouts which I noticed later when I tallied the returned 

questionnaires. This reminded me to check whetheror not all the randomly selected subjects were 

attending classes before I distributed the questionnaires. Besides, I also noticed that I had to 

orient the students that they should give only one response to each item for some students offered 

me two responses for few items. Since the items were written in Amharic and the instructions 

were clear, I was convinced that their double or more responses emanated from lack of 

orientation.  I believed, therefore, that orientation would discourage students’ carelessness in 

providing responses. In short, there were such problems during the pilot study which were 

consequently adjusted for the main study. 

 

All the three teachers responded to the questionnaires, but responses were not obtained from all 

the 117 randomly selected students.  From the students, 12 were dropouts whose names were 

wrongly included in class registries, so they were excluded from the study samples.Out of the 

remaining 105 subjects, 102 responded to the first questionnaire but the responses given by 2 

subjects were incomplete. The second and the third questionnaires were distributed at the same 

time and 97 of them were returned. From those returned, 12   were discarded because the 

respondents provided two or more answers to few of the items in the questionnaires. Thus, I 

wanted to have the students who responded to the three questionnaires correctly, and so I 

deliberately excluded fifteen respondents from those who correctly responded to the first 

questionnaire but not to the second and/or to the third. A deliberate, selective exclusion of the 

subjects was also made for the tests so as to make a comparative analysis of the findings from the 

same subjects. Since the aggregate of the testees’ results was the yardstick to purposefully select 

the subjects for the case study, taking all the tests was compulsory. 
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5.2.2. Preliminary Findings of Teacher Questionnaires 

The three teachers positively valued Feuerstein’s mediation parameters (88.33%) and claimed 

that they frequently applied them (80.56%) in their reading classes. Among all the parameters, 

they valued intentionality and reciprocity the most important and challenge and awareness of 

change the least. Intentionality and reciprocity is one of the universal procedures, while 

challenge and awareness of change are used based on situations. The other universal 

parameters, relevance and transcendence, were also given higher values. Concerning their 

application of the parameters in reading classes, the teachers responded that they frequently 

applied intentionality and reciprocity, while they applied transcendence, control of behavior, 

challenge, co-operative learning, and a sense of belongingness the least. 

 

Teachers’ responses to the questionnaire regarding their conceptions of reading disclosed that the 

teachers wanted their students to deeply understand the reading materials. However, the pre-

mediation classroom observation and the pre-mediation interviews revealed that they rather 

inclined towards surface, on-page information.Teachers' questionnaire responses were compared 

with their responses in the interviews and the videotaped findings in the classroom observation. 

(See sections 5.4.1,  5. 5.1 and 5.2.3.2. below). 

 

5.2.3. Student Questionnaires 

5.2.3.1. Preliminary Findings on Student Conceptions and Approaches to Reading 

The questionnaire on student conceptions and approaches to reading was meant for examining 

whether grade 9 students at Fasilo Secondary School had a tendency toward a deep or surface 

reading. As stated in the methodology section, the number of items in the questionnaire was 16 

which were categorized under the characteristics of deep or surface reading approach. 

 

To see whether students inclined toward surface or deep reading, a paired samples t-test statistics 

was employed. The means for the two categories were 32.65 (sd. 2.86) and 30.68 (sd.4.25) 

respectively. The mean for the paired samples was 1.96 (sd. 3.85). The observed t-value 

appeared to be 4.70 which was significantly different than the t-critical value of 2.00 at the alpha 

level of .05, the degree of freedom being 84. The summaries of the results are shown in Tables 

5.1 and 5.2 below. 
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  Table 5.1. Paired Sample Statistics of Surface and Deep Reading 
 Mean Number Std. deviation 

Surface 32. 6471 85 2.8648 

Deep 30. 6824 85 4.2516 

 

  Table 5.2. Paired Samples t-test Differences of Surface and Deep   

                                          Reading 
                                                   Paired differences 

Surface-

Deep 

Mean Std. deviation  df t-observed t-critical significance 

1.9647 3.8528  84 4.701 2.00 .000 

      

Student reflections about their reading process through the questionnaire indicated that most 

grade 9 students in the study were surface readers. This result confirmed the assumptions of 

many scholars in the field who attested that many "unpractised" readers depended on textual 

(literal) meanings of texts (Fransson, 1984; Ridely,1997). The causes for their inclination 

towards surface approach may be their past reading experiences, their level of confidence in the 

target language, and teachers’ tradition of teaching and testing reading (See 1.1,  3.2.3 and 3.2.4). 

Students' conceptions of reading might also influence their approach to reading (See 3.2.3.). 

 

5.2.3.2. Preliminary Findings  on Student Beliefs and Teacher Classroom   

              Application of the Mediation Procedures. 

Students were also asked in two separate questionnaires to rate their beliefs in the values of the 

mediation parameters and to provide evaluative information about the extent to which these 

parameters were applied by their English teachers in reading classes. To assess their beliefs 

(values) against the classroom situation, therefore, a paired sample t-test statistics was employed. 

The findings showed that most of the students believed that the parameters were valuable, but 

their application by their teachers in the reading classes was inconsiderable. The mean value for 

their belief was computed to be 51.82 (sd.4.71); and teacher application, 40.16 (sd. 9.07). The 

result of the paired sample t-test of student belief and teacher practice was 11.66 (sd.9.43) which 

was significantly higher than the t-table value of 2.00 at alpha level of .05 the degree of freedom 

being 84. The summaries of the results are indicated in Tables 5.3. and 5.4. below. 
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  Table 5.3. Paired Sample Statistics of Student Belief and Teacher   
                                         Application of  the Mediation Criteria in Reading 
 

 Mean Number Std. deviation 

Belief 51.8235 85 4.7061 

Practice 40.1647 85 9.0670 

 

  Table 5.4. Paired Samples t-test Differences of Student Belief and   
                                         Teacher Application of the Mediation Criteria in Reading 
 
                                                   Paired differences 

 

Belief-

Practice 

Mean Std. deviation df t-observed t-critical significance 

11.6588 9.4347 84 11.393 2.00 .000 

    

The paired t-test statistics designated that teachers did not usually apply the mediation 

parameters upto students’ expectations. And this might also imply that the teachers’ practice was 

not consistent with their expressed beliefs (See 5.2.2).  

 

5.3. Preliminary Findings of Students’ Test Scores 

As stated in 4.5.1.3. above, pre-mediation and post-mediation tests were given to the students. 

The pre-mediation tests were given for 117 students for three purposes; namely, to select the 

subjects for the case study based on their performance level, to see students’ predisposition 

towards deep or surface reading, and to compare the performance of the selected subjects for the 

case study with the post-mediation test results. 

 

The three successive pre-mediation tests were successfully used in the selection of the subjects 

for the case study and indication of students’ tendency towards surface or deep reading. Based on 

the tests, 6 subjects from the high, average and low scorers were selected. And the test results 

indicated that the students inclined towards surface understanding. Classifications of students' 

correct responses both in the pre-mediation and post-mediation tests indicated that the students 

tended to answer more literal questions than deeper ones. 
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 Table 5.5. : Preliminary Findings of Students' Pre-Mediation and Post-  

                                 Mediation Tests 
 

 

      Scores in tests % 

                                   

                                        Subjects 

      High  scorers           Average      Low scorers 

P P1 P2 P3 P4 P5 6 

Pre-mediation test score 72 66 43 42 24  22 

post-mediation test score 90 81 53 48 53  50 

Mean total: pre-mediation                                   44.8 

Mean total: post-mediation                                   62.5 

 

The comparison of the pre-mediation and post-mediation test results indicated that there was a 

considerable improvement in their reading capacity. The post-mediation results of the low and 

average scorers in the pre-mediation tests have become almost equal. However, the low scorers 

improved more than the average students did. Among other causes, the cause for this situation 

might be the mediator’s special attention paid to P5 and P6. As the teacher informed me, these 

students were not actively participating in class at first, therefore he paid special attention to 

them. Probably, this might have contributed to their achievement of high scores. Another cause 

might be the individual differences among the students. The affective factors such as the feeling 

of competence, motivation and arousal individuals possess might also contribute to their 

different performance level. 

 

 

Although the tests were successfully used to achieve the objectives of the study, some problems 

in the completing exercises part were noticed. Students were not able to answer the completion 

exercise and this might indicate either lack of clarity of the question or the difficulty of the 

questions. So, these questions were improved so that they could be clear and reasonably 

The causes for the students' improvements in their reading capacity, in general, might result 

from their arousal, motivation, self-reliance, and the sense of shouldering responsibility for their 

reading capacity. In this regard, teacher application of the mediation procedures in teaching 

reading can be assumed to have contributed a lot. But all students may not achieve these 

affective factors equally. 
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challenging to the students in the main study. Few distracters in the multiple choice section were 

also improved because they were not clear to the students.  This was identified because some 

students asked the same question for clarification on the distracters while they were taking the 

tests. 

 

5.4. Interviews 

5.4.1. Teacher Interview 

Pre-mediation teacher interviews were carried out among the three teachers at Fasilo Secondary 

School. The interviews included information about teachers' thoughts and teaching practices of 

reading as well as their perceived values and application of Feuerstein's mediation procedures. 

They were conducted in Amharic and were audio-taped.    

 

From the responses received, it was noticed that some of the interview questions were not clear 

to them. In fact, immediate modifications were made and it was possible to obtain responses in 

the desired line. The initial interview questions in which I noticed ambiguity were, therefore, 

improved in the main study. For example, when I asked them the question about what reading is 

two of the interviewees did not respond as expected. Therefore, an extended question was given 

to them so that they could understand what was required of them (See Appendix C-1 and C-4). 

 

From the pilot interviews, it was found that two of the teachers considered reading to be 

"grasping meaning from the text". As defined by teacher "B", for example, reading is:  
understanding the written material.... Mechanical reading, i.e.  reading without understanding, doesn't have any 

value. They [students]have to understand all that they read. Texts were written with  some messages, so students 

need to understand the messages. (Translated from the Amharic). 

 

Teacher "A", on the other hand, wanted his students to read between and beyond the lines. For 

example, when he taught the passage about Invention, he said he exploited the ideas there for 

initiating students, or creating awareness among them so that they can invent by imitating nature 

as airplane inventors imitated birds. He believed that texts had messages beyond what was stated 

on the script. In short, teacher “A” claimed that he taught his students to relate the messages they 

found in their readings with their personal experiences or the reality.  
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…So, I don’t make my students only answer the questions as related to the passage, but I also teach them about the 

reality; what the reality is. (Translated from the Amharic). 

 

 In an informal discussion, the same teacher, however, said students were incapable of 

responding to questions beyond what was directly stated in the passage. They accepted the 

written materials without critically reading them, and because of this, he said he was forced to 

focus on the text and the exercises on the text. This might indicate that the teacher’s espoused 

thoughts did not match with his actions in the reading class, and he attributed this  to a couple of 

reasons: students' incapacity to comprehend, analyze, synthesize, and evaluate information as 

well as lack of responsibility for their own learning. These students' characteristics go in 

consonant with Varaprasad's (1997:24) description of the reading approach of students as:  "... 

students... usually accept the printed word without actively challenging the content or implied 

assumptions expressed by the language".  In other words, students lack the skill and ability of 

reading critically. In critical reading, students evaluate and make decisions about what they have 

read. The decisions can be receptivity of information, rejection, or expectation of additional 

information before informed judgment can be made (Varaprasad, 1997). 

 

Teacher “A” s conflicting responses in the interview and in the informal discussion could 

possibly indicate that he was not actually telling me what he was doing in his reading lessons 

during the formal interview. It seemed that the informal discussion rather revealed the truth. 

From the teachers’ variable responses, I drew a lesson that interviewees might provide unrealistic 

information about their beliefs and their practices of teaching reading, particularly if their 

responses are recorded. Thus, I extended the interview to informal discussions with those I 

interviewed in the main study. I considered that they would be more relaxed and provide realistic 

information in informal talks during tea time. 

 

The teachers expressed that they employed different teaching strategies in the three stages of the 

reading process: the pre-reading, the while-reading, and the post-reading stages. But the 

strategies used were conventional where, for example, in the pre-reading stage, one is required to 

express his personal opinion about the topic, to predict what the story would be about, and to 

find answers to given questions based on the text. Although these activities may help to include 
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their previous knowledge to the reading, they may not enable students to critically read the text. 

In critical reading, pre-reading questions are not text-based but are prepared around the text. The 

questions may develop in students a critical awareness of how and why texts are written. In 

critical reading, the type of pre-reading questions include reasons for writing and about styles of 

writing (Varaprasad, 1997).  

 

The three teachers invariably disclosed the appropriate classroom reading experience to be 

reading aloud either by the teacher or by individual students. The teachers read the passage aloud 

so that every student could listen to the story. The teachers opted this alternative because, as they 

said, students did not usually bring their textbooks to the classroom. An alternative approach to 

teachers’ reading of the passages was students’ involvement in loud reading. Students read 

paragraphs in turn and answered comprehension questions at the end. 

 

The post-reading questions depended on the information in the passage. In short, the type of 

exercises in the three stages of reading seemed to encourage students to depend exclusively on 

texts; that is, to practice surface reading. 

 

Generally, the pre-mediation interview during the pilot study unraveled that teachers differed in 

their expressed conceptions of reading: two of them said reading to them was understanding the 

writer’s views, and one of them understood information in the passage to be related with 

students' experiences. When they were asked about how they taught reading, their responses 

rather revealed that all seemed to perceive reading and reading instruction as the extraction of 

meaning from the text and answering text-based comprehension questions. As Tayler, et al 

(1999) described, such teachers focused on the literal meanings of texts. 

 

Unlike the pre-mediation interview, the post-mediation interview was conducted only with the 

teacher who assisted as a mediator in the case study, and it focused on the efficacy of the training 

in molding his conception of reading and teaching reading. Besides, it also sought information if 

the application of the mediation parameters had motivated and positively contributed to the 

change of student conceptions and approaches to reading and their reading development.  
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The teacher's answers to the interview questions disclosed that he had a wrong notion of reading 

and reading instruction before he was trained and applied the mediation theory. He considered 

teaching reading as difficult because of the large class size and students’ irresponsibility for their 

learning. So, he felt that he was not actually teaching reading in his class. His teaching focused 

on students’ getting textual (literal) meanings for the purpose of answering post-reading 

questions. He expressed this situation as: 
We didn’t pay attention to reading because we felt the students were not interested. I can say we didn’t teach reading 

for we assumed the students didn’t have background reading skill. (Translated from the Amharic). 

 

The training he obtained and his practice of mediating to students' reading has brought a 

significant change in his perception as well as his teaching practice of reading.  He remarked:  
To tell the truth, now I gained a lot of knowledge (experience) from the teaching practice I have just finished. 

Reading is deeply comprehending and transcending information to the students’ personal advantage. I have 

perceived reading this way since I began teaching reading with the application of the mediation theory. 
(Translated from the Amharic). 

 

The teacher also said that the students had shown a significant change in their reading 

perception, behavior and ability. They changed behavior in group tasks from being timid at the 

start to a determined contributor to their group, changed their approach to reading, and became 

responsible for their reading. Students were able to share ideas with their peers, helped each 

other and solved problems together. Above all, they knew what they were doing in each activity. 

 

5.4.2. Preliminary Findings of Students' Interview 

As stated in 4.5.1.2. a pre-medaition student interview was not conducted during the pilot study. 

However, the interviewees were asked to provide comparative information between their pre-

mediation and post-mediation conceptions and approaches to reading. Although I did not notice 

anything of that sort, I imagined that their comparative responses could be biased for they could 

assume my expectation would be a positive response to mediational activities. Thus, I decided to 

include a pre-mediation interview in the main study rather than asking them only for comparison 

at the end.  
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A post-mediation interview was conducted among five subjects to see the efficacy of teacher 

mediation in the change of their conceptions and approaches to reading. The results of the post-

mediation interview could be seen against the quantitative findings of the pre-mediation stage. 

As reported in sections 5.2.3.2. and 5.3., both the student questionnaire and successive tests 

results indicated that the students had a significant inclination towards surface approach to 

reading. As indicated in the literature, such kind of approaches are associated with quantitative 

conceptions (Biggs and Moore, 1992). As surface readers, students organize their reading in 

order to be able to remember facts to use in answering comprehension questions at the end. 

Students might exhibit this sort of predisposition toward reading because of their previous 

experience in which their school system emphasized and assessed their ability to memorize and 

regurgitate information. According to Gravaso et al (2002), a good student, as viewed by those 

who stick to surface understanding,  was one who could remember lots of information.  
 

From the responses received, it was noticed that some of the interview questions were not clear 

to the interviewee. In fact, immediate modifications were made and it was possible to obtain 

responses in the desired line. For example, when I asked them the question about what materials 

they read some of them responded that they read stories written in Amharic. I assumed they 

responded this way because the question was very general. Therefore, the question was 

immediately followed by Do you read materials written in English other than your textbooks? 

(See Appendix C-2). 
 

The results of the interview showed that the students seemed to have changed their conceptions 

and approaches to reading in the process of the mediated reading experiences. In expressing their 

previous stance about reading three of the subjects, P2, P1, and  P4 for example, said: 

P2: I understood reading as comprehending what is there in the passage. 

P1: For me reading was simply understanding all that are in the material one by one, word by word,                    
sentence by sentence. I was reading simply to answer the questions that would come after the passage. 
P4: I thought reading to be understanding the information in the text, and I usually read them to answer questions. 

Otherwise, I didn't have that much attention and knowledge about reading. Even our teachers merely read us the 

passage and asked us to answer questions. (Translated from the Amharic). 
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The students expressed the occurrence of a significant change in their conceptions and 

approaches to reading after the teacher mediated to their reading.  Instead of focusing only on the 

literal meaning, they learnt to read critically, to transcend information and reading strategy to 

other readings, and to evaluate whether or not the information in the passage had personal 

advantages. Concerning the change, the three students said as follows. 

P2: ...But now,  I have understood that when I read I have to relate my reading with other concepts of study in 
schools and with my experience. I have also understood that I have to relate it with my personal life. I learnt that I 
should not focus only on one aspect that is literal meaning, but I have to also extend the knowledge I get in the 
reading to other fields and to my personal life. 

P1: Now I read deeply; I think deeply relating the information within the passage with my previous knowledge and 
other subjects I study in grade 9. I learnt that I should relate the information in the passage with other concepts. Plus, 
I learnt to bring my previous knowledge for deeper comprehension. I also learnt to predict what kind of information 
I may get in reading passages. I gained the skill how I can employ the contents of my reading to my personal life.  I 
learnt that I need to put the lessons I gained into practice. 

P4: But now, I learnt how I should read and understand, how I can understand difficult words contextually, that is, 

without using  a dictionary. (Translated from the Amharic). 
 

One of the objectives of mediating to students' reading was developing a sense of competence in 

reading among students. Learners' lack of self-confidence is associated with lack of ability and 

negative self-perceptions, both of which give rise to poor motivation and low levels of effort 

(Ridley, 1997:15). Besides, learners' self-efficacy expectations can affect their performance in 

reading. What learners think about reading in relation to their personal significance can have 

implications for their actual reading and performance behavior (ibid.). There was an indication of 

student development of self-confidence after mediation as revealed in the interview with P1, P4 

and P3. 

P1: For example, when I read Physics before, I stopped reading for losing hope of understanding. I was desperate. I 
used to close my exercise books after a minute's look at them. But now, for example, we encountered few more 
challenging texts than those in our textbooks. Since I knew how I could tackle such challenges, I found all my 
readings to be easier. 

P4: Previously, I understood reading to be just doing the exercises based on it. I was not also self-confident. Now, I 
have learnt to try to solve challenges by myself. 

P3

Students were aware of teacher intention and they reciprocated verbally. They were also aware 

of the purposes of involving in individual and group reading activities. As P

: I used to give up reading if I felt that I couldn't understand it. Now, I try my best. (Translated from the 

Amharic). 

2, for instance, said 
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individual activities helped them to know where they were and the group tasks enabled them to 

share ideas with their friends. Similarly, P1 perceived the value of group work to be giving and 

receiving of assistance in the interaction among the group members, because what one knows 

may not be known by the other. In short, he considered the importance of group work to be 

sharing of ideas, while he viewed the significance of individual reading as an assessment of 

individual capacity.  

 

P1 was aware that individual activities would cater for conditions to develop personal feelings of 

competence. He said they could help them develop a sense of "I have the ability". This feeling, 

"the feeling of I can", would help the students to become independent learners and problem-

solvers (Williams and Burden, 1997).  

 

Except for P5,  all the students understood the value of group activities. Most of the students’ 

understanding of the individual activities, compared with the concept of the literature, however, 

was not as desired. This called for paying a special attention in the main study. Thus, the 

mediator was oriented to employ mediation of intentionality until the students understood the 

purpose of the activities. According to Feuerestein and Feuerstein (1991:15), individuality refers 

to the recognition one has of his uniqueness and the feeling one has as a contributor to a group. 

Sharing of ideas, (that is, involvement in group task), on the other hand, refers to the view of 

solving problems co-operatively.   

 

One of the universal parameters of Feuerestein's mediation theory is students' transcendence of 

strategies to other situations. As Tzuriel and Ernest (1990:21) noted, "the objective of MLE is to 

transcend the immediate needs and specific situation and reach out for goals that are beyond 

those which triggered the interaction."  In this case, the students were expected to transcend their 

reading skill, approach and strategies gained from the reading class to other subjects they study 

at grade 9 level and beyond. The students were, then, asked if they could use the reading 

approach they were introduced in learning (reading) other subjects. All the five interviewees P2, 

P1, P4, P3, and P5

P

 responded to the interview the following way:  

2: After I have begun this program, I usually try to see relationships between concepts, ideas in different subjects. 
Specially, I use the method I learnt to summarize. Whenever I read, I write my own summaries and then I try to 
think about relations in the real world and other subjects I study. 
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P1: I mean, for example, when we get difficult words, we don't recurrently consult our dictionary. This is because 
firstly some words may not be available in the dictionary. Secondly, some words used in Biology and English may 
not have similar meanings. So, we learnt to understand (guess) the meanings of words from the sense (the context). 
Thirdly, in order to gain salient points from our reading, the program has given us insight about how we approach 
our readings. 
 
P4: The approach helps me to understand other subjects I study. I am using it. I will also use it. 
 
P3: I didn't give any attention to all the subjects I studied before. Now, I have begun reading all the subjects. 
 
P5: It has similarities with the subjects we study. It has helped us a lot. Although we didn't  employ it much, 
 we can use it in our studies and we can have rich knowledge. 
 

              P6

Teacher A started the reading class by asking students pre-reading questions that were included 

in the textbook. The students were required to answer text-based questions orally. The teacher 

read each of the questions for which students raised their hands to provide answers. Then the 

students were asked to read the passage silently which the teacher stopped after only a minute 

and a half, and it was immediately followed by students' loud reading. Few students read a 

paragraph each so that the whole class would answer the post-reading questions at the end. After 

the students had finished reading, the teacher asked them if there were any new words written in 

bold type in each paragraph and asked for contextual meaning. This was followed by students' 

discussion of the post-reading questions which lasted only a minute. Finally, the variety of 

 was not interviewed because she had a personal problem that day and she did not come to 

school. 

 
 

5.5. Classroom Observation 

5.5.1. Pre-mediation Classroom Observation 

Two of the three teachers were videotaped while they were teaching reading. One of them had a 

personal problem and was not around the school during the week the videotaping took place. The 

classroom observation had been agreed to be in the following week I conducted an interview 

with them. I felt the one-week time allotted for observation could be the factor for missing one of 

the teachers. In order to obtain adequate information from all participants in the main study, 

therefore, the classroom observation time was arranged to last within two weeks.  
 

Indicative findings were obtained from the observed teachers..  
 

Teacher A. 
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questions — multiple choice, matching, and true/ false — included in the text were answered 

together. The students obtained answers directly from the text: none of the questions asked their 

deeper understanding. 

 

Teacher B. 

 In a similar way, teacher B, taught reading by asking the students pre-reading questions such as 

“What is a year?” How many days are there in a year?” “What is a month?” and others. He wrote 

the months of the year and the number of days each month has. In computing the aggregate 

number of days of the year, the teacher spent 10.15 minutes. Then, he asked few students to read 

a paragraph aloud in turn. After the students had read the passage aloud, they did the exercises 

orally based on the passage.   

 

The pre-mediation classroom observation indicated that reading teachers did not employ any of 

the mediation procedures, and this was contrary to what they claimed in the mediation 

questionnaires and interviews about their beliefs of the significance and the extent of their 

application of the procedures in the reading classes.  Besides, their actual teaching of reading 

also revealed that their focus of teaching was the literal (surface) meaning of the text instead of 

guiding students and giving them tasks that also emphasized deeper reading. These teachers 

expressed in the interview that they would include critical and deeper reading activities while 

teaching reading. However, their claims did not match their actual practice. A mismatch between 

perception and practice usually occurs in any profession (Agyris and Schon, in Williams and 

Burden 1997; Meloth et al, 1991; and Wittrock, 1986). The teachers’ actual teaching of reading 

could be said to have revealed their perception. This confirms Agyris and Schon’s contention 

that “ we …infer teachers’ beliefs from the ways in which they behave rather than from what 

they say they believe” (Agyris and Schon in Williams and Burden, 1997:56). 

 

The disparity in teachers' perception and actual classroom practice occurred possibly  because 

their value perception of  the mediation parameters was merely theory-based, and they had 

hardly practiced them in their classes. Therefore, they applied the traditional style which, 

presumably, they utilized repeatedly in their teaching of reading.  
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5.5.2. Preliminary Findings of the While-mediation Classroom Observation  

In mediating to students’ reading, a mediator interposes himself between the students and their 

reading practices. A mediator’s interactions are characterized by intentionality and students’ 

reciprocity, transcendence, meaning, feelings of competence, regulation of behavior, goal 

setting, challenge, awareness of change, a belief in positive outcomes, sharing, individuality 

and a sense of belongingness. As mentioned in the literature, the first three are universal and the 

rest are situational. During the application of the mediation theory, the mediator was not properly 

employing both the universal and the other appropriate mediation parameters in the first two 

reading lessons. But because of the discussions I made with him after observing the video record 

of each lesson, he showed improved applications, and this showed the importance of informal 

discussion.   Because I observed the problem a novice mediator might encounter, I had thought 

to resume the mediated reading experiences with the same mediator during the main study. 

However, the mediator was transferred to a primary school. So, I had to select another one (See 

4.3). 
 

The intentionality and reciprocity ( or focusing/ Shared intention) parameter refers to the 

mediator’s act or sequence of acts which appears to be directed towards achieving a change in 

the students’ perception of reading, or response (Klein, 1992; Williams and Burden, 1997). 

Intentionality was characterized by the mediator’s objectives in presenting the reading passage 

(See also 3.4.2.3.1). There are different ways of informing teacher intentions, but the mediator in 

this study informed his mediatee about his intentions mostly using verbal means; that is, he told 

the students what they would do. The act of intentionality took place at the beginning of each 

lesson, before students did tasks and when students were told to do tasks together and alone. Two 

excerpts from two reading lessons are presented below as an example. 

Lesson 10: Students! Today you will learn about Raw Materials that will be used in industries. In your reading I 
want you to understand the main point, to see relations between paragraphs and to recall information. I want you 
also to use the knowledge you get here in other areas and to bring the knowledge you had to the passage. 
 

Lesson 12: Students! Today you will learn about Problem Solving.  In your reading I want you to understand the 
main point, the ways of solving a problem, and you will also solve a problem. 
 

In order to assure students' reciprocity, the mediator asked them to reiterate all that he wanted 

them to do. He employed one of the different ways of assuring students' reciprocity  stated by 

Feuerstein and Feuerstein (1991), Williams and Burden (1997) and Klein (1991).    
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The intentionality and reciprocity parameter was significant to the mediator to make his 

intentions and procedures of activities clear to learners. The mediator used a strategy of telling 

the students the personal relevance and value of the content of the passage and the procedures of 

the activities in the reading. He also attempted to make clear how and why the activities 

produced learning that would be helpful in other times and places. In encouraging students to 

feel confident to complete activities, Williams and Burden (1994: 7) said "it is vitally important 

to encourage a positive self-image, self-esteem, self-confidence, a feeling of "I can", or "I am 

capable of this" among learners. The mediator established a climate that was free from 

embarrassment, tolerated students' mistakes, and positively valued students' ideas and 

contributions both in whole class discussion and in their attempts to provide answers to 

questions. He usually encouraged students by using terms such as "Very good", "Excellent", etc. 

and by telling them they were capable of forwarding intelligent and important ideas as well as 

doing the given exercises. 
 

Students were encouraged to set goals by constructing predictive questions related to the pieces 

of information they expected from the reading texts. This parameter was not strongly dealt with 

in the reading class and more attention would be paid to it in the main study. To salvage the 

deficiency, however, the mediator was re-oriented about how he could mediate this parameter to 

students' reading. 
 

Initially, the students had less involvement in the reading activities which later changed because 

of the mediator's encouragement. Their involvement did not prove how challenging and 

interesting the reading tasks presented to them were. Thus, students were asked at the end of the 

mediation program to evaluate each of the reading passages as related to interest in content, 

difficulty level and variety of topics and activities. Their responses verified that all the reading 

lessons, except for Lesson 13 which they considered boring and difficult, were very interesting 

and worth learning. The activities of the lesson which was uninteresting to the students in the 

pilot study were improved in the main study.   
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5.6. Self-reflection Reports 

5.6.1. Teacher (Mediator) Self-reflection Reports 

The mediator was required to write a self-reflection report concerning the reading and mediation 

activities he had performed during every reading lesson. He was also required to explain his 

reasons for including the activities, to evaluate students’ reciprocity (receptivity), and to state the 

problems he observed. His report in the first reading lesson did not show what was expected. The 

points under which he would report were clear, but he produced something astray from what 

might be expected. I was not able to detect what his problems were; so, during the informal 

discussion we had, I tried to re-orient him about what should be self-reflected. Because of this, 

there was a change in both style and content of his succeeding reports.  

 

His self-reflections at different times included that the reading activities were meant for the 

students drawing of main ideas from reading texts, identifying supporting details, learning  the 

organization of texts,  understanding relations between paragraphs, getting direct textual 

information, inferencing, problem solving, developing critical reading, acquiring the skills of 

deeper learning,  evaluation, and prediction.  

 

The mediation activities constituted telling students about what they would do, helping them to 

understand the importance of solving problems together, creating awareness about the personal 

significance of the reading passages and the activities, sensitizing about the values of group and 

individual activities, providing guidance about how they could plan their reading, and employing 

other mediating parameters. 

 

The mediator's reasons for using the different activities were to help the students become 

motivated, competent, life-long, critical and deep readers withdrawing or improving their 

previous reading experiences, and also to change their conceptions and approaches to reading. 

Regarding students’ receptivity, he reported that the students understood what deep reading is. 

So, they related textual information with their previous experiences, read critically,  drew 

inferences, and solved problems. They also learnt about the importance of  group and individual 

reading. However, despite their motivation and awareness of what reading is and how to 

approach it, the students differed in their performance.  
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5.6.2. Students’ Self-reflection Reports 

Students wrote self-reflection reports about the mediator’s and their activities during the reading 

lesson. They were required to write their self-reflection reports in Amharic about the reading 

activities, the reading lessons, the mediation activities, the changes they made in their reading 

conceptions and approaches, and the problems they encountered. The main intentions of 

presenting these points were to gain information about what the reading lessons were, what 

reading activities they were involved in, the quality of teacher/ student interaction in mediating 

students' reading at the beginning, while-reading and post-reading stages, whether the students 

had learnt to change their conceptions and approaches to reading, and what problems they 

encountered while learning reading. The first three self-reflection reports indicated that they 

misunderstood some of the elements and, therefore, either they evaded, provided similar 

information for different elements, or gave information unrelated to what was desired.  For 

example students either evaded or gave similar information for the first two points in the self-

reflection grid (See Appendix F-2). The confusion might have emanated from the related sense 

these two could give when they were translated into Amharic. The item in the third column was 

included so as to see the quality of teacher/ student interaction,; therefore, the students were 

required to reflect the mediator's intention for providing them variety of reading activities. 

However, the majority of their reports reflected the contents of the passages. To alleviate the 

problems, the students were re-oriented about what kind of information they should include in 

their self-reflection reports. The problem observed in the self-reflection report served as a 

condition for changing  the Amharic translations in the students’ report form and for providing 

adequate orientation both for the mediator and the mediatee during the main research work. 

Besides, the problem areas in the students report form were improved for the main study. 
 

In spite of the problems stated above, however, the students' self-reflection reports, particularly 

those beginning from Lesson 2, served as informative and indicator of their reciprocity 

(receptivity), motivation, and change of conceptions and approaches to reading. The following 

excerpts (as translated) could illustrate this. 
 

P2: I learnt that I should use my previous knowledge to understand reading texts fully. 
 
P4: Before, I did not consider reading even as a lesson so I  had very low comprehension, but now I have   
     developed interest in reading.  
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P3: I used to read passages without understanding the message and attempted doing the exercises based on   
      them. Now, I read and understand. 
 
P1: We don't read only the writers' ideas, we need to evaluate what is written and see it against what we   
       have known. ....I was not happy when my teachers told me to learn in groups, but now I have   
       understood its importance. 
 
P5

 The pilot study, besides indicating the problems in the research instruments and  procedures, 

showed some preliminary findings. It indicated that  the students had experienced surface 

reading before teacher mediation. Teacher’s application of the mediation procedures could bring 

a significant change in the students’ conceptions and approaches to reading, and also improved 

: I used to read to answer questions at the end, but I have learnt that I also need to get information   
      beyond the text relating the message with my experience, with the information I get from other   
      subjects, etc. 
 
 
5.7. Summary 

  As the main purpose of conducting this pilot study was to try out the research instruments and 

procedures. I improved the procedures and the problem areas of those instruments in which 

problems were noticed. The problems noticed were in the pre-mediation and the while-mediation 

stages. One of the problems I noticed in the pre-mediation stage was the case of dropouts. I was 

aware that some students were dropouts after I had distributed the questionnaires and 

administered tests. So, I was not able to substitute for the dropouts. Therefore, I learnt that I 

should know about the dropouts before I administered the tests and the questionnaires during the 

main study. The other problem was that some subjects gave me two or more answers for few 

items in the questionnaires. I felt that this was because of inadequate orientation, and therefore, I 

planned to  give adequate orientation to the subjects during the main study. From the teachers' 

responses received, it was also identified that some of the interview questions were not clear to 

them, and the initial interview questions were, therefore, improved. The problems identified in 

few of the distracters of the test questions were also improved. 
 

 During the while-mediation stage, I noticed what the mediator and students self-reflected, 

especially during the first three hours, was not in line with what was required. Thus, I had to re-

orient the mediator and the students. There was no problem in the mediator’s self-reflection 

grids, but three of the translated points in the students' self-reflection form grids were noticed to 

be confounding and they were improved for the main study.   
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their performance of reading. The while-mediation and post-mediation results indicated that the 

mediation procedures would contribute to learners’ development and success in their academic 

career, and perseverance in their independent and lifelong reading because their motivation was 

made high. 
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                             CHAPTER VI 
MAIN STUDY: FINDINGS AND DISCUSSIONS 

 

6.1. Introduction 
   After trying out the instruments of investigation in the pilot study, I identified few  problems, 

amended them, and conducted the main study. I also amended some of the questions in the tests 

and a few of the activities I noticed as problems in the lessons.  

 

   As stated in 4.3, for the main study, 187 students, that is 25% of the total grade 9 students at 

Fasilo Secondary School, were randomly selected as subjects. Of these, 120 (64.17%) were 

males and 67 (35.83 %) females. Data were collected in the pre-mediation, while- mediation and 

post-mediation stages of the study. I employed quantitative and qualitative methods which 

consisted of questionnaires, interviews, tests, classroom observations, discussions and self-

reflection reports (See 4.5).  
 

 

Twelve students, that is, four students each from the top, average and low scorers, as 

representative samples from different ability groups, were selected as cases on the basis of their 

aggregate pre-mediation tests' results (See 4.5.1.3 and 6.3). All the four grade 9 English teachers 

in the school were also taken as samples, and one of them was selected and trained as a mediator 

to students’ conceptions and approaches to reading (See 4.3). The mediator taught the fourteen 

reading lessons whose activities were particularly designed to enhance students' deeper reading 

capacity along with extracting literal meanings. The findings of the main study are presented 

below. 

 
6.2. Findings and Analyses of the Questionnaires 

6.2.1.  Introduction 

 Questionnaires about teachers’ and students’ conceptions of reading, their perceived values of 

the mediation parameters and how often teachers applied them in reading classes (See 

Appendices B-2, B-3 and B-6) were distributed among 187 (25% of the total)) grade 9 students 

at Fasilo Secondary School and the four English language teachers who taught the same grade 
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level in the school. As stated in 4.6., the data obtained from teachers’ questionnaires were not 

statistically analyzed for the computation of the data drawn from a limited number of teachers 

might provide a misleading picture. So, the results were qualitatively analyzed and used as a 

corroborative evidence to the semi-structured interview results.  
 

The data drawn from the student questionnaires were analyzed using a paired sample t-test 

statistics of students' perception and teacher application of the mediation criteria in reading, and 

their tendency towards surface or deep reading. The Statistical Package for Social Science 

(SPSS) was employed for the analysis. The results indicated that grade 9 students at Fasilo 

Secondary School had a tendency towards surface approach to reading. These students believed 

that the 12 mediation tools were important to their reading development, but added that their 

teachers did not sufficiently apply them in their reading classes.  

 

The detailed account of the questionnaire results is discussed in the succeeding sections of this 

paper. 

 

6.2. 2.  Findings and Analyses of Teacher Questionnaires 

6.2.2.1. Findings and Analyses of Teacher Questionnaires about the Mediation   

            Tools 
Two types of questionnaires that required information about teachers' perceived values and 

practices of the mediation tools were distributed among the four grade 9 English teachers at 

Fasilo Secondary School. The first questionnaire collected teachers’ opinions on the values of the 

twelve parameters of mediation in teaching reading. The results seemed to reflect teachers’ 

general positive attitudes towards the values of all the parameters. I categorized the results 

equally into teachers' prominently valued, intermediate and least valued parameters. Thus, 

teachers gave  prominence to four of the items which were categorized under four mediation 

parameters  (Make a reference to Table 6.1). 
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 Table 6.1. Teachers' Prominently Valued Mediation Parameters in  
                        Teaching Reading. 

                                      

Item 
No. 

Item Equivalent 
mediation          
parameter 

Score 

(20) 

1 Making instructions clear when giving a 
reading task to learners 

Intentionality 20 

2 Telling learners why they are to do a 
particular reading activity 

Meaning/ 
Relevance 

20 

5 Teaching learners the strategies they need 
to read effectively 

Control of 
behavior 

20 

9 Helping learners to see that if they keep 
on trying to solve a reading problem, they 
will find a solution 

Positive thinking 19 

 

 From the twelve mediation parameters, the teachers gave high value for intentionality, 

meaning, control of own behavior, and a belief in positive outcome (positive thinking). As 

discussed in 4.4.4.1., among the highly valued parameters, intentionality and meaning were 

considered as universals (main conditions), while the rest were assumed to be employed 

conditionally based on the demand of the context. One of the universal parameters, 

transcendence, was rather found to be among the least valued parameters in the teaching of 

reading. This parameter is referred to as "going beyond the goals of interaction" (Feuerstein and 

Feuerstein, 1991:20). Teachers' offer of least value for transcendence may possibly imply that 

teachers largely helped their students to accomplish immediate reading goal of skill or 

acquisition. But to promote students' power of problem-solving, critical thinking, evaluating, 

and, in general, their capacity of "learning to learn" so that they can become lifelong learners 

and effective thinkers, it would be of paramount importance for teachers to give due attention 

to this parameter while teaching reading. The ability to transcend skill would help learners to 

adapt to new situations and change.   
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As stated in 3.4.2.4., studies were made on teachers’ perceived values of the mediation tools in 

language teaching. This study, however, focused particularly on reading. Although the past 

studies significantly differ from this study in focus, I have tried to compare the values English 

language teachers offered to Feuerstein’s mediation tools.  

 

Compared with other studies of teachers’ perceived values of the mediation tools in language 

teaching, the present findings indicated few disparities. Deligianni (2000) investigated teachers’ 

perceptions and applications of the mediation tools in a foreign language teaching in Greek. 

Her study indicated that, from the universal mediation tools, her subjects considered 

intentionality and reciprocity as the most important and frequently implemented tool, but had 

less perceived values to meaning (significance) and transcendence. The finding Deligianni 

came up with regarding the universal parameters, except for meaning (significance), matched 

with the findings in this study. The teachers in her and in this study considered intentionality 

and reciprocity as an essential tool, but both took transcendence as less significant. A disparity 

of results was observed in the parameter called significance(meaning), which the subjects in 

my study appreciated its importance in teaching reading, while the teachers (the subjects) in 

Deligianni's study regarded it as less important in language teaching.  

 

The other parameters, control of behavior, and positive thinking, which were considered by the 

teachers in this study as essential in teaching reading, were also perceived as valuable by 

Deligianni's respondents in language teaching. 
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Table 6.2.     Teachers'  Least Valued Mediation Parameters 
                      in Teaching Reading 

                    

Item 
No. 

Item Equivalent 
mediation          
parameter 

 

3 Explaining to learners how carrying out 
a reading activity will help them in the 
future 

Transcendence 14 

6 Teaching learners how to set own goals 
in reading 

Goal Setting 13 

10 Teaching learners to work co-
operatively 

Sharing 13 

7 Having learners set challenges for 
themselves and to meet those challenges 

Challenges 12 

 

As depicted in Table 6.2., the least valued mediation parameters were   transcendence, goal 

setting, sharing and challenges. These parameters, except for goal setting, were also valued as 

less important in Deligianni's study. Although these less valued parameters were indicated in 

her study, it was not clear whether they were the least as compared with the rest of the 

mediation parameters.  

 

A study made by  Michonska-asatdnik (no date) in Poland about teachers’ perceptions of the 

use of the  mediation features in language teaching revealed that significance, sense of 

competence and control of own behavior were the most important features, while challenge, 

shared intention and transcendence were not found to be essential. In another study carried 

out by Chin in Taiwan (in Williams and Burden,1997), teachers rated  shared intention, 

feelings of competence, control of behavior, sharing, individuality and a sense of belonging 

as particularly important. These teachers rated significance, transcendence and awareness of 

change as considerably less important. A summary of the finings in the different studies 

concerning teachers' high perceived values of the mediation tools is presented in Table 6.3. 

below. 
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   Table 6.3.   Different Findings of Teachers' High Perceived   

                                                  Values of  the  Mediation Tools 
 

No. Findings in this 
Research 

Deligianni's 
Findings 

Michonska-
asatdnik’s 
Findings 

Chin's Findings 

1 Intentionality Intentionality Significance 
(meaning) 

Shared intention, 
(intentionality and 
reciprocity) 

2 Meaning 
(relevance/significance) 

Control of behavior Sense (feelings) of 
competence 

Feelings of 
competence 

3 Control of behavior Awareness of 
change 

Control of behavior Control of behavior 

4 Positive thinking Positive thinking  Sharing 

    Individuality 

    A sense of belonging 

 

The causes for the differences in the perceived values of the teachers in different countries may 

be the influences of cultural and educational contexts. Teachers usually consider their style and 

experience of learning as the best teaching approach (Williams and Burden, 1997). As discussed 

in the second Chapter of this paper, recitation and memorization reigned as the principal mode of 

learning in the Ethiopian educational system and this might impact on the use of the interactive 

features in teachers’ approaches to the teaching of reading. Less value was offered to 

transcendence possibly because, as stated above, the focus of teaching was chiefly providing 

information about what was in the text; that is focusing on tackling the immediate problem of 

comprehension. This attitude can be changed if proper training is given (See 6. 4.1.2). 

 

     The results of the second questionnaire that asked teachers the extent of their application of the 

mediation parameters showed that teachers frequently mediated intentionality and reciprocity, 

meaning, control of own behavior, and awareness of change while they taught reading. A 

relative rarity of occurrence was revealed in their application of transcendence, challenge and 

goal setting. 
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      The findings of teacher questionnaire responses in the main study differed in many cases from 

the preliminary findings of the pilot study. This may be because of the individual differences in 

thoughts and instructional experiences among teachers. 

 

6.2.2.2. Findings and Analyses of the Questionnaire on Teachers’ Conceptions of   
                Reading 

Teachers' conceptions of reading could be drawn from their perceptions of effective classroom 

practices. Thus, the 4 teachers were asked to rate 16 items that could reflect their perceptions of 

reading using a five-point Lickert scale (See 4.5.1.1.). 
 

   Table 6.4: Teachers' Conceptions of Reading 

Item 
No. 

 

                                                         

                                                             Item 

 

Total 
Score 

1 I want my students to read to answer questions that are based on the passages 20 

3 I believe students must relate the ideas in the passage with their previous knowledge 
and with their life 

20 

14 I want my students to see if the facts supported the arguments in the passages they 
read 

20 

15 I want my students to make summary notes to use later 20 

13 When I teach reading, I want my students to note the author's main idea 19 

5 I want my students to question what they read 18 

12 Students must note down all the facts and figures they find in their readings 17 

10 I prefer to teach passages that give definite facts and information which can be 
learned easily 

16 

11 Readers must read an article straight through from start to finish 14  

8 While reading, it is advisable to examine the details carefully to see how they fit in 
with what's being said 

12 

9 Reading should be challenging so that readers can provide explanations which go 
beyond the messages in the passage 

10 

4 I want my students to find out exactly what the author means 8 

2 I want my students to memorize and recall the ideas in the passage 4 

6 Students should read that will help them pass examinations 4 

7 Readers must stop from time to time to reflect on what they are trying to learn from 
their readings 

4 

16 I want my students to read sentence by sentence, word by word so that they can 
understand all that is written 

4 
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The responses the teachers gave to the 16 items in the questionnaire were classified almost 

equally into the most preferred, the average, and the least preferred. As shown in Table 6.4., their 

most preferred reading activities constituted both deeper and surface ones; however, it seems that 

they favored the deeper activities slightly more. The teachers' interests of students' performance 

of the first five activities in the Table above indicated that their conceptions of reading tended 

toward deep reading. These teachers also favored the reading activities that inquired both surface 

and deep processing the least. As described in 3.2.4, teachers' actions designate their teaching 

philosophy; that is, their conceptions of teaching. 

 

The teachers' actual classroom actions, in contrast to what they claimed, however, revealed that 

their focus was on the information in the text rather than students' deeper understanding. (See 

6.6.1). The majority of the activities required students surface processing while reading. This 

result rersembled in most cases the preliminary findings in the pilot study (See 5.2.2.). 

 

6.2.3. Findings and Analyses of  Student Questionnaires 

6.2.3.1.  Findings and Analyses of Students’ Questionnaires about the Mediation   

             Tools 
The first questionnaire distributed among students had two parts, one of which collected 

information about their perceived values of the twelve features [parameters] of mediation in 

learning reading, and the other gathered information about the extent of teacher application of 

these parameters in reading classes. The results revealed that students valued the mediation 

parameters positively, but teachers’ application of these parameters in their reading classes was 

very low. The paired t-test statistics indicated a significant difference between student value 

perception and teacher application of the parameters in the reading classes as reported by the 

students. As indicated in Table 6.5. below, the paired sample statistics showed that the mean for 

students' value perception of the mediation parameters was 51. 02 (sd.5.14), while their 

evaluation of teachers' practice of the parameters in reading classes was computed to be 37.77   

(sd. 9.35). 
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    Table 6.5. Paired Sample Statistics of Student Value   
                            Perception and Teacher Application of the   
                            Mediation  Criteria  in Reading 
 

 Mean Number Sd. deviation 
Perception 51.0160 187 5.1373 
Practice        37.7701        187        9.3479 
 

   Table 6.6. Paired Samples t-test Differences of Student Value   
                     Perception and Teacher Application of the   
                     Mediation Parameters in Reading 
 

               Paired samples differences 
 

Perception-
Practice 

mean 
 
Sd. deviation 

 
df 

 
t-observed 

 
t-critical 

 
significance 

 
13.2469 

 
10.3702 

 
186 

 
17.47

 

 
1.96 

.
000 

    

The mean difference for the paired samples t-test was 13.25 (sd.10.37). The t-observed was 

17.47; and compared with the critical value of 1.96, it was significant at σ 0.05 level with the 

degree of freedom of 186 (See Table 6.6. above). This result indicated that teachers had limited 

practice of the mediation parameters in their reading classes despite the students' high perceived 

value for them. 

 

The results found in the main study were congruent with the findings in the pilot study; that is, in 

both studies students' perceived value of the mediation parameters exceeded their ratings of 

teachers' application of the parameters in reading classes. 

 

When we compared teachers' and students' perceived values of the parameters, it was observed 

that both parties generally had a positive attitude towards them. Maximum values, however, were 

given to intentionality and reciprocity, relevance, control of behavior, and positive thinking, 

and less value to challenges, transcendence and goal setting by the teachers. Maximum values 

were given to Intentionality, significance, control of behavior, and awareness of change by the 

students, and less values were given to a sense of belonging, sharing, challenge and a belief in 

positive outcomes. Regarding teachers' application of the parameters, both parties proved that 

they were not frequently employed in the reading classes. The results of teachers’ limited 
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application of the parameters were similarly expressed both in the pilot and the main studies (See 

5.2.3.2). 

       

6.2.3.2. Findings and Analyses of Students' Questionnaires about Their Conceptions   

             and Approaches to Reading 

A questionnaire of 16 items that required information about students' conceptions and 

approaches to reading was distributed among 187 (25% of the total) grade 9 students at Fasilo 

Secondary School. The items in the questionnaire were equally divisible, eight each, to deep and 

surface reading conceptions and approaches. That is, 8 items each reflected surface and deep 

approaches or quantitative and qualitative conceptions. The students' responses to the 

questionnaire indicated that the students had a tendency towards surface reading (See also 

5.2.3.1.). As the summary of the findings in Tables 6.7. and 6.8. indicate, the mean of the paired 

sample statistics for surface reading was 32.9572 (sd. 4.06), while it was 31.9893 (sd. 5.99) for 

the deep approach. The mean for the paired sample t-test differences between surface and deep 

approach to reading was .9679 (sd. 6.62) and was significant at σ 0.05 level with the degree of 

freedom of 186.  

 

           Table 6.7. Paired Sample Statistics of Surface and Deep Reading 
 

Approaches 
to Redaing 

 
Mean 

 
Number 

 
Sd. deviation 

Surface 32.9572 187 4.0638 
Deep 31.9893 187 5.9982 

 

 

  Table 6.8. Paired Samples t-test Differences of Surface and Deep   
                                    Reading 
 

Approaches 
to Reading 

                                                 
                                    Paired differences 

Surface-Deep Mean Sd. deviation df t-observed t-critical significance 
.9679 6.6153  186 2.001 1.96 .047 

     p >.05 
 

The t-value was computed to be 2.001, and this was greater than the t-critical value (Table value) 

of 1.96. This difference whereby the observed t-value exceeded the t-critical value depicted that 

there was a significant difference between students' tendency towards the surface and deep 
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reading approaches. As described above, the subjects in this study had the propensity to surface 

reading approach. 

 

As described in 3.2.2., such readers had the propensity to complete task requirements and 

therefore memorized information needed for assessments. They treated reading tasks as an 

external imposition and hardly read critically and reflected purpose. Their focus was to get 

information on the page with an atomistic approach. They lacked the skill of integrating ideas 

within the reading texts, with their experiences and the environment they live in which could 

have made the tasks personally relevant to them.  

 

Unless students read for meaning, interacted with content vigorously, related concepts to 

everyday experience and to their previous knowledge, saw contents critically and evaluated them 

logically, they would be passive recipients of information and would lack intrinsic motivation. 

As a result, it would be likely that they lack perceived value of reading and become unmotivated 

and defensive (Doyon, 2003).  

 

Although surface approach to reading could be important to gain specific information from 

reading texts, it is only part of the whole: readers need to have a deep understanding of someone 

else's ideas. They would need to be able to accept or reject assertions and conclusions of writers 

as critical readers. Their critical reading capability would lead them to critically think, solve 

problems, and become creative so that they could satisfy the demands of the current educational 

policy of the country (See 1.1).  

 

Athough it is not the only factor, the success of the student depends most of all on the quality of 

the teacher (Entwistle, 2000; Mclean, 2001). In other words, teachers can play a crucial role in 

helping students develop their critical reading capacity. Teachers' theoretical conceptions as well 

as teaching practices of reading have an influence on the students' approach to reading. Thus, the 

investigation on teachers' conceptions and teaching practices in the teaching of reading is 

reported in 6.2.2.2. As the findings indicated, the teachers in this study claimed that they would 

give balanced surface (literal) and deeper (inferential, critical, evaluative, etc.) reading activities 

with some disparities. But teachers' claims were not actually practiced in their reading classes 
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(See 6. 6.1). This may be because, as Williams and Burden (1997:53), citing Argyris and Schön 

contended, “there is almost always a descrepency between professionals’ …espoused beliefs and 

… their theories in action” . 

 

6.3. Findings and Analyses of Students' Test Scores 

Three consecutive pre-mediation tests that differed in content, number of items and style were 

given for the 187 subjects within one week time interval between them. The tests were given for 

three different purposes. Firstly, they served as a means of selecting the 12 cases from the high, 

average and low scorers. Secondly, they were used as complementary instruments to the 

questionnaires to know whether the students had the tendency or the capacity to respond to deep 

or surface questions in reading passages. Thirdly, the tests were used to see, compared with the 

post-mediation results, whether or not the students made improvements in their reading on 

account of teacher mediation. 

 

The results of the subjects in the three pre-mediation tests were in general very low. The mean 

score was 38. In order to see which of the question types (that is those that require deep or 

surface level processing) they responded more, their correct and wrong answers were tallied and 

a paired sample t-test was computed by using the Statistical Package for the Social Sciences 

(SPSS). The paired samples statistics SPSS computation indicated that the mean for students' 

correct answers to surface-type questions was 13.4225 (sd. 4.0478), while that of deep-type 

questions was 11.6069 (sd. 3.8244). The result showed a significant difference between the 

students' capacity in answering surface-type and deep-type questions at σ  0.05 level. That is, the 

result showed that the students were able to respond more to surface-type questions than deeper 

ones. This result, however, was changed because of teacher mediation (See Table 6.12) 

 

The results of the post-mediation tests of the students involved in the case study showed a 

statistically significant difference with their pre-mediation results. The students were drawn from 

different ability groups (See 4. 3), and all of them got by far better results in the post-mediation 

tests than their scores in the pre-mediation tests (See 5.3. for the similarity in findings in the pilot 

study). Both their raw scores in the tests given in the two stages and the paired samples t-test 

statistics as computed using SPSS are presented in tables 6.9 to 6.12. below. 
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Table 6.9.: Students' Scores in the Pre-mediation and Post-mediation Tests. 
  

Students Pre-mediation 
tests scores (%) 

Post-mediation 
tests scores (%) 

M 73  1 81 
M 72  2 82  
M 68  3 75  
M 67  4 79  
M 38 5 74 
M 38 6 78  
M 38 7 50  
M 38 8 56  
M 20  9 41  
M 19 10 33  
M 18 11 45  
M 17  12 30  

 
 Table 6.10. Paired Sample Statistics of Students' Pre-mediation and 
                     Post-mediation Results 
 

 Mean Number Std. deviation 
Pre-mediation 42.1667 12 22.2377 
Post-mediation 60.3333 12 19.9104 

 
 

                         Table 6.11.: Paired Samples T-test Result of Students' Scores in   
                                              the Pre-mediation and Post- mediation Tests. 
 
 
Variables 

 
Mean 

 
Std. deviation 

 
t-observed 

 
t-critical 

 
df. 

Significance 
(two-tailed) 

Pre-mediation-
post-mediation 

 
-18.1667 

 
10.8530 

 
-5.798 

 
1.796 

 
11 

 
.000 

     
 

As indicated in 4.3, from the 187 student samples taken for the questionnaires and the pre-

mediation tests, 12 students were selected for the case study based on their test results. Four 

students each from the high, average and low scorers were selected.  

 

These students in general scored less, the average being 42%. However, their results were 

changed after teacher mediation and increased to 60% (See Table 6.9).  The students' pre-

mediation and post-mediation scores were compared to see the significance in the difference of 

the scores by employing a paired samples t-test. As designated in Table 6.10, the mean values for 
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the pre-mediation and post-mediation scores were 42.17 (sd. 22.24) and 60.33 (sd. 19.91) 

respectively. The mean for the paired pre-mediation and post-mediation scores was -18.17 (sd. 

10.85). The computed t-value (-5.798) was greater than the critical value (1.796), and, thus, the 

difference between the students' pre-mediation and post-mediation test scores was significant at 

σ  0.05 with the degree of freedom of 11. 

 

From the statistical results it may be possible to conclude that teacher mediation has helped the 

students to perform better. The students can be assumed to have been motivated to read and 

understand reading materials. It can also be assumed that the students were mediated to perform 

deeper reading tasks. As indicated in Table 6.12 below, the students were able to correctly 

perform deeper reading questions in the tests as they could do surface types (See also 6.4.1.2., 

6.4.2.2., 6.5.2., and 6.6.2.). This result indicated students’ improvement in reading performance 

when compared with their responses of the pre-mediation tests. 

 

   Table 6.12.: paired samples t-test of Students' Responses to   
                                                   Surface and Deep Questions. 
 

 
Variables 

 
Mean 

 
Sd. deviation 

 
t-observed 

 
t-critical 

 
df. 

Significance 
(two-tailed) 

Surface-Deep -1.9167 5.5014 -1.207 1.796 11 .253 
     
 

The mean for the paired samples of the students’ responses to surface and deeper reading 

questions in the post-mediation tests was computed to be -1.92 (sd. 5. 50). The t-observed was -

1.21 while the t-critical was 1.80. And the difference was not significant at σ 0.05 with the 

degree of freedom of 11. This means that the students in this study were able to respond surface-

type and deep-type reading questions in the post-mediation tests almost equally. 

 

When this result is compared with the general reading capacity of the subjects as observed in the 

pre-mediation tests, we may conclude that teacher mediation has played a significant role in the 

change of students' reading performance which possibly has resulted from their motivation, 

conceptions and approaches to reading.  
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Other than the pre-mediation and post-mediation tests, tests were also given once a month while 

the mediation process was taking place. The tests served as feedback to assist the mediation 

process. 

 

6.4. Findings and Analyses of the Interview   

6.4.1. Findings and Analyses of Teacher Interview  

6.4.1.1. Findings and Analyses of  Teacher Pre-mediation Interview  

The teacher interview constituted semi-structured questions that inquired about their conceptions 

of reading, the qualities of effective readers (reading), if they liked teaching reading, if they 

practiced teaching reading, and how they mediated to their students' reading (See Appendix C-1). 

The interview was conducted in Amharic for they chose it that way. The responses they offered 

slightly differed among them. Only two teachers were interviewed because two of the teachers 

had gone to a neighbouring town for training. In fact, one of them was the mediator. 

 

For the question "What is reading to you?", T1 and T2  responded as: 

  T1: ”vw e”M eK›”É ’Ñ` Ó”³u? KTÓ–ƒ ŸJ’   
              T‚]ÁM Hdw S¬cÉ' ›SK"Ÿƒ S¬cÉ u²=I   
              ’¬ �’@ ¾T¾¬ U”vw”:: 
 

        Reading is getting information from materials and   
                  understanding others' views. 
 

  T2

The two teachers differed in their conceptions of what reading was in some way and resembled 

in some other. They differed in their understanding of the purpose of reading. T

: ”vw TKƒ grammar function ¨ÃU vocabulary   
introduce KTÉ[Ó interesting ¾J’ passage }S`Ù 
ÃS×“ Á”” ›”wu¬ Ÿ²=Á ¬eØ information �¾KkS< 
understand ¾T>ÁÅ`Ñ<uƒ  grammatical function introduce 
¾T>ÁÅ`Ñ<uƒ ^c<” ¾‰K skill ’¬ wÂ ’¬ ¾Teu¬:: 

 

   Reading is a skill that serves to introduce new        
                           grammatical functions and vocabulary. Interesting   
                           passages, which students can understand and get   
                           information from, will be  selected.  
 

1 assumed the 

purpose of reading to be understanding the writer's views. This kind of conception would make 

the reader tend to surface-type of reading, leaving little or no room for deep-type of reading 

(Mclean, 2001). Since conceptions are the driving forces for teachers' classroom practice 
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(Brindly, 1991), this teacher is likely to emphasize surface-type reading in his reading classes. 

Similarly, T2 perceived reading as understanding textual information. And this teacher, as T1, 

would tend to focus on teaching textual information (surface-type reading). What was peculiar in 

T2 was that he associated the purpose of reading with the teaching of grammatical functions (I 

understand it as grammar point) and vocabulary. This view is not uncommon among many 

teachers that they use reading as a means of teaching grammar points and vocabulary. It is true 

that both the grammar and the vocabulary can be drawn from reading passages, and one can 

benefit a lot for he finds these skills in context. The problem in T2, however, might be his 

relegation of reading texts to merely teaching grammar points and vocabulary. 

 

 After I had described them the different views of people concerning reading, T1, contrary to his 

conception of reading described above, claimed that his students would evaluate the ideas in 

reading passages comparing them with their previous knowledge. T2 also said his foci varied on 

the basis of the reading purposes. The teachers’ views were changed presumably because they 

had related their responses with the literature they had been introduced with while in training in 

colleges or universities.  

 

 Both teachers claimed that they liked teaching reading. T1 liked teaching reading because it 

would help his students widen their perspectives and learn about various social values. Reading 

texts are written based on different social affairs, so he believed that his students would benefit 

from them. 

 

 For the question whether they taught reading or not, their responses were almost similar. In spite 

of perceiving reading as understanding the views of writers and as a means of learning grammar 

and vocabulary, the teachers informed me that they were not actually teaching reading 

effectively. T1, for example, responded as: 

  T1:  ›”É ‹Ó` ›K:: ¾}T]¬” Ó”³u? e”SKŸƒ w²<¬” Ñ>²?   
                        Ÿ�‹  ›S×Ö< ¾reading  skill  vI`Ã  u×U  ›Çwa   
   ÁMS× eKJ’ ›G<” ÁM“†¬” ’Ña‹ G<K< KS}Óu`... 

ƒ”i  S”ðc<” ŸS”Ñ` vhÑ` }S<ªM„ Ãc×M TKƒ   
            Áe†Ó^M:: 
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The students did not have a good background in reading at lower levels. 
So, it has been very difficult to implement the principles of effective 
reading in our classes. 
 

Here T1, a veteran English teacher, ascribed the difficulty of teaching reading to the students' 

background in reading. For him, he did not have the courage to claim he actually taught reading. 

   

  T2: u²=I ¯Sƒ ICT introduced eKJ’ there is no way to escape   
U”U  ¾U�Mõuƒ U¡”ÁƒU ›Ã•`U:: Ÿ›G<” uòƒ 
ÃÅ[ÒM ¾}vK¬U ¾T>SeK˜ traditional way of teaching reading 
skill ›K:: ›e}T]¬ qV Á’wL†ªM:: ŸSêNõ �Ø[ƒU 
K=J” Ã‹LM:: ›”É Ñ>²? G<Kƒ Ñ>²? Á’wL†ªM::�”Å listening 
skill ÓÈ� ÃJ“M:: �’c<U LÃ[Æƒ Ã‹LK<:: ƒUI`~U 
tiresome ÃJ“M:: 
 
This year because we use the ICT, we are obliged to teach reading. 
Previously, however, I think, reading was not taught effectively 
because teachers followed the traditional way of teaching on one hand, 
and there was dearth of books on the other. The reading lesson 
resembled a listening lesson for the students learnt reading by listening 
to what the teacher read. This was demotivating and tiresome. 

 
T2, as a novice teacher, was only able to inform me, but based on his learning experience, about 

the causes of students' disengagement in reading. As he said, teachers mostly adhered to the 

traditional way of teaching reading which emphasized teachers' loud reading followed by 

students' doing exercises. Practically, the reading lesson was undistinguishable from a listening 

lesson. Teachers opted loud reading because students had dearth of textbooks. Currently, 

however, students are obliged to learn reading in the plasma program, a centralized program 

which presents lessons throughout the country in a similar way. 

 

Both teachers informed me that they used pre-reading, while-reading, and post-reading stages. 

T2 clearly said that he used to do this in response to his orientation in college. In order to help his 

students become efficient readers, he recommended them books to read. Besides, he usually 

showed them techniques for how to read effectively. He had an intention of bringing interesting 

stories to class for motivating them, but his attempts were futile due to time constraint. T1 

claimed that he would instruct them how to read and that he would follow up, at least with some 

students. 
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Concerning their mediation to their students' reading, T1 and T2 differed in their responses. 

While T1 said he mediated intentionality and reciprocity, meaning, and transcendence, T2  

I assumed reading to be getting information directly from the 
text. Throughout my life, as a student and as a teacher, I thought 
reading to be merely getting information from the text. But now, 
when I applied the mediation theory, I learned that I should relate 

confessed that he did not. The findings of the interview, however, were not reflected in pre-

mediation classroom observations (See 6.6). 

 

6.4.1.2. Findings and Analyses of Teacher post-mediation Interview  

The post-mediation interview was conducted only with the mediator for others did not involve in 

the while-mediation activities. The mediator was asked about his conceptions of reading before 

and after his involvement in mediation activities, the difference between his past and present 

experiences of teaching reading, and his evaluation of whether or not the mediation parameters 

were important to enhance students' participation and reading development. Besides, he was also 

asked whether the subjects developed their thinking capacity; that is, their capacity of evaluation, 

synthesis, analysis, problem-solving and summary of reading materials (See Appendix C- 4 ). 

 

The responses the teacher gave to these questions indicated that the mediation parameters were 

successful in changing his and the students' conceptions and approaches to reading. The mediator 

said throughout his experiences, as a student and as a teacher, he perceived reading to be a 

reliable source where he could get knowledge. In contrast, his application of the mediation 

parameters in teaching reading endowed him with the skill of relating what was written with the 

real world.  

 Interviewer: pÉS-T@Ç=Âi”“ É�[-T@Ç=Âi” K›”} ”vw TKƒ    
                   U” TKƒ ’¬; 
 
   What is reading ? Can you tell me about your conception about   
                                    reading before and after mediation?  
 

Interviewee:    Reading ›”É ›Ÿvu= ukØ� Ÿ²=Á ŸêG<ñ ›”É ’Ñ`                      
     (The Mediator) ¾T>ÁÑ˜uƒ ’¬:: ... ›w³—¬” Ñ>²?  

through out my life   �’@ uƒUI`ƒ u?ƒ J’ ›e}T] J– 
ukØ� Ÿ²=Á  ŸêG<ñ ›”É lU ’Ñ` SÑw¾ƒ �”ÅJ’ 
›É`Ñ@ ’u` ¾UÑUተ¬:: u²=I uT@Ç=Âi” ÁÑ–G<ƒ ’Ñ` Ó” 
ŸêG<ñ ¨× wKA Tcw Ÿreal world Ò` �ÁÑ“²u<.... 
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the information in the passage with real life situations; i.e. going 
beyond the information in the text.  

 

He also said that he realized that his various experiences were vital for understanding reading texts 

deeply. Regarding his past and present experiences of teaching reading, the mediator responded 

that he used to teach reading in three stages: pre-reading, while-reading and post-reading stages. 

Previously, the students used to accomplish pre-reading, while-reading and post-reading tasks 

mainly focusing on getting right answers from reading texts. In other words, the students were 

required to discover meaning(s) in print. He said that his practice of the mediation parameters, 

however, brought changes in the students’ conceptions and approaches to reading. He said: 

   ... u›Ç=c< methodology Ÿ�’@ Ò` uq¿uƒ Ñ>²? Ó” Á” 
               ¾’u^†¬” ›SKŸŸƒ G<K< ¾×K< ÃSeK—M:: 
 
    I think the students changed their conceptions of reading 
     because of the mediation acts. 
 
In addition to depending on the discovery of meaning(s) in print and considering what was written 

as always true, they also had developed dependency on their teachers. This was changed in the 

process of mediation and the students learnt constructing deep, personal meanings from the 

reading passages (See also 6.4.2.2). As Perry, cited in Mclean (2001:400), said the highest 

developmental stage in the process of progression is “the commitment to a personal interpretation 

based on the relevant evidence.” Although it may be difficult to say that the mediatee reached the 

highest developmental stage, it may be possible to argue that there were signs of progress toward 

personal interpretation of the views they got from reading texts. 

 

During the application of the mediation parameters, the mediator claimed that he encouraged his 

students to actively engage in reading by relating the information in the passage with their 

environment and their past experience. This was observed during the while mediation acts (See 

6.6.2.). They also evaluated the information in the passage against their previous knowledge and 

experience. Therefore, the basic difference between the mediator’s teaching practices before and 

after mediation rested on limiting the students to bottom-up, discovery of textual meaning and 

going beyond the text so as to interpret the information in light of their experiences. In other 

words, the difference lied on students’ surface processing and deep processing of the information 

in the passage.  
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Concerning the students’ reading development and thinking capacity, the mediator responded that 

he observed that the majority of his students improved their reading approaches and capacity. In 

spite of each individual’s development, the gap between the students was narrowed considerably. 

A comparison of the pre-mediation and post-mediation tests could prove both the  students’ 

reading development and narrowed difference among them (See 6. 6. 2. 2). 

 

6.4.2. Findings and Analyses of Students' Interview  

The 12 cases were interviewed about their conceptions and approaches to reading before and after 

teacher mediation. Before teacher mediation, they were mainly interviewed about their conceptions 

of reading, their practice of reading, and how they learnt reading; while in the post-mediation 

interview, they were mainly asked to explain the changes they gained through the teacher’s 

application of the mediation procedures (See Appendices C2 and C-3). 

 

6.4.2.1.  Findings and Analyses of  Students' Pre-mediation Interview 

The pre-mediation interview was semi-structured and it mainly aimed at finding out the subjects’ 

reading experience, about their conceptions and approaches, and the help they gained from 

teachers for their reading development (See Appendix C-2). The interview results revealed that 

many of the subjects had limited experiences of reading materials written in English. They read 

reading passages only in reading classes, dictionaries for word meanings and grammar books. 

This was because the students studied other academic subjects in Amharic at the primary level. 

All the interviewees responded that they liked reading but their practice was largely limited. 

Only one of them, M2, said he read sports newspapers particularly those that dealt with football 

in his free time. Others read only the reading passages in the textbook, dictionaries and grammar 

books. They did not read story books and others in English because they had lingustic problems 

(M7), they did not get materials easily (M9), there were no libraries where they could get story 

books in English (M9) in the primary schools, and they had the opportunity to read in English 

only in English classes (M1

The students' reading, except for two of them, aimed at answering comprehension questions. For 

M

).  

 

6, for example, reading was understanding the text to answer questions based on it. The level of 

understanding he assumed, however, was not clear. But, it can be assumed that it referred to the 
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given textual (literal) information as far as the students’ focus is to respond to post-reading 

questions correctly (O'Neil, 1995; Fells 2001; and Brown et al, 2001).                       

     
  Interviewer:  K›”} ”vw TKƒ U” TKƒ ’¬; 

           M6:       ”vw TKƒ ›”wx S[Çƒ“ ¾T>Ö¾l   
                                                      ØÁo­‹”  SSKe TKƒ ’¬:: 
 
      Interviewer:  What is reading? 
                   M6:  Reading is understanding the text and answering the   
                                           questions that follow it. 
 

Other students, too, had a similar conception of reading: their reading focused on recalling 

information in the text for the purpose of answering questions. In a conventional type of reading 

activity, we usually find a text followed by comprehension questions (Ur, 1996). The subjects in 

this study seemed that they involved in a conventional type of reading activity; that is, they read 

materials to satisfy the mere requirements of answering comprehension questions. Besides, they 

also perceived reading to be a piece of writing that adds knowledge to them (M8), and that they 

had to recall (M1).  M7 and M12

The ways students learned reading might be influenced by teachers' approaches (styles) to 

teaching reading; that is, the academic tasks, their experiences of teaching and assessment 

(Mclean, 2001). Some teachers wanted students to read passages and to do exercises at home. 

So, when they came to class, the students passively heard the teachers explain the passages using 

either meta-language or translating them into Amharic. Other teachers read the passages aloud 

and either meta-explained or translated the passages paragraph by paragraph until they were sure 

the students understood them. In this type of teaching reading, students would not read 

independently; therefore, they would be expectants of correct answers or approvals of their 

“home-done” answers from their teachers. This approach to teaching/ learning reading might 

develop dependency among students and lead them to grasp only the surface meanings of the 

texts they were reading. Many of the student interviewees in this study revealed that the English 

teachers at Fasilo Secondary School had this type of teaching reading behavior. For example, the 

, however, had different conceptions and approaches. These two 

students claimed that they read deeply, aimed at getting the main ideas of reading passages, and 

associated textual information with their experiences, the environment and their own lives while 

reading.  That is, while reading, these two students thought far beyond textual information. 
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following teaching behaviors were reported by the students when they were asked about what 

kind of help teachers offered them while learning to read. 

 

a) We read the passage silently first, and then the teacher read us aloud (M2

b) We read the passage first, and then the teacher meta-explained paragraph by 

paragraph and finally translated it into Amharic (M

). 

8

c) The teacher told us the main idea of the passage (in Amharic) and then 

answers for the questions (M

). 

6

d) We first learn words before going through the reading passage (M

). 

10

e) First the teacher orders us to read. Then he tells us the meaning. Sometimes, 

he tells us to read at home. If we face difficult words, we wait for the teacher 

to translate them (M

).  

1

 

All these reports revealed that teachers helped their students to understand the reading texts 

mainly through explanation and translation. Based on these findings, it may be possible to 

conclude that teachers did not employ Feuerstein’s mediation parameters while teaching reading.   

 

6.4.2.2. Findings and Analyses of  Students' Post-mediation Interview  

The post-mediation interview sought information about the benefits the subjects gained from the 

mediation procedures as related to their development in reading interest, capacity, and change of 

conceptions and approaches to reading (See Appendix C-4). Similar to the pre-mediation 

interview questions, the post-mediation interview  questions were also semi-structured and 

various questions were posed based on the responses each subject had offered. The interview 

responses indicated that the students liked the teacher mediation procedures and asserted that the 

procedures either ignited or increased their reading interest. Many of them expressed their 

present attitude towards reading (and interest) compared with their past experiences. As 

examples, what students M

). 

10, M4, M2 said are presented below. 

  M10:   Éa �”ÓK=´— T”uw eKTM‹M KT”uw ðnÉ   
     ›M’u[˜U:: 
 
          I did not have the ability to read materials written in English, 

                                   as a result I did not have the interest to read. 
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Previously, M10 lacked capacity in reading and had also an entrenched negative feeling of 

competence and had self-defeating conception. As a result, he was not willing to read. From his 

response, we can imply that he changed his reading ability and interest now. M4 expressed that 

the purpose of his reading in the past was merely to pass examinations. He did not value reading 

beyond this purpose. But after the teacher mediation program, he said he perceived value in 

reading, and thus developed an interest in it. 

 

     M4:  Ÿ³_ uòƒ U”vw e“’w K°K~ Kð}“ ’u` ¾U“’u¬::   
                         ƒŸ<[ƒ ¾U“Å`Óuƒ ›M’u[U:: ›G<” Ó” ƒŸ<[ƒ cØ}”   
             uØMkƒ �”É”[Ç ›É`Ô“M:: uŸõ}— Å[Í ¾T”uw   
             õLÔ‚ �ÁÅÑ SØ…M:: 
 

   I used to read only to pass examinations. I did not have   
                         attention to read. Now, my reading interest is increasing   
                         from time to  time. 
 

M2:    ¾T”uw õLÔ‚ u×U Ÿõ}— Å[Í �”Ç=Å`e ›É`Ô�M::  
  Éa ¾U“’u¬ K}¨c’ Ñ>²? J• ð}“ KTKõ w‰ ’u`::   
  ›G<” Ó” T”—¬”U U”vw ›”wu”  ¾�— ›"vu=e U”    
  ÃSeLM; ŸQÃ­‚ Ò`e U” l`˜ƒ  ›K¬; ¾T>K¬”  
  SMe K=ÁÑ˜ eKT>‹M uT”—¬U Ñ>²?   �“’vK”:: 
 
It (Mediation) has boosted up my reading interest. I used to read only for a 
short period just to prepare myself for examination. But now I read and 
relate the information I get from my reading with the environment and my 
personal life. So, now I am motivated to read. 

  
M2 also thought that his reading interest was boosted up because of teacher mediation. He used to 

read only for a short time merely to pass examinations. After teacher mediation, he claimed that he 

made a conceptual change.   

 

The students’ responses indicated that their interest in reading was changed as a result of teacher 

mediation and his use of “refutational reading texts” (in this case, conceptual change reading texts 

that embrace deep reading activities)[ Ebenezer and Gaskell, 1991]. Here,  it can be assumed that 

the mediator effectively helped the students to adapt a new reading approach and develop interest. 

In short, the students’ responses indicated that teacher mediation procedures could affect a positive 

change in the students’ previous reading behavior and interest. 
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Previously, students considered reading a hard feat and developed a self- defeating conception 

about it, and lacked engagement. The mediator challenged students’ self-defeating conceptions 

through the mediation parameters in order to shift possible negative conceptions into positive ones; 

that is, he enhanced their perception of value of reading. If teachers sought deep reading 

engagement from students, they would need to enhance their students’ conceptions of value in 

reading (Doyon, 2002). The mediator’s enhancment of the students’ value perception was high, 

and it could revert students’ disengagement from reading and “it-can’t-be-helped” mentality. 

Williams and Burden (1997: 125) emphasized students’ value perception as: 

 

The greater the value that individuals attach to the accomplishment 
of or involvement in an activity, the more highly motivated they will 
be both to engage in it initially, and later to put sustained effort into 
succeeding in the activity. 

 
The major way of instilling value in reading among students is explicitly putting one’s intentions, 

and the intentions must be reciprocated by the students (See 4. 4). If students do not readily 

reciprocate what the teacher has intended, they may resist. And in effect, the students may not be 

engaged in reading via their own volition. They rather develop distaste for learning to read and 

reading to learn. The change of students’ conceptions from undermining their capacity to a feeling 

of competence and from disengagement to involvement as well as from focusing on surface 

reading to deep reading might result from the willingness to carry out the reading tasks (Williams 

and Burden, 1997). The post-mediation interview indicated that the subjects developed the 

willingness to read. This was because the mediator prompted the students to participate actively 

and enthusiastically while they were engaged in reading. 

 

The dispel of the students’ previous conceptions could also develop their reading capacity. 

Students M4, and M1, for example said: 

   M4:       Ÿ›G<” uòƒ d’w LÃ L¿” ¾T”uw MUÉ ’¬ ¾’u[˜::   
                                U” ÁIM }Ñ”´u?ÁKG< ¾T>M Hdw ›M’u[˜U::›G<” Ó”   
                ÖKp ›É`Ñ@ �”Ç¬p [É„—M:: 
 

  Previously, I was reading only to get information on the page.   
    I did not see to what extent I understood the passage. But   
    now, the mediation procedure has helped me to understand   
    reading texts deeply. 
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                M1:      Éa ”vw ¾T>SeK˜ �‹ ÁK< ØÁo­‹” KSSKe   
w‰ ’u` ¾T>SeK˜:: ›G<” Ó” ¾U”vu<” Pdw }[É}” 
ØÁo­‹” KSSKe �”ÅJ’“ ÅÓVU u²=I LÃ uU”vu< LÃ 
’u` depend ¾TÅ`Ñ¬:: U¡”Á~U ŸU”vu< ¬eØ eI}ƒ 
Ã•^M ›MMU:: ›G<” Ó” êOñ” ¾SÑUÑU vI`Ã ›K:: 
KUdK? çNò¬ �”Èƒ ›É`Ô êOñ” �”Çk“Ë¬'�”Èƒ 
�”Çcu' SÅUÅT>Á¬” �”Èƒ �”Åéð'U” SM°¡ƒ 
K=Áe}LMõ �”ÅðKÑ �”Ç=G<U ÅÓV uU”vu< `°e w‰ 
`°c<” �”Èƒ ›É`Ô �”Åc¾S �“ K?KA‹”U ›Ñ“´vKG<:: 

 
Previously, I conceived that we read for the purpose of answering 
questions based on the passage. But now we answer comprehension 
questions after we have understood the idea. I depended totally on 
the information on the page. I thought all that written was absolute. 
But now, I evaluate how the writer united the parts, what he thought, 
how he concluded, how he was consistent and others. 

 
Here M4 said that he improved his reading capacity from merely focusing on textual information 

to deep understanding.  M1

The mediator's self-reflection reports regarding the reading activities indicated that the activities 

required students to find out the main ideas of the passages and the paragraphs in the passages, to 

predict what would come next (and this was asked after each paragraph), and to discuss how 

each paragraph in the passages was related and how the main idea was supported by the details. 

 also claimed that he changed his conception of reading from utter 

acceptance of written materials to evaluating them. So, the students’ post-mediation interview 

results generally indicated the effectiveness of teacher mediation to the change of their 

conceptions and approaches to reading. This is also confirmed in the students’ (See 6.5.1)  and 

the mediator’s self-reflection reports (See 6.5.2) and the mediator’s post-mediation interviews 

(See 6.4.1.2). The finding in the while-mediation classroom observation was also in consonance 

with this finding (See 6.6.2). 

 

6.5. Self-reflection Reports 

6.5.1. Analyses of Teacher’s (Mediator’s) Self-reflection Reports 

The teacher self-reflection form sought information about what reading and mediation activities 

the mediator used, his reasons for using the activities, students' receptivity of the reading as well 

as the mediation activities, and any mediator-observed problems while dealing with the reading 

and the mediation activities (See Appendix F-1). 
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These activities were meant to scaffold the students' understanding of the organization as well as 

the flow of thought in the passage. This could help the students to see the relationships among 

the paragraphs in the passage, and it could also lead them to evaluate the interconnections in 

structure and meaning among the paragraphs in the passage. 
 

The report also indicated that the students, based on the preview illustrations given in each 

reading lesson, were required to develop their own questions which they assumed would be 

answered in the passage. In addition, it indicated that the students were also required to forward 

opinions and to write their own conclusions for the passage. These activities were important for 

the students to engage themselves in the reading fully, to bring their own experiences to the 

reading, and to evaluate their reading in light of their experiences. Such an activity might also 

help students to get new information from the passages. 

 

The students were also asked to agree or disagree with what was told in the passage. The 

mediator asked the students to answer some questions from their experiences and based on the 

information in the passage. Besides, they were told to do the activities individually first and to 

discuss their answers in groups. 
 

The mediator inquired students to answer pre-reading, while-reading and post-reading questions. 

He also wanted them to solve problems through discussion. In addition, he wanted the students 

to get information from circle graphs and organizational charts, to practice by putting 

information in graphs and charts, and to make their own generalizations. 

 

Generally, the teacher self-reflection reports of the reading activities showed that the teacher 

used the activities for both surface and deep reading. It seems that he focused more on the 

students' deep understanding for he intended to promote more deep-type learning rather than the 

predominant surface-type. 

 

The mediator’s self-reflection reports also indicated that he used different mediation parameters 

to engage students in deeper reading. He usually employed intentionality and reciprocity. In 

nearly all the reading lessons, he made the instructions, activities and procedures clear to the 

students.  He also made clear that the activities would be helpful in other times in their lives. In 



 144 

other lessons, he said he encouraged the students to work co-operatively and made them think as 

different beings so that their ideas could be contributory to the groups they worked with. While 

the students had group activities, the teacher observed how they discussed and helped them when 

needed. These activities could be equated with mediations of transcendence, individuation and 

differentiation, and shared ideas respectively (Feuerstein and Feuerstein, 1991; Williams and 

Burden, 1994; and Williams and Burden, 1997). The students were also advised to become 

independent thinkers, and the advice could be related to mediations of individuation and 

differentiation, transcendence, meaning, a feeling of self-competence (the students would 

develop a positive self-image if they felt that they could think independently), and positive 

thinking (they would develop confidence and thus engage in tasks and take risks). If the students 

are independent thinkers, they may value their thoughts, become meaningful and  utilize them in 

future. When they value their thoughts, they may have a feeling of competence and may 

positively think that they can be successful. 

 

The teacher mediated the students' reading approach by instructing them to bring their personal 

knowledge to the reading text. For example, while teaching the passage Ghandi, the teacher 

asked the students to compare the duties of Ghandi with anyone's duties they knew. When the 

students read circle graphs and organizational charts, he encouraged them to relate the graphs 

with what they learnt in Mathematics and Geography lessons. These mediation acts (mediation 

of transcendence) might assist students to deeply understand their readings. The mediator 

sometimes used question-and-answer technique to help the students reach the desired goal. 

 

The teacher's self-reflection report regarding his employment of the mediation parameters 

indicated that he applied many of them. And his application aimed at sensitizing, training, and 

helping the students to become deeper and independent readers. His report did not indicate 

whether he applied some of the mediation parameters such as mediation of individuals as 

changing entity. 

 

   As stated above, the teacher's self-reflection grid also constituted his reasons for using       

   the reading and mediation activities. He reported that his reasons were many that   

   included: 
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a) to enable the learners to become independent thinkers and problem solvers; to 

tackle problems easily; 

b) to teach learners to take a logical and systematic approach to solve problems; 

c) to encourage learners to respond to challenges and to search for new 

challenges in life; 

d) to help learners acquire knowledge; 

e) to establish interaction between mediator and learner and among learners 

themselves; 

f) to help learners to take control of their learning; 

g) to make the learners be ready and willing to carry out the tasks discussing 

with others; 

h) to help the students respond to questions from what they understood in the 

passage; 

i) to make them relate the story they read with others; 

j) to help them become self-confident; 

k) to encourage sharing ideas and working co-operatively; and to instill its 

importance in learning and in life; and 

l) to make them learn something of more general value that will be helpful to 

them in the future. 

 

Regarding students' receptivity of the reading and mediation activities, the mediator's report 

revealed that the students positively valued and received the activities. As he reported, the learners 

perceived that the activities were of value to them. They did most of the activities knowing exactly 

what was required of them. However, they had variedly performed in different tasks. The students, 

for example, performed well on the learning tasks and activities in the reading passages such as 

Energy, Banking Services, and others. But in the reading passage Investments, most of them 

accomplished the activities with difficulties. In the succeeding passages, they developed their 

capacity to respond to challenges in the activities and to get solutions to problems through 

discussion. The mediator said that the students were able to understand the passage A Scientific 

Experiment most, because it was organized in a more realistic way and the students experimented 
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the problem at home. He expressed the students' capacity of solving puzzles and developing their 

own organizational charts as "unbelievable" and "unexpected". 

 

Besides, the mediator also reported about the observed problems while teaching the reading 

passages. At the beginning of the program, few students were unable to understand what they 

would do and refrained from doing the tasks and participating. Later, he observed still some of 

them had lack of a feeling of competence. This was observed from lessons one to four. In lessons 

five and six, the mediator did not report any problem, but in lesson seven he sensed a need of more 

time for the students to write a paragraph, a summary of the passage they read. The mediator's self-

reflection report, in general, indicated that few of the students had a problem at the start of the 

mediation program, but this was alleviated through time. 

 

6.5.2. Analyses of  Students’ Self-reflection Reports 

As indicated in 4.5.2.1., the students in the case study wrote reports about their reading lessons 

based on an established grid. The students’ self-reflection report grid required information about 

the topics of the reading texts, finding out the main idea of each reading text, how the teacher 

helped the students in enhancing their reading approach and capacity, their past and present 

conceptions of reading, and the problems they encountered in the course of their reading lessons 

(See Appendix F-2). The students’ reports were interpreted by using a descriptive method. 

 

In expressing the main ideas of the passages, the students showed developmental stages as may be 

the case with many learning situations. At first, the majority of them were able to simply tell what 

the stories were about; that is, they lacked the capacity to extract the main ideas. But, this 

incapacity was gradually improved. 

 

The students’ reflections revealed that the mediator employed many of the mediation parameters, 

the most common ones being mediation of intentionality and reciprocity, individuation, feeling of 

competence and shared ideas. The teacher encouraged the students when they attempted to answer 

and ask questions and forwarded their own ideas, and this helped them to develop positive 

attitudes towards reading. The students read individually and shared their experiences with their 

friends. Their reflections about how challenging the reading materials and activities were known in 
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informal talks I had with them concerning each reading lesson. Nearly all of them said that the 

reading materials were at an average difficulty level. 

 

In employing mediation of intentionality and reciprocity, the teacher told his students to read and 

do the exercises, explained why individual and group activities were important, and how the writer 

concluded. He also told them to relate the ideas in the reading passages with their personal lives, 

the environment, their past experiences and the ideas in other subjects they studied. The teacher 

also told the students to see how the writer organized, summarized and concluded his/her ideas. In 

connection with these varied intentions, the reflections of M3 and M5 could be taken as examples. 
 

 M3 

a) to relate my reading with my life [reflections in lessons 3,5,8]. 

The teacher told me: 

b) to relate ideas with other lessons [reflections in lesson 2]. 

c) to read individually first and then to share  ideas with my friends  

         [reflections in lessons 3, 11]. 

      d)  to see how the writer concluded or summarized and to see his style of      

                          writing [ reflections in lesson 6]. 

                     e)  to read deeply [ reflections in lessons 4,10,11]. 
 

 M5 

a) to take short notes; to read deeply; and to relate the idea in the passage with  my 

previous knowledge[reflections in lessons 1,3,5]. 

The teacher advised me: 

b) to relate ideas with life [reflections in lessons 2,3]. 

c) to read with my involvement [reflections in lesson 3]. 

d) to add to what we know; and to evaluate the content and the writer’s style in  what 

we read[ reflections in lesson 4]. 

e) to relate ideas in the passage with the environment I live in [ reflections in   

                           lessons 4,10,11]. 

The students reflections asserted that their teacher introduced them with what they would read. He 

told them that they should think about their experiences; that they should add to their previous 

experiences; and that they should solve problems in life and in their environment based on their 

readings. 
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The teacher's (mediator's) expressions of intentions that he wanted his students to relate the ideas 

in the passages with their own lives, with the concepts of the subjects they studied, with the 

environment and their previous experiences, and his advice to read deeply, to critically see content 

and approach might help students to transcend the approach of their reading beyond the here and 

now. When the students related the ideas in the passages with their previous experiences, their 

lives and the different subjects they studied at school, it is likely that they would consider their 

relevance to them. 

 

From the reflections of M3 and M5, therefore, we can conclude that teacher's mediation of 

intentionality and reciprocity contributed to the change of students' conceptions and approaches to 

reading (See 6.4). The students could also understand the significance (i.e. perceived value) of the 

contents of the individual reading passages, and it is likely that they would transfer (transcend) the 

reading strategies to other subjects. M8 reported that the teacher told his class about the 

significance of reading the text and advised them that they had to relate the ideas  with their 

environment. All these might have motivational values to read with interest, volition, and 

continuity. The more the students read with volition and interest, the more they perceive value in 

reading and the more effective readers they would become (Williams and Burden, 1997; Doyon, 

2002). 

 

As the students' reflections revealed, the mediator encouraged the students and urged them to feel 

free to make mistakes.  M2, for example, said the teacher encouraged him to feel free to make 

mistakes in attempting the oral reading activities. This situation instigated students to take risks 

and forward their personal opinions to the reading. Others such as M7 and M8 reported as follows: 

       M7          The teacher said my attempts were good. 

       M8

These reflections were congruent with what the students responded in the interviews (See 6.4.). As 

Williams and Burden (1997) stated, encouraging students while they respond, ask questions, 

participate, etc. would develop a feeling of confidence among them. Thus, the students in this 

study had the opportunity to be motivated by the mediator and could develop a sense of 

          The teacher showed me how I could infer meaning from the dialogue. It was   

                    so attractive. It encouraged me. 
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confidence, a feeling of "I can" in reading. The students feeling of competence in reading was also 

clearly expressed in the interviews and was observed through their participations in the whole class 

as well as group discussions during the reading lessons (See 6.6.2).  

 

The students' feeling of competence could also develop a positive thinking about themselves. And 

this was a condition to involve themselves in reading activities and enhance their capacity of 

deeper understanding of reading materials.  

 

The teacher instructed his students to read the passages individually first and then to do the reading 

tasks together. The teacher's interest, as a mediator, here would be to inculcate a sense of 

individuation and sharing views which could be interpreted in such a way as every student had a 

very important idea which could be shared to his group members immediately and, seen in a wider 

perspective, to the community he lived in. The students did not reflect on teacher's mediation of 

monitoring and control of behavior clearly. This may be because of their low level analysis 

capacity and focus of the mediation acts. Although the students did not directly reflect on teacher’s 

application of mediation of sense of belongingness, their involvement in group activities could be 

interpreted as that the teacher mediated to this end. The sharing of views to their group might 

signify their beliefs that they belonged to that group and their views could have value to it. The 

other parameter changing entity was reflected when the students described their present (while-

mediation) conceptions of reading. They described the changes they attained as: 

 

a) I am having a new experience [M1, M2,

b) I have improved my reading ability [M

]. 

1, M2, M3, M7, M8.etc. 

c) I have improved; I got new ideas [M

]. 

7

d) I have learned that it (reading) is important all through my life [M

]. 

6

e) We can critically read, evaluate [M

]. 

5, M9

f) I have become an independent learner [M

]. 

10

g) I have learned to solve my vocabulary problems [M

]. 

10

h) Now I am better [M

].  

11

i) I am now improving [M

]. 

12]. 
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In these expressions, the students described that there were changes in their abilities of reading, in 

their conceptions and approaches to reading, as well as their attitudes to reading. 
 

Mediation of Challenge was indirectly reflected when the students reported the problems they 

encountered while reading. Some of the reflections, especially at the beginning stage, indicated 

that they were not able to get direct answers from the passages and that they had linguistic 

problems, chiefly vocabulary problems. Challenge was also reflected during the informal 

discussion I had with them at tea times. 

 

Students’ self-reflection reports also revealed contrasts between their past and present (while-

mediation) conceptions of reading. Some of the reports, however, indicated that the students 

dominantly focused on their self-perception of their past and present reading interest and capacity. 

The finding could be considered incidental for the students reflected what was not asked. The 

majority of these students expressed that their past reading capacity was very low, and said that 

they hardly liked reading passages. From the responses they offered, their poor capacity and low 

interest might be attributed to their less value perception to reading. The final point in the list 

below could attest to this. As stated above, as far as one does not perceive value in his reading, his 

motivation to read will be very low (Doyon, 2003). As a result of this, the "Mathew Effect" 

(Merton,2003) will be realized. Theories and researches on the "Mathew Effect" ascertain that 

those who have will be richer and richer and those who have not will remain poorer and poorer 

(ibid.). Since these students lacked interest in reading, their involvement in reading would be 

minimal. As a result, their reading capacity  would also be low. Examples of the students’ self-

reflection reports regarding their reading interest and ability are presented below. 

a) I had a very poor ability in reading [M1,M2,M7,M10,M11,M12

b) I hardly liked passages [M

]. 

1,M2,M3, M7,M9,M11

c) I was not comfortable when I did comprehension exercises [M

].  

1,M2

d) I did not consider reading as important [M

]. 

1,M9

 

Some of the students also self-reflected about their past and present (while-mediation) 

conceptions of reading. Their reports are subsumed hereunder. 
 

 

]. 

 



 151 

             
Past Conceptions     

 
Present Conceptions 

1. Reading to answer comprehension   

     questions.  

 

 

2. Perceived all written materials to be true   

    and important. 

 

 

3. Did not relate ideas with my past   

    experience, previous knowledge, and my   

    environment. 

4. Did not have the experience of solving   

    problems. 

5. Took reading as a simple gather of words. 

6. Reading to memorize and pass   

    examinations. 

7. Reading was simply finishing task and   

    answering questions. 

8. Did not consider that it was meaningful. 

 

9. Depended only on textual information. 

10. Reading for learning vocabulary. 

1. Reading for comprehension. If I do not understand,   

    I discuss it with my friends. 

 

     Reading is discussing and reaching a point. 

2.  Evaluating the messages of the reading material. 

 

     Think critically; see the advantages and   

      disadvantages of the ideas in the passage. 

3. Relate ideas with life, previous knowledge, and the   

    environment. 

 

4. Solve problems in life and the environment. 

 

5. Reading is light to our lives. 

6. Changed now; it is to comprehend. 

 

7. Understanding main idea. 

 

8. Reading helps all through my life; it is a key to  

   life. 

9. Deeper understanding; wider perception. 

10. Reading for comprehension through discussion. 

 

The students past perceptions of reading matched with quantitative conceptions (Biggs and 

Moore, 1992) and surface approaches to reading (Marton and Saljo, 1984; Entwistle, 2000, and 

others (See also 3.2.1). They largely depended on textual information to answer comprehension 

questions, and this might imply that they strove to get the ideas of the writers. The present 

(while-mediation) conceptions and approaches to reading were changed because of teacher's 

mediation. They developed qualitative conceptions (Biggs and Moore, 1992) and deeper 

approaches to reading (Marton and Saljo, 1984; Entwistle, 2000, and others). 
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In general, the students' self-reflection reports designated that the teacher employed the 

mediation parameters while teaching reading and the students' conceptions and approaches to 

reading were changed to satisfy the reading requirements of students stated in the national 

educational objectives and which are included in grade nine subject-area textbooks. This result 

goes in consonance with the interview results (See 6.4), questionnaire results (See 6.2.3.2) and 

the tests results (See 6.3). The interview, questionnaire, and tests results of the pre-mediation 

stage indicated that the students had a tendency towards quantitative conceptions and surface 

approaches to reading; however, this tendency was changed to qualitative conceptions and 

deeper approaches to reading after the teacher mediated to their reading. The results of the 

students' self-reflection reports were different from the post-mediation interview and tests results 

in that they showed the changes in the process of teacher mediation to the students' reading.  

 

6.6.    Findings and Analyses of Classroom Observation  

6.6.1.   Findings and Analyses of pre-mediation classroom observation 

In order to assess the teaching approaches and foci (whether surface or deep reading) of  grade 9 

English teachers at Fasilo Secondary School, pre-mediation reading classes were observed. Only 

two teachers were observed for the other two were not available for they had a training course in 

Englsh language teaching outside Bahir Dar. Each teacher was observed only once for the 

purposes of the observation were limited. Firstly, it aimed at assessing the tendency of teachers' 

focus while teaching reading; that is, seeing whether they had a propensity towards surface or deep 

approaches to teaching reading. Secondly, the result would be judged against teachers’ interview 

and questionnaire responses for evaluating their espoused beliefs against the actual classroom 

practice. 

 

The teachers' teaching practices were videotaped. The data found disclosed that the teachers had 

varied approaches to teaching reading. T1, for example, focused largely on the procedures the 

students would follow. However,  his meta-explanation rambled here and there, and he totally 

relinquished his objective of  teacing reading. First, he wrote the title of the passage and three steps 

on the blackboard which he assumed the students should follow before and while reading the 

passage. He then told his students that there were certain things to be done that would help them 

understand the main ideas. He said he would tell them the steps one by one, the first being 
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introducing them about the passage using general questions. The general questions would be 

questions related to their background knowledge. Answering these general questions, they would 

skim and scan the passage which would immediately be followed by their reading of the passage. 

The teacher told the students that skimming and scanning are techniques that they need to apply in 

reading.  

 

The teacher, after defining what content and functional words are, reminded the students to focus 

on content words rather than the functional words while reading. For him, the main object of 

reading was to gain the central idea of the passage through focusing on content words, but reading 

the functional words would mean reading the passage line by line and thus it had to be avoided.  

This time remember in your textbook you do have two types of 
words: one, content words; and the other one is functional words. 
This time  while reading or when you are reading, you have to 
stress on content words. Not functional. These are very important. 
The main idea presented in content words. Meaning, do not try to 
read the reading passage line by line, not important. Why because 
your objective is to gain or to know the central idea or the gist of 
that passage. 

 

The teacher also told the students to guess the meanings of words applying different ways for he 

assumed it was important for them to understand the main ideas of passages. He advised them to 

avoid dependency on dictionaries for two reasons. First, he had the belief that the students would 

have a lot of knowledge if they applied the various "mechanisms" for inferring word meaning; and 

second, he assumed that the students might grasp the meanings of passages easily. 

 

Then after, he asked the students to answer what he called "general questions" written on the 

blackboard. However, instead of hearing answers from students, he was in a haste to explain about 

the importance of such general questions. At last, he gave a chance for two students and 

encouraged them for their responses. But his encouragement was not genuine as it was not based 

on accurate performances of the students. 

 

After the "general questions" were answered, the teacher jumped back to expounding about 

scanning and skimming. And the students neither scanned nor skimmed before the teacher told 

them to guess meanings of words from their contexts. He praised students for their attempts 
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whatever their attempts might be, and finally he revised the three steps he had explained. The class 

was over before the students read the passage. 

 

In general, it can be inferred from T1's teaching acts that he taught about some points that he 

thought might be relevant for students' reading development. Practically, he did not teach reading 

although he planned to teach it. When all that he did are seen against Feuerstein's mediation 

parameters, none of them were applied in the strictest sense. Teachers' activities such as informing 

students about their objectives and praising students for their attempts could be related to 

intentionality and developing students' feeling of competence, respectively (Williams and Burden, 

1997; Delligani, 1999; Michoňska-stadnik, no date). Intentionality and reciprocity (or shared 

intention),  however, refers to what the teacher wants to achieve by means of a given task, and 

which is understood and reciprocated by the students (Feuerstein and Feuerstein, 1991; Williams 

and Burden; 1997; Michoňska-stadnik, no date).  The students react in the way the teacher intends 

them to (Michoňska-stadnik, no date). But the teacher's (T1) practice showed that he was not 

actually mediating his intentions to obtain the students' reciprocity (that would indicate their 

volition to engage in the reading task) and engagement in the reading task. Instead of telling his 

intentions to the students, he was rather offering them a wrong, misleading guidance. 

 

Williams and Burden (1997) emphasized the need for encouraging a positive self-image, self-

confidence among students. Feuerstein and Feuerstein (1991) argued that instilling a positive and 

realistic self-image is a key function of the teacher-as-mediator, and it is a necessary condition for 

learners to succeed (Feuerstein, as cited by Williams and Burden, 1997). T1, in spite of his 

attempts to encourage his students, viewed in light of the experts' perspectives,  encouraged his 

students unrealistically. 

  

In general, T1 neither taught reading nor applied any of the mediation parameters. His teaching 

acts seemed to have originated from his conception that students earn knowledge and enhance their 

reading capacity from more teacher explanation, teacher talk, about reading. 

 

T2 told his students at the start of the class about the topic of the reading passage.  
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In this Chapter, we are going to learn or read how children 
learn or read how children learn to speak. Ok? 
 

 
Then he told his students to discuss pre-reading questions, which was followed by students’ whole-

class discussion. In responding to the pre-reading questions, the students were expected to provide 

information from their experiences; therefore, they were advised not to dwell on the information 

on the passage. The teacher appreciated the students’ attempts by saying “Thank you”, “Good”, 

and “Very good.” After the pre-reading questions were done, the teacher told the students to do the 

scanning questions written in the textbook. The students read the passage individually after 

scanning within three minutes (the time the teacher allotted for them). Following their reading, the 

students were required to scan three words from those written in bold type first. Then they scanned 

for other three words, and it continued for four times. They scanned for words in bold type and 

gave meanings of the words in each of the four intervals he set. The vocabulary exercise included 

guessing meanings of words by using contextual clues and their knowledge of word building. For 

example, the students were expected to guess the meanings of amazing and express from the 

following impromptu teacher-made contexts. 

  This is amazing situation. [What can you understand?] 
          I want you to express what is on your mind. 
 

Having done the vocabulary exercises, the students were asked to copy a table from the textbook 

which he drew on the blackboard later. The table had blank squares to which the students were 

required to supply fillers from the reading text. The class ended after they had done the exercise. 

There were some "hidden curricula", and irrelevant talks revealed in the lesson. For example, 

asking students about why children say "goed" instead of "went" for the past form of "go" was 

away from the discussion and it was also beyond the capacity and experience of the students.  

 

Seen in light of Feuerestein’s mediation theory, the teacher’s activities did not reflect that he 

mediated to his students reading. According to the mediation theory, at least the implementation of 

the universal criteria is necessary for mediation to occur. As stated in 4.4.4, these include 

mediation of intentionality and reciprocity, mediation of transcendence, and mediation of 

meaning. By employing mediation of intentionality and reciprocity, the teacher would achieve a 

change in the students’ perception, process of learning and response (Tzuriel and Evan, 1990; 
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Klein, 1991). However, there was no attempt made to achieve the change by T2. Instead of making 

his objectives clear, he simply informed his students about the topic of the passage. Teachers’ 

mediation of intentionality is not alienated from students’ reciprocity. It is an overt response of 

their volition, willingness to engage in the teacher intended activities. Significant as it was, T2 did 

not ask for the students' interest, readiness and willingness to engage in the reading and group 

activities. The other parameters transcendence and meaning were not also employed. The 

objective of mediation of transcendence is "to transcend the immediate needs and specific 

situation and reach out for goals that are beyond those which triggered the interaction." (Tzuriel 

and Evan, 1990:105; Mintizker, 1991). It helps students enlarge their cognitive and affective 

repertoire (Feuerstein and Feuerstein, 1991). When we examine T2's teaching acts, it seems that he 

dwelt more on the immediate interaction between him, the students and the reading text. With 

regard to mediation of meaning too, T2 seems to have neglected it. As Tzuriel and Evan 

(1990:105) wrote, meaning is a "powerful determinant of efficient learning processes." The 

reading lesson should possess affective, motivational, and value-oriented significance to the 

students (personally). As observed in T2’s class, it seems that the reading lesson was conducted 

because it was a requirement as a component of the various English language lessons. Otherwise, 

the teacher did not create the awareness among students about why they should read that passage. 

 

The teacher, however, attempted to employ some of the features that support the universal 

parameters. For example, he told his students to discuss in groups, and this can be related to 

mediation of sharing behavior. He also told his students to get meanings of words from their 

contexts. If this were done properly, it would develop the students’ strategy of tackling vocabulary 

problems while reading. And mediating to strategy acquisition is considered as mediation of 

regulation and control of behavior. The problem in T2’s mediation was that his contexts were not 

sound from which students could sense how to tackle similar encounters in future. A seemingly 

mediational activity was demonstrated when the teacher attempted to encourage his students for 

their responses to questions and participation. But T2 merely showed his appreciation by uttering 

expressions like "Very Good", "Good", and "Thank You" which might require justifications (See 

4.4.4).   
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T2 focused on textual information while teaching reading. Many of the activities he did with his 

students were surface-type. His use of deep-type tasks such as the pre-reading activities and 

“Guess the meaning” vocabulary exercises were very limited and unsuccessful. Firstly, the pre-

reading activities the students discussed were not given adequate time, and were still text-based. 

That was why the teacher was repeatedly telling his students that their responses should be from 

their experiences rather than from the information in the text. Secondly, the students would have a 

difficulty in getting the meanings of the words from the contexts. As we see the examples given 

above, the students would not be able to get the meanings of the words based on the contexts. So, 

such an exercise might lead students to look for assistance while reading. As a result, this may 

compel students to seek for word-by-word meanings and inculcate a surface-type of reading. 

 

The three parameters  mediation of intentionality and reciprocity, transcendence, and meaning 

 w ere considered as necessary and sufficient to characterize an interaction as M ediated Learning 

Experience (MLE) (Tzuriel and Ernst, 1990). However, T1 and T2 who were observed in this study 

did not mediate to their students' reading, and this result was not congruent with what they claimed 

in the interview and the questionnaires (See 6.4.1.1 and 6.2.2.1). Many writers such as Williams 

and Burden (1997) held the view that there is usually a disparity between teachers’ perceptions and 

classroom behavior (See 5.5.1.. Thus, the mismatch between what these teachers claimed in the 

interview and the questionnaires on one hand, and what was revealed in the classroom observation, 

on the other could attest to this fact. 

 

6.6.2. Findings and Analyses of While-mediation Classroom Observation 

The while-mediation observation aimed at investigating the process of teacher mediation while 

he applied the mediation parameters. As observed, the mediator utilized the universal parameters 

in all the lessons in different stages. His use of intentionality and reciprocity, transcendence and 

meaning was frequent at the start of lessons, while involving students in group and individual 

activities as well as while engaging them in different tasks. Except for challenge, which could be 

related to the difficulty level of the reading texts and the exercises, the other parameters were 

also employed when relevant. 
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The mediating acts especially at the beginning of the first three lessons, particularly the first 

lesson, were too long, but they gradually improved with the succeeding lessons. The mediator 

and I watched the video at different times privately and discussed what we observed informally 

in our recess time in the week-ends. This helped us improve the quality of interaction between 

the mediator and the students from time to time. 

 

As observed, the mediator explained his intentions to students verbally. For example, in lesson 1, 

he told his students at the start of the lesson: 

                                   Excerpt 1: Lesson1, Day 1. 

 

1. T: Today, you are going to read a passage that has three     
          parts, and the title of the passage is Football Stopped   
         War….Before you read, you are going to answer 

questions….There is also additional task that you do. This is, 
when you read the passage, you have to relate it to previous 
knowledge or prior knowledge….through the interaction with 
your fellows or with your friends. So, you have to relate it to 
some of the things you get in your surrounding. 

 

His intentions stated that he wanted his students to change their perceptions of reading that is 

from dwelling entirely on the information in the passage to relating the ideas in the reading with 

their environment and their experiences.  The teacher, in addition to creating insight into the 

importance of the reading activities to the students, produced insight into the importance of 

group work. The following two excerpts clearly indicate this. 

   
  Excerpt 1: lesson 1, Day 3 
 
        2.     T:     What is the importance of discussion? 
              M1:  To share ideas. 
              T: So, this is one of the advantages of making a discussion in groups. 
   
  Excerpt 2: lesson 3, Day 2 
 

T:     As we said before, discussion has advantages. What is it? 
              M2:  To share ideas. 
              T: To share ideas. V. Good. 
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The mediator encouraged the students, by using terms like “Very good” and by either repeating 

what the students said or by  praising them with high voice. The following excerpt indicates how 

the teacher appreciated students’ attempts in answering questions and in forwarding ideas. 

   
 
   Excerpt 3: lesson 1, Day 2 
 

3.        T:   …Similarly, they is a pronoun. It comes instead of the noun…? 
   MM:   Games. 
   T:   Games. Because it is plural,…the pronoun has to be similar with   
                                      the noun that is provided in the sentence….What about if the             
                                      noun  is game ? What will be the (pro)noun that refers to it? 
     M9

The students were also mediated to evaluate written materials, which made them actively 

participate and forward personal opinions and experiences. The teacher mediated to the students' 

thinking by allowing them to express their ideas freely and by providing information about 

individual differences. For example, for the question “When did football start?”, students varied 

in their responses. The teacher wanted the students to justify their responses by citing evidences 

:    It 
     T:      Very good. The singular form of they is ……. 
    MM:   It 
     T:       It. 
 

The teacher mediated to students' problem-solving, evaluation, application, synthesis and 

analysis of events while reading. For example, the students solved puzzles which the teacher 

gave them as a sample puzzle of crossing a tiger, a goat and cabbage to the other side of the river 

without exterminating each other. The mediator also made the students read and solve "who does 

what" and "who reads which book" puzzles based on the information in the given passage. The 

students were expected to employ a strategy which was employed to solve the former puzzle. 

The mediator grouped the students to discuss and solve the puzzles, and the groups did it 

successfully. The mediating acts of the teacher generated the students' good performance in 

solving the puzzles. (See Appendix H, lesson 12 for the problem solving activities given to them 

in the text.) Along with helping the students solve the puzzles, the mediator told them that such 

an activity would help them promote their problem-solving and decision-making capacity in 

various walks of life. 

 



 160 

from the passage. The students’ responses indicated that they were evaluating the ideas in the 

passage. Excerpt 4 testifies this. The excerpt is a continuation of the argument between the 

students while deciding the correct response about when football started.  

   

   Excerpt 4: lesson 1, Day 3 

 

4.      T:  Football started in 1848 in Cambridge. Football started in    
                     Britain,   the first rules were made in Cambridge in 1848. 
      MM:       Yes. Yes. 

M2:  No. 
T: Why do you say “no”? 
M1:       I think the answer is "D". If you say "C", there is (not  

audible)  sentence which are related in the passage, part A in the 
first sentence. So, in Britain. ….If we say in Britain, why we say in 
China? If the writer are not correct, if you refuse the writer, we can 
say "C", but the writer says football in Britain. So, it say why we 
say in China?  

T:           Have you got his argument? Why do we say football started   
               in  China because on the first line of the paragraph, it is  
  already   provided football started in China…. 
M1:       The writer can be wrong, but we must not be in the wrong   
               direction. I say football started in China. When? 2000 years  
   ago. 
T:           ehm. 
M1:       I think the writer is Britain and because he says football is  
  started  in Britain… 
T:           ehm. 
M1

               In this excerpt, we can understand that the teacher employed mediation of individuation in which 

the students developed the view that their ideas are important to others. This kind of mediation 

would also help to develop a sense of confidence and positive thinking towards them, which, in 

:       but before that the Chinas playing football. 
T:           It is a good argument, anyway. I am not going to give  

you the  right answer for these given choices, you know, 
because there are a lot of alternatives as you said. A lot of 
questions can be raised and there will be lots of arguments in 
the classroom. So, I am not going to tell you which one of the 
answers is right from the answers that are provided as 
alternatives A,B,C,D. Now keep them in mind and whenever 
you come to the classroom next week, try to get the right 
answer and we will just make the same argument in the 
classroom. Ok?  
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turn, might result in high motivation to learn. Because these students conceived that their ideas were 

important, they forwarded their views to the extent of evaluating the writer as biased. The students' 

arguments indicated that teacher mediation of individuation, sense of competence, and positive 

thinking could help students to have deeper understanding of reading texts. In this excerpt, for 

example, M1 seems to have understood the reading text deeply to the extent of evaluating who the 

writer could be and labeling him as biased. 

 

 As can be seen in the above excerpt, the teacher did not want to tell the students what the correct 

answer was. He wanted them to have their own justifications to reach the right answer. By the end of 

that day's lesson, he also emphasized individuation.  
 

   Excerpt 5: lesson 1, Day 3 

 

        5.     T:  We all are human beings. Human beings can make a lot of  
mistakes, you   know. Even though the writer said at the very 
beginning of the first part of the story football started in Britain, and 
in some other lines of the paragraph, he said there was a football by 
the Chinese tsu-chu. And in some of the lines of the paragraph, the 
writer says football started 2000 years ago. So, there are a lot of 
ideas that are contradictory with each other. �“ }óß�‹G< ’¬ 
¨Å›”É ›p×Ý SU×ƒ ¾T>‰M �”Ï ( you can reach a 
consensus only by arguing reasonably, otherwise) it does not mean 
ÃI ìGò ÃI”” eLK ÃI ’¬ (since a certain writer has said 
something , we cannot passively accepthis ideas) this is the exact 
answer of the question  KTKƒ ›Ã‰MU:: Ok? 
 
 

               Although the teacher encouraged the students to forward their own views and develop self-confidence, 

few students expected definite answers from the mediator. This was observed from the self-reflection 

reports they made. As a response to what they encountered as a problem in the reading lesson, they 

reflected that the teacher did not tell them the right answers outright, and suggested that it be 

improved. In fact, this was true during the first lesson which took three hours (in three days). The 

causes for these students' discontent might be their previous experience of getting answers from 

teachers (See student interview results), their conception of the teacher as all-knower, and lack of 

confidence. But this situation was changed in the succeeding lessons. 
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 The students also applied experimental procedures they were introduced with in the reading class in 

other experiments and reported them to class. Their good performance in conducting the experiments 

showed that they were able to transcend and apply experimental procedures in other similar situations.  

 

 The mediator applied the mediation parameters, except for challenge, while teaching reading. 

Challenge was indicated in the students' and the mediator's self-reflection reports. In general, the 

employment of the parameters could bring a change in students' conceptions and approaches to 

reading. This effect was observed in the various complementary instruments utilized in this study. 

 

 The summary of the study, the conclusions and the recommendations made are included in the next 

Chapter. 
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CHAPTER VII 

SUMMARY, CONCLUSION AND RECOMMENDATIONS 

 

 7.1. Summary 

 The purpose of this study was to investigate the effects of teacher mediation on student 

conceptions and approaches to reading. The study was conducted taking samples from grade 9 

students at Fasilo Secondary School in Bahir Dar. Grade 9  was selected for different reasons. 

Firstly, grade 9 is a transitional level for the students from using the mother tongue to using 

English as a medium of instruction in the Amhara Region. As stated in 1.1. and 1.3., such 

students are “unpractised” readers (Cooper, 1984). Besides, research indicated that students in 

Ethiopian secondary schools and tertiary levels had low reading capacity (See 1.1.), and the 

examination results of grade 9 students at Fasilo Secondary School also showed that the students 

had low capacity in reading for they learn other subjects through reading in English. These 

situations indicated that the students at Fasilo Secondary School might exhibit low reading 

capacity. The students could also be assumed to experience surface- type of reading because they 

study different subjects in a language they are not good at and comfortable with. Teachers 

teaching methods and approaches could also contribute to this. 

 

 As stated in the general objectives of the 1994 Ethiopian Education and Training Policy, these 

students were required to read deeply (See 1.1.); however, the situations mentioned above were 

assumed to be hindrances to deep reading (learning). Therefore, I was convinced that students 

get the skill of deep reading at this transitional level. The development of their deep reading 

capacity was assumed to contribute for them to study other subjects that demanded deeper 

reading. 

 

 The study focused on reading because I believed that students learn the English language and 

other subjects through reading. And the study focused on the students’ conceptions and 

approaches to reading because I was convinced that the conceptions students hold may either 

contribute to or impede the learners’ engagement in deeper reading (Horwitz, 1997; Richards and 

Lockhart, 1994; Williams and Burden, 1997; Ridely, 1997) (See also 1.1.). Therefore, in order to 
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promote deep reading among students, changing their conceptions and approaches to reading 

was assumed to be desirable. The question was how to bring this desired change. In fact, there 

were different proposals for changing student conceptions and approaches to learning which 

constituted changing the learning environment (Johnston, no date), employing good instructional 

method and assessment (Entwistle, 2000), and allowing students to choose their own reading 

materials (Fransson, 1984) (See also 3.2.9). However, all these suggested ways were not 

systematized and hence an alternative approach which was assumed to be systematic; that is, 

teacher mediation was proposed. Teacher mediation was different from direct instruction, and 

was designed to alter both the cognitive and affective situations of the readers. Since mediation 

was a subset of social interactionism, this study took social interactionism as its underlying 

philosophy (See 1.1., 1.3. and 3.3.). 

 

 In this study, Feuerstein’s mediation theory was employed for its practical base and systematic 

approach. The theory constituted 12 parameters, three of which were considered as universals to 

all situations while the rest were situational (See 3.4.). The employment of these parameters was 

assumed to help learners develop a perceived value in what they read, the skill of shared 

intention, transcendence of the strategy of reading to other encounters, a sense of competence, 

positive thinking, and a personal meaning from their readings. It was also assumed to help them 

understand the significance of collaborative work, become aware of individual variations, and 

develop a sense of belongingness (See 3.4.). 

 

 Feuerstein’s mediation theory was initially utilized among children with learning disability. 

Currently, it is being employed in a variety of fields, but its effects on students’ conceptions and 

approaches to reading, to my knowledge, have not yet been studied. Thus, this study focused on 

the effects of the mediation theory in changing students conceptions and approaches to reading. I 

focused on the change of conceptions because conceptions of students are the driving force for 

effective reading (Horwitz, 1997; Richards and Lockhart, 1994; Williams and Burden, 1997). 

 In order to see the effects of Feuerstein’s mediation theory on students’ conceptions and 

approaches to reading, a case study method that constituted quantitative and qualitative methods 

was employed. The quantitative methods included teacher and student questionnaires concerning 

conceptions and teachers’ instructional practices/ students’ approaches to reading, teacher and 
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student perceived values of Feuerstein’s mediation parameters, and their applications to reading 

lessons. Pre-mediation, post-mediation and summative tests were also given. The qualitative 

instruments consisted of pre-mediation and post-mediation interviews, classroom observation, 

teacher and student self-reflection reports, and discussions. A pilot study was conducted using 

both the quantitative and the qualitative instruments, and was followed by the main study after I 

had made few amendments in the instruments.  In addition to helping me identify the potential 

problems of the research instruments, the pilot study could indicate preliminary findings (See 

Chapter 5). 

 

 The findings of teacher questionnaires were analyzed using a descriptive method because the 

number of teachers involved in the study was limited and employing a statistical method with a 

limited number was assumed to provide an unrealistic picture. Thus, the qualitatively described 

findings in the main study of teacher questionnaires that inquired information about teachers’ 

perceived values and their instructional practices of the mediation parameters to reading lessons 

reflected teachers’ general positive attitude towards the values of all the parameters. However, 

distinctions were found among the values the teachers offered to the parameters that could be 

classified among prominently valued, intermediate and least valued parameters. The teachers 

gave high value for intentionality, meaning, control of own behavior, and a belief in positive 

outcome and they gave least value for transcendence, goal setting, sharing, and challenges. 

These teachers claimed that they mediated intentionality and reciprocity, meaning, control of 

behavior, and awareness of change while teaching reading (See 6.2.2.1.). Interviews with two of 

the instructors revealed that one of them claimed that he mediated intentionality and reciprocity, 

and transcendence, while the other admitted that he did not. The pre-mediation classroom 

observation, however, disclosed that teachers’ claims of their application of the mediation 

parameters were not reflected in their teaching practices (See 6.4.1.2.). 

 

Teachers’ positive attitude towards the significance of all the mediation parameters was also 

observed during the pilot study. From the teachers’ responses, it was found that they valued 

intentionality and reciprocity the most important and claimed that they practiced it frequently. 

The teachers favored the parameters challenge and awareness of change the least, but they 

claimed that they applied the latter frequently. The least applied parameters were transcendence, 
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control of behavior, challenge, co-operative learning and a sense of belongingness  (See 5.2.2). 

The classroom observation, however, revealed that there was a mismatch between the actual 

classroom application and teachers’ claims of the values and their instructional practices in the 

questionnaires during the pilot study. That is, the classroom observation showed that they hardly 

applied them in their reading lessons (See 5.5.1.). 
 

  
 Pre-mediation teacher questionnaire on conceptions and instructional practice both in the pilot 

and the main studies indicated that they had a predisposition towards teaching deeper reading to 

their students. This implied that they had a tendency towards a qualitative conception of reading 

(See 5.2.2. and 6.2.2.2.). This finding was contradictory to the findings of the pre-mediation 

classroom observation (See 5.5.1 and 6.6.1.) and interviews (See 5.4.1 and 6.4.1.1) both of which 

disclosed teachers’ tendency towards surface approaches to reading, and these could be related to 

quantitative conceptions of reading. The findings of student questionnaires were quantitatively 

analyzed using a paired sample t-test. The paired sample t-test for the pre-mediation student 

conceptions and approaches to reading showed that the subjects had a significant predisposition 

towards surface approaches to reading and quantitative conceptions of reading (See 5.2.3.1. and 

6.2.3.2.). This result was similar to the interview responses of most of the subjects in the main 

study (See 6.4.2.1.). The results of the student questionnaires about their beliefs and teachers’ 

classroom application of Feuerstein’s mediation procedures both in the pilot and the main studies 

disclosed that most of the students believed that the parameters were valuable, but teachers’ 

application of the parameters in reading lessons was significantly low (See 5.2.3.2 and 6.2.3.1). 

 

 Classifications of students’ correct responses in the pre-mediation tests in the main study showed 

that there was a significant difference between their responses to the literal (surface-type) 

questions and deeper ones. The difference between their correct responses to the surface-type 

and deep-type questions during the post-mediation tests, however, was not significant. The 

students answered significantly more literal questions than deeper ones both in the pre-mediation 

and post-mediation tests during the pilot study (See 5.3). However, classifications of students’ 

correct responses in the post-mediation tests showed that there was an insignificant variation 

between their responses to surface and deep questions during the main study (See 6.3). When the 

students’ pre-mediation and post-mediation tests results were compared, it was found that the 
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students scored significantly higher results in the post-mediation tests, and this showed that they 

significantly improved their understanding of reading materials (See 5.3 and 6.3). The findings in 

the changes of students test results were supported by the results of the student self-reflection 

reports and post-mediation interviews. The results of the student self-reflection reports (See 5.6.2 

and 6.5.2) and post-mediation interviews indicated that they changed their conceptions and 

approaches to reading and developed their capacity in reading because of the process of mediated 

reading experiences (See 5. 4.2 and 6.4.2.2). 

 

 The while-mediation classroom observation both in the pilot and the main studies revealed that 

the mediator’s interactions with the students were characterized by intentionality and students’ 

reciprocity, transcendence, meaning, feelings of competence, regulation of behavior, goal 

setting, challenge (clearly observed in the pilot study), awareness of change, a belief in positive 

outcomes, sharing, individuality and a sense of belongingness (See 5.5.2. and 6.6.2). The 

teacher’s mediation of challenge was not clearly observed during the main study. The students 

provided information about it during informal discussions and in their self-reflection reports. 

Generally, the while-mediation classroom observation indicated that the mediator employed 

nearly all the parameters while teaching reading.  

 

 Teacher self-reflection reports indicated his intentions of using variety of reading and 

mediational activities. The reading activities he used were meant for the students to draw main 

ideas of reading texts, to identify supporting details, to learn the organization of texts, to 

understand relations between paragraphs, to get direct textual information, to infer, to solve 

problems, to develop critical reading, to acquire the skills of deeper learning, to evaluate, and to 

predict. He also included mediational activities that constituted intentionality and reciprocity, 

sharing ideas, individuation, and others. His reflections included that the students’ receptivity 

both to the reading and mediational activities were positive, but he witnessed that the students’ 

paces were not the same (See 5.6.1.and 6.5.1.). He also reflected the difference in students’ paces 

while he responded to the interview. 
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 The students’ self-reflection reports revealed that they reciprocated the mediator’s intentions, 

that they were motivated and that they gradually changed their conceptions and approaches to 

reading and developed their reading capacity (See 5.6.2 and 6.5.2.). 

 

7.2. Conclusion 

Based on the findings of the pre-mediation tests and the questionnaires, therefore, it may be 

possible to conclude that grade 9 students at Fasilo Secondary School in Bahir Dar had 

quantitative conceptions and surface-type approaches to reading. Although grade 9 English 

teachers who taught at Fasilo Secondary School claimed that they had a qualitative conception to 

reading, their instructional practice proved that they had a predisposition towards surface-type of 

teaching reading. Here, teachers’ claims and their actual classroom practices showed disparity. 

Because the actual classroom actions indicate the implicit theories a teacher has (See Chapter 3), 

it may be possible to conclude from the pre-mediation classroom observation that the teachers 

who were engaged in the study tended towards teaching on-page information rather than guiding 

their students to deeper-type of approaches to reading. 

 

Teachers and students considered Feuerstein’s 12 mediation parameters as valuable, but with 

different degrees. Some of the teachers also claimed that they used them in their reading classes. 

However, the students’ responses to the questionnaire that asked whether or not teachers 

practiced the mediation parameters in reading classes revealed that the teachers did not apply 

them in their classes as students expected. Besides, the pre-mediation classroom observation also 

proved that teachers did not employ the mediation parameters. Even though there were few 

activities the teachers practiced that seemingly resembled some of the parameters such as 

intentionality and reciprocity and sharing they were not applied in the strictest sense of 

mediating to students’ reading. Therefore, it may be possible to conclude that both teachers and 

students that involved in the study had positive perceptions to the values of Feuerstein’s 12 

mediation parameters for teaching/ learning reading, but the teachers hardly practiced them.  

 

From the while-mediation classroom observation, it was possible to know that the mediator 

employed nearly all the 12 mediation parameters in his reading lessons. His application of the 

parameters targeted the change of students’ conceptions and approaches to reading, which might 
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also result in a change of students’ reading capacity. The intended approaches to reading focused 

on textual information and critical reading such as finding main ideas, synthesizing, analyzing, 

and evaluating information from texts. The observation indicated that the students had shared 

intentions with their teacher, and developed their own personal meanings by critically evaluating 

the information from the text against their personal experiences and previous knowledge. It also 

indicated that the students developed self-confidence, that their ideas might be different from 

others, and that their ideas were important to the group they belonged. The changes observed 

during the while-mediation stage of the research as distinct from the findings of the pre-

mediation stage might indicate that teacher’s mediation to students’ conceptions and approaches 

to reading using Feuerstein’s mediation parameters had an effect on students’ conceptions and 

approaches to reading. Thus, it can be argued that the students were able to change their 

quantitative conceptions of reading to qualitative type; and their surface-type reading tradition to 

deep-type. 

 

Teacher’s and students’ self-reflection reports also designated that both parties had shared 

intentions, and that the teacher mediated systematically to change his students’ conceptions and 

approaches to reading and to enhance their reading capacity. The teacher’s and the students’ self-

reflection reports indicated that the students changed their conceptions and approaches to reading 

and improved their reading capacity.  

 

In short, the while-mediation activities disclosed that the teacher employed the mediation 

parameters systematically and that the students gradually learned critical reading, synthesizing 

and analyzing as well as evaluating ideas in reading texts. It was proved that the students utilized 

these skills in their other academic subjects. Therefore, it may be possible to conclude that the 

mediation procedures had positive effects on the students’ development of deeper reading and 

qualitative conceptions of reading.  

 

Compared with the pre-mediation results, the post-mediation interviews and test results showed 

that teacher mediation brought significant changes in the students’ conceptions and approaches 

to reading as well as in their capacity of reading. The pre-mediation student interviews indicated 

that students’ had quantitative conceptions and surface-type approaches, while the post-
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mediation interviews unraveled that the students made conceptual changes and approaches to 

reading. The students also claimed that they developed their reading capacity. The mediator  said 

that the students changed their conceptions and approaches as well as their capacity of reading. 

The students’ post-mediation tests results were significantly higher than the pre-mediation tests 

results. Their correct responses to the types of questions also indicated significant differences 

between the pre-mediation and post-mediation stages. The students’ correct responses to the pre-

mediation tests tended significantly to surface type questions; however, their post-mediation 

responses indicated that there was no significant difference between their correct responses to 

surface-type and deep-type questions. Therefore, it may be possible to conclude that teacher 

mediation yielded much to help students cope with the educational demands of the country, 

develop qualitative conceptions and deeper approaches to reading, and improve their reading 

capacity. 

 

Generally the employment of Feuerstein’s mediation theory to change the students’ conceptions 

and approaches to reading was effective. It was effective because it was palnful; that is the 

theory enabled the mediator to interact with his students with intention and having mutual 

understanding of what was to be done. The theory enabled the mediator to be systematic in that 

he interacted with his students in a thoughtful, organized and oriented way. It also enabled the 

students to gain skill and experience of independent learning.  The employment of the theory 

also enabled the mediator to be directional. The mediator focused interactions towards clearly 

identified and communicated goals which had immediate and future responses. 

 

The mediation parameters served as general guides to a variety of mediation activities. They 

were “road map”  for  change of students’  conceptions and approaches to reading. As the theory 

proposed, the universal parameters were possibly applied in all the reading lessons, but the 

situational parameters were used selectively based on the requirements of the reading  tasks. 

However, the application of the universal parameters in all interventions in a similar way may 

not be effective. It may be monotonous. Thus, varying  approaches would be desirable. And I 

suggest we use them in some of the lessons rather than attempting to employ them in all the 

lessons to avoid monotony.  Students’ reflections and the mediator’s feeling about employing the 
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regular application of the universal parameters could be taken as evidence. Their reflections 

indicated that it might even cause a digust due to overuse.   

 

7.3. Recommendations 

Based on the conclusions made, therefore, the following recommendations were made. 

1. The education in Ethiopian secondary schools demand deeper learning; that is students are 

required to critically read materials, to evaluate what they learn against their previous 

knowledge and their personal requirements, to synthesize and to analyze information. 

However, students had possessed quantitative conceptions and surface-type approaches to 

reading because of the various factors, such as their lack of experience in reading (they 

are “unpractised readers”), their low linguistic capacity, absence of adequate reading 

materials, the tradition of education in the country, and teachers’ teaching practice. This 

research also confirmed that the students had experienced surface-type reading. But, this 

research testified that their surface-type reading was changed because of teacher 

mediation. Teacher mediation has also resulted in the development of students’ reading 

capacity. Therefore, it is recommended that English language teachers in secondary 

schools mediate to their students’ reading. 

 

2. Teachers’ use of the mediation parameters brought cognitive and affective changes among 

students. For example, teacher’s mediation of shared intention resulted in students’ 

awareness about what they would do, their willingness to engage in the given and 

extended tasks, and their high motivation. Therefore, it may be important to use 

Feuerstein’s mediation parameters to avoid student defiance, resistance and 

unresponsiveness in reading classes. 

 

3. In order to mediate to students’ reading, teachers need to be trained. Thus, teacher training 

institutes, colleges and universities in Ethiopia should offer training on mediation so that 

the teachers can be efficient and effective in utilizing the mediation parameters. 

 



 172 

4. Courses and teaching materials should be designed incorporating mediational activities so 

as to change students’ conceptions and approaches to reading, and to help them develop 

their reading capacities. 

 

5. This research did not consider which of Feuerstein’s mediation parameters were culture-

specific, and, therefore, it did not study whether or not any of the parameters, particularly 

those that support the universal parameters, were alien to Ethiopian students. Therefore, 

this gap calls for a study to have a complete idea mediation can offer to our professional 

development and students’ benefit. 

 

6. I also recommend the study be replicated among primary, secondary and tertiary students 

for reliability. 
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APPENDICES 
 
  
APPENDIX A-1 

PRE-MEDIATION TEST 
 

TEST I 
 

Direction: Read the following passage carefully and answer the questions that   
                 follow it. The passage has two parts. All the questions should be   
                 attempted. 
 

TEA COMES FROM CHINA 
PART A 
 
Many people think the English do not like to speak other languages. In fact, English is a mixture of words 
from many different languages. Because of this, the vocabulary of the English language is very large. It is 
much larger than almost every other language in the world. 
 
Many English words come from Latin, the old language of Rome, and also from old Greek. From Latin we 
get words like wine, use, and day. From Greek we have words such as photograph, bible, and ink. 
Because these two languages are dead, the words have most often come through other languages such 
as French, or the old German languages. There are also many words from both Greek and Latin together-
television, for example. Here tele is Greek for far and vision comes from Latin and means seeing. 
 
 
Section I: Write TRUE or FALSE for each of the following statements based on the    
                 pssage. 
 
--------------1. English comes from Greek and Latin. 
--------------2. The Greek had photographs before people in other countries. 
--------------3. The English people do not want to speak other languages. 
--------------4. French and German had borrowed some Latin and Greek words. 
 
Section II: Select the most appropriate answer based on the passage, and write the letter   
                  of your choice in the space provided. 
 
----------------5. What language did the old Romans speak? 
  a) Roman   c) Greek 
  b) Latin    d) Old English 
 
----------------6. The English language ------------ words from other languages. 
  a) has borrowed a lot of  c) is a mixture of few 
  b) hasn’t borrowed any  d) will borrow many 
 
----------------7. Which of the following is a dead language? 
  a) English   c) Latin 
  b) German   d) French 
 
----------------8. Which of the following is correct? 

a) English has taken only words wine, use and day from Latin. 
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b) English borrowed only the words photograph, bible, television and ink from 
Greek. 

c) English borrowed words only from Latin, German, Greek, and French. 
d) English borrowed many words from Latin, Greek and other languages. 
 

----------------9. According to the passage, English has large vocabulary because: 
a) its vocabulary is a mixture of many languages. 
b) It took many words from German and French. 
c) It borrowed some Latin and Greek words. 
d) It took many words from dead languages 
. 

--------------- 10. The word this in paragraph 1, line 2 refers to: 
a) the interest the English have to speak other languages. 
b) The idea that English is a mixture of words from many languages. 
c) The English language. 
d) The vocabulary of the English language. 

 
----------------11. The word it in paragraph 1 line 2 refers to: 
  a) the English language  c) the source of words 
  b) any other language  d) the English vocabulary 
 
---------------12. These two languages, in paragraph 2, line 3 refers to: 
  a) Latin and Roman  c) Latin and Greek 
  b) Old German and Greek d) French and German 
 
----------------13. “English is a mixture of words from many different languages.” What does the word   
                          in bold mean? 
  a) combination   c) variety 
  b) type    d) likeness 
 

 
PART B 
 
Many common English words come from very strange places. Tea, for example, comes from China, and 
banana comes from West Africa. Potato came into the English language from the island of Haiti, in the 
West Indies, and tomato first came from Mexico. 
 
One reason why the English language has so many words from other languages is because people from 
many different countries have come to live in Britain. Two thousand years ago the Romans came from 
Italy, and stayed for over four hundred years. After they left, the Angles, Saxons and Jutes came from the 
northern part of modern Germany. In the ninth and tent centuries Scandinavians came into the northern 
and eastern parts of the country. Finally, in the eleventh century William of Normandy came from France, 
and became King of England. With him came French civilization and the French language.  
 
Section I: Write TRUE or FALSE for each of the following statements based on the   
                 passage. 
 
-----------1. The Chinese knew about tea before the English. 
-----------2. The Chinese and Mexicans had relations with the English. 
-----------3. People from Norway, Denmark and Sweden lived in England in the 9th and 10th   
                 centuries. 
-----------4. The Romans stayed in England for four hundred years. 
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Section II: Select themost appropriate anser based on the   passage, and write the letter of   
                   your choice in the space provided. 
 
-----------5. When did the Romans arrive in Britain? 
      a) 2400 years ago  c) 2000 years ago 
  b) in the 11th century  d) 1600 years ago 
 
----------6. When did the Angeles, Saxons and Jutes arrive in Britain? 
  a) About 1600 years ago  c) in the 11th century 
  b) in the 9th and 10th

a) China, West Africa, and Haiti were colonies of England. 

 centuries  d) 2400 years ago 
 
---------7. The words tea, banana, and potato became English words because 

b) China, West Africa, and Haiti traded in England. 
c) People from China, West Africa and Haiti lived in England. 
d) Reasons are not given in the passage. 
 

---------8. We cannot infer from the passage that a language can have a large vocabulary if: 
a) its speakers have contacts with people in other countries. 
b) people love the language very much. 
c) if its speakers are powerful. 
d) Its speakers live separated from people in other countries. 
 

---------9. Which of the following is correct? 
a) English took words from German, Italian, Norwgian, Swedish, and French languages. 
b) The French language substituted English in Britain in the 11th

c) The German, Italian and French languages were dominant in Britain before and after 
the 11

 century. 

th

d) The largest vocabulary English borrowed was from the French language. 
 century. 

 
---------10. They in paragraph 2, line 4 refers to: 

a) The Romans  c) Angeles, Saxons and Jutes 
b) The Germans d)The Scandinavians 

 
---------11. “Many common English words come from very strange places.” (Par 1, line 1).         
                  What doesthe word in bold mean? 

  
                          a) special  c) difficult 
  b) far   d) unfamiliar 
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TEST II 
 
 
DIRECTION: Read the following passage carefully and answer the questions that follow it. 

 
                                               BATS 

 
The bat is the only mammal that flies. Unlike birds, which are generally diurnal, bats are nocturnal and fly 
at night. They have very good hearing but poor eyesight. They cannot see well in the dark. They can see 
objects which are very near them but they cannot see distant objects. They can see moving objects but 
not stationary ones. 
 
In order to avoid objects in their path they use a type of radar system. They emit ultra-sonic sounds and 
are able to hear the echoes of these sounds. Their radar system enables them to know the position of 
objects in their path and to avoid objects at night. 
 
They are able to fly at great speed but are unable to walk fast on the ground. 
 
Section I: Based on the passage, write TRUE or FALSE for each of the following   
                 statements in the space provided. 
 
--------------- 1. Bats hear the echoes of ultra-sonic sounds to avoid danger in their path. 
--------------- 2. Bats have the ability to hear sounds of objects that they cannot see from a   
                       distance. 
--------------- 3. Only few mammals can fly, and one of them is the bat. 
--------------- 4. All flying animals are birds. 
--------------- 5. We see bats flying at night because they can see and gather insects for   
                       food at night. 
 
Section II: Select the correct answer based on the passage. 
 
--------- 6. Bats are different from other mammals in that they: 
  a) move only at night.  c)  have very good hearing. 
  b) can fly.   d) cannot see from a distance. 
 
---------- 7. Bats differ from birds in that they: 

a)  are mammals.  
b)  fly in the day time and at night. 
c) Can see in the dark. 
d) Can walk. 
 

----------- 8. One of the following is not correct. Which one? 
a) Birds and bats are mammals. 
b) All mammals cannot fly. 
c) Bats are the only mammals that have good hearing. 
d) Bats fly at night. 
 

------------ 9. Which of the following is correct? 
a)  Bats use their radar system to avoid danger on a day time. 
b)  Bats are blind on a day time and see well at night. 
c)  Bats fly both on a day time and at night. 
d)  Bats can see moving insects better than they see a stone. 
  

------------- 10. At which of the following distances do you think bats can see objects better?  
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  a) 3 meters   c) 10 meters 
  b) 7 meters   d) 15 meters  
 
------------- 11. Your reason for your choice in no.10 above is because: 

a)  bats can see the nearest objects better. 
 b) bats can hear distant objects. 
 c) they use a radar system to identify medium distant objects. 
 d) they fly very fast. 
 

------------- 12. They in paragraph2, line 1 refers to: 
  a) mammals   c) distant objects 
  b) birds    d) bats 
 
-------------13. They in paragraph 3, line 1, refers to: 
  a) bats    c) ultr-sonic sounds 
  c) birds    d) objects 
 
------------- 14. If diurnal refers to day time, nocturnal refers to: 
  a) night time   c) life time 
  b) all day    d) the morning 
 
------------ 15. The speed of walking bats may resemble (look like): 
  a) a dog running  c) a tortoise moving 
  b) a cat running   d) a sleeping hen 
 
------------ 16. Which of the following things a bat can see better? 
  a) a stone   c) a flying spider 
  b) a man sitting   d) a bat hanging on a tree branch 
 
------------- 17. The purpose of the writer can be: 

a) to warn us about the danger bats can cause at night. 
b) to inform us about some characteristics of the bat. 
c) to suggest what the bat can do on the day time. 
d) to tell us the difference between the bat and other birds. 

 
Section III: Based on the passage, match the characteristics below with either BATS or   
                   BIRDS as found appropriate. The first one is done for you as an example. 
 
 18.  a). A mammal that flies.                                  The bat 
        b)  They are diurnal    ------------------------------------------------------ 
        c)  Do not fly in the dark.               ------------------------------------------------------ 
        d)  Fly at night.    ------------------------------------------------------ 
        e)  Have a poor sight.   ------------------------------------------------------ 
   
Section IV: Based on the passage, write about WHAT BATS ARE ABLE TO DO and WHAT   
                    BATS ARE UNABLE TO DO in the space provided.   
 
  What bats are able to do   What bats are unable to do 
 

19. a) hear well      a) --------------------------------- 
       b)  -------------------------------------------   b)   do not see distant objects 
       c) see moving objects    c)  --------------------------------- 
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    TEST III 
 
  
DIRECTION: Read the following passage carefully and answer the questions that follow it. 

 
Soil is an invaluable natural resource. It provides raw materials for the plants on which depend for food. 
The soil and the living organisms of a region are inter-dependent. On the one hand, soil is affected by the 
flora and fauna of the region. On the other hand, the type of soil determines the flora and fauna of the 
region.  
 
Consequently, damage to soil will destroy the balance of nature. It is a danger to human life and to man’s 
economic security. Causes of damage can be physical or chemical. Damage can be caused by man or by 
natural phenomena. 
 
Unscientific agriculture can cause a loss of minerals. Erosion can be caused by wind or by flowing or 
falling water. There are several ways of preventing damage to soil, including the use of fertilizers to 
prevent loss of minerals and the use of grass and other plants to prevent erosion. 
 
Section I: Select the correct answer based on the   passage, and write the letter of your   
                 choice in the space provided. 
 
----------1. Plants get raw materials for food from 
      a) animals    c) the soil 
    b) minerals    d) other plants 
  
----------2. What is the main idea of the first paragraph? 
          a)  We have to protect the soil and living things. 
                      b) The soil and living things are important to each other. 
          c)  The type of soil determines the type of plants and animals. 
                      d)  Plants and animals determine the type of soil. 
 
----------3. Man destroys nature by 
                         a) his misuse of the land. 

b) using chemicals on the soil. 
c) planting more trees. 
d) his use of fertilizers. 
 

 ---------4. Erosion can be caused by 
  a) loss of minerals  c) wind and water 
  b) plants and animals  d) chemical means 
 
----------5. What do you think is the purpose of the writer? 

a) To tell us some facts about the importance of soil for animals and plants. 
b) To warn us about soil damage and its effects on animals and plants. 
c) To inform us that man and natural events are the causes of soil damage. 
d) To tell us about the importance, causes of damage and ways of preventing the soil. 

 
----------6. The relationship between soil and flora and fauna is: 
  a) dependence of one on the other c) a giver and receiver 
  b) supply of raw materials  d) interdependence 
 
----------7. Which of the following is a way of controlling soil erosion? 

a) Using fertilizers 
b) Planting trees 
c) Stopping falling water 
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d) Preventing loss of minerals 
 

----------8. The  main idea of the last paragraph is: 
a) We need to protect the soil using fertilizers. 
b) Nature balances itself, so we don’t need to interfere. 
c) Scientific agriculture must be practiced. 
d) We have to protect the soil from water and wind erosion. 
 

----------9. It in paragraph 1, line 1 refers to: 
  a) the soil   c) food 
  b) natural resource  d) a living organism 
 
---------10. It in paragraph 2, line 1 refers to: 
  a) the soil   c) the balance of nature 
  b) damage to the soil  d) human life 
 
Section II: Rearrange the following summaries as they appear in the passage. 
  
11. a) preventing soil damage 
 b) inter-dependence of soil and living things 
 c) causes of soil damage 
 d) effects of soil damage 
 
 Summaries in the correct order (Write only letters) 
 
  ------------------------------------------- 
Section III. Complete the following based on the information in the passage. 
 
12. Complete the missing parts. 
           a) Man can destroy the balance of nature by 
  i) ----------------------------------------------------------------------------------- 
  
                          ii) -----------------------------------------------------------------------------------  
             

b) Natural events destroy the balance of nature by 
       
   i) ----------------------------------------------------------------------------------- 
             ii) --------------------------------------------------------------------- 
 
13. What would you do to prevent erosion? 
 Measure (Step)     Purpose of the measure (step) 
     a) using fertilizers     a) ---------------------------------- 
     b) -------------------------------------   b) to prevent erosion 
     c) using scientific agriculture                                                 c) ---------------------------------- 
 
14 Write two natural factors that can destroy soil. 
 i) ----------------------------------------------------------------------------------- 
            ii) ----------------------------------------------------------------------------------- 
 
Section IV. Match the words in column A with those in column B. 
 
 COLUMN A     COLUMN B 
 
 15. provide (par. 1, line 1)   a) changed 
 16. affected (par.1, line 1)   b) stop 
 17. damage (par. 2, line 2)   c) gives 
 18. prevent (par. 3, line 4)                                            d) harm 
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APPENDIX A-2 
POST-MEDIATION TEST 

 
TEST I 

 
DIRECTION: Read the following passage carefully and answer the  questions that follow it. 

 
WE ARE MORE THAN SEVENTY PER CENT WATER 

 
PART A 
 
Water is hydrogen and oxygen. It boils at one hundred degrees celsius (100°C) and it freezes at zero 
degree celsius (0°C). 
 
Without water there could be no life on earth. On no other planet is there as much of it as on our own. 
Seventy-one per cent of the surface of the planet is water and more than seventy per cent of our bodies 
is water. 
 
The oceans and the rivers of the world contain most of the water. The five oceans and the many seas 
together have 97.2 per cent. The Pacific Ocean alone is larger than all the land in the world. And on the 
land there are lakes. Many of them are larger than the countries the size of Belgium. There are also huge 
rivers, thirty of them more than two thousand kilometers long. 
 
The great areas of ice in the world, such as Antarctica, contain another 2.15 per cent of the world’s water; 
the rest is in rocks and underground. 
 
Section I: Write TRUE or FALSE for each of the following statements based on    
                    the passage. 
  
----------1. There is more land than water on earth. 
----------2. About seventy per cent of the earth’s water is found in the seas and oceans. 
----------3. There is more water in Antarctica than in the oceans. 
----------4. Much of the water in Antarctica is in rocks and underground. 
 
Section II: Select the most appropriate answer based on the  passage, and write   
                 the letter of your choice in the space provided. 
 
---------5. Which of the following is correct? 

a) On earth, the land is larger than the water bodies. 
b) The Pacific Ocean is larger than the land on earth. 
c) The Pacific Ocean alone covers 70% of the earth. 
d) The oceans have 97.2% of the total amount of the water on earth. 
 

-----------6. Which of the following is correct? 
a) Hydrogen and oxygen are elements that formed the land on earth. 
b) Hydrogen and oxygen are made up of water. 
c) The amount of oxygen is greater than the amount of hydrogen in water. 
d) Water is made up of hydrogen and oxygen. 
 

-----------7. Which of the following is not correct? 
a) There is limited amount of water on earth as compared to that exists in another 

planet. 
b) There is no water on other planets except on Mars. 
c) 71% of the earth is water, but there may be more water than land on other planets. 
d) All are incorrect. 
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------------8. How much of the earth’s water is found in rocks and underground? 
  a) 2.15%   c) 0.65% 
  b) 97.2%   d) 99.35% 
 
-------------9. How much of the earth’s water is in solid form? 
  a) 2.15%   c) 0.65% 
  b) 97.2%   d) 99.35% 
 
------------10. Lakes and rivers are stated in the passage because the writer wants to: 

a)  inform us about their width and length. 
b)  give us additional information about the coverage of water on earth. 
c)  tell us that the sources of oceans are lakes and rivers. 
d) inform us that the many lakes and rivers together have more water than the    
    Pacific Ocean. 

 
-----------11. Them in paragraph 3, line 3, refers to: 
  a) the oceans   c) the rivers 
  b) the lakes   d) the oceans, lakes and rivers 

 
----------12. The rest in paragraph 4, line 2, refers to: 
  a) the great areas of ice  c) the ice 
  b) Antarctica   d) water 
 
---------13. “There are also huge rivers, thirty of them more than two thousand   
                 kilometers long." What does the word in bold mean? 
  a) small    c) big 
  b) seasonal   d) wide 
 
PART B 
 
Water is usually liquid, such as rainwater, or sea water. It can also be solid, such as ice or snow. And it 
can be a gas or vapor. For example, in Antarctica the thickness of ice is about three thousand seven 
hundred meters. And on a clear day in the UK there are over twenty-two million kilograms of water above 
one square kilometer of land. 
 
Water is always moving. It moves all the time in a cycle. Rain falls to the ground from rain clouds. Some 
of this water goes deep into the earth through rocks and becomes underground water. Some water, as 
vapor, rises from the earth and makes new clouds. This vapor comes from plants and trees, from the 
rivers and from the ground. It also comes from the oceans and seas. So, the cycle is complete. The rain 
falls from clouds, and it rises again to make new clouds.(318 words) 
 
 Section I: Write TRUE or FALSE for each of the following statements based on the passage.  
                            
-----------1. Water has to be liquid. 
-----------2. If the water cycle stops, there may not be life on earth. 
-----------3. The ice in Antarctica and UK does not have a part to play in the water   
                  cycle because it is thick and heavy. 
  
Section II: Select the most appropriate answer based on the passage, and write the letter of your    
                 choice in the space provided. 
 
----------4. Much of the water on earth is found as: 

a)  rainwater, seawater, and river water 
b)  ice and snow 
c)  gas or vapor 
d)  No answer is given. 
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----------5. On a clear day in UK, there are over twenty-two million kilograms  of water above one   
             square kilometer of land. The water

 

 stated here is: 
  a) liquid    c) solid 
  b) gas    d) vapor 
 
----------6. How is water vapor formed? 

a) when rain falls to the ground from clouds. 
b) When water rises from the ground due to the heat of the sun. 
c) When water from clouds goes into rocks and underground. 
d) When water freezes to ice. 
 

---------7. What do you think the writer wants to tell us? 
  a) About the forms of water and water cycle. 
  b) That water is found in Antarctica in the form of ice or snow. 
  c) That water is found in liquid, solid and gaseous forms. 
  d) About how clouds are formed. 

 
---------8. Which of the following water cycle is not correct? 

a) rainfall  vapor clouds rainfall  
b) clouds rainfall vapor clouds  
c) vapor clouds rainfall vapor  
d) clouds  vapor   rainfall clouds 
  

---------9. When do we say the water cycle is complete? 
a) When the rain falls from clouds and rises again to make new clouds. 
b) When we get vapor from plants, trees, rivers and the ground. 
c) When the water vapor is produced from oceans and seas. 
d) when the rain water goes deep into the earth through rocks. 
 

----------10. This water in paragraph 2, line 2, refers to: 
  a) the water in a cycle  c) the underground water 
  b) the rain water  d) the moving water 
 
----------11. It in paragraph 2, line 4, refers to: 
  a) the water cycle   c) water in oceans and seas 
  b) the river water   d) the water vapor 
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        TEST II 
 

DIRECTION: Read the following passage carefully and answer the questions that         
                        follow it. 

 
ADAPTATION 

 
             All living things must adapt to their environment. Some organisms can look for suitable environments. 

Some organisms have to change to suit their environments. Some organisms have to change to suit their 
environment. 
 
Some organisms are able to utilize food in their immediate surroundings. Other organisms have to move 
to find food. A plant cannot move but  it obtains food from its immediate surroundings. Its leaves and roots 
enable it to obtain food from the atmosphere and the soil. 
 
Birds travel long distances to obtain food. Their beaks are adapted to catching insects, fish or other food. 
 
A fish’s respiratory organs are adapted to life in water. It takes in dissolved oxygen from the water. Its 
organs are not suitable for absorbing oxygen from the air. The lungs of a man are adapted for absorbing 
oxygen from the air. They do not function in water.  
 
Section I: Write TRUE or FALSE for each of the following statements based on the passage.  
 
---------------- 1. Living organisms obtain food using different means. 
-----------------2. Plants obtain food from their surroundings while birds travel longdistances. 
-----------------3. Living organisms that are unable to adapt to their environment will die. 
-----------------4. All living organisms can adapt to any environment. 
---------------- -5. Soil is the source of food for all living organisms. 
 
Section II: Select the most appropriate answer based on the passage, and write the letter of your    
                  choice in the space provided. 

 
-------------6. Living things can live in an environment because: 

a) the environment changes itself in order to suit them. 
b) they change the environment to suit them. 
c) they are created in an environment that suits them. 
d) the environment is equally suitable for any organism. 
 

--------------7. Which of the following is incorrect? Organisms move from place to place:  
a) to look for suitable environments. 
b) in search of food. 
c) when their environment is not suitable for them. 
d) to find work. 
 

---------------8. Which of the following statements is correct? 
a) All living organisms move from place to place in search of food. 
b) Animals must change their environment only to get food. 
c) Man can adapt to live anywhere as far as he gets food. 
d) Living organisms adapt to the environment that suits them. 
 

---------------9. Which of the following is correct? 
a) Man cannot take dissolved oxygen from water. 
b) Fish has organs that can take oxygen from the air. 
c) The beaks of birds are respiratory organs. 
d) Birds do not get food from their immediate surroundings. 
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---------------10. Plants that are not able to obtain food from the atmosphere and the soil: 
a) have to move in order to find food. 
b) may get dry. 
c) obtain it using their leaves and roots. 
d) need to change their immediate surroundings. 
 

----------------11. What are the basic differences between animals and plants? 
a) Their feeding system. 
b) Their adaptation to the environment. 
c) Plants are fixed, but animals can move from place to place. 
d) Plants are non-living things as opposed to animals. 
 

----------------- 12. It in paragraph 2, line 2 refers to: 
  a) a fish   c) a man 
  b) a bird  d) a plant 
 
-----------------13. The beaks of birds help them to get food, while plants use their 
  a) stems   c) leaves and roots 
  b) leaves   d) roots 
 
-----------------14. They in paragraph 4, line 3, refers to: 

a) the respiratory organs of fish c) the lungs of a man 
b) the fish    d) men 
 

---------------15. From the passage, it can be implied that a man living in a desert has to: 
a)  change the environment by planting trees and using other methods. 
b)    change himself to suit the desert life. 
c)  move to another place if he cannot resist the desert life. 
d)  All can be answers. 

 
Section III: Based on the passage, match the characteristics below with either PLANTS, BIRDS,   
                  or THEIR PARTS ( such as LUNGS). The first one is done  for you as an example.   
 
  Characteristic 
 
 16. Obtain food from the surroundings  

 

Plants 
 17. Do not function in water  --------------------------------------------- 
 18. Birds use them to catch fish  --------------------------------------------- 
 19. Breathe dissolved water  --------------------------------------------- 
 20. Cannot  move   --------------------------------------------- 
 21. Enable plants to obtain food  --------------------------------------------- 
 
Section IV:   Based on the passage, complete the missing parts.   
 

Part function suitable 
environment 

unsuitable 
environment 

 
Man 

 
22. ---------------- 

enable man to             
breathe air 

 
23.----------------- 

 
24. ------------- 

 
Fish 

 
respiratory organs 

 
25. ----------------- 

 
water 

 
26. ------------ 
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TEST III 
 
 

DIRECTION: Read the following passage carefully and answer the questions that follow it. 

 
Plants and animals interact with each other. Animals depend on plants for food. In the same way, plants 
depend on animals. All plants and animals must have four elements: carbon, nitrogen, hydrogen and 
oxygen. These elements are combined to form proteins, fats and carbohydrates in the animal or plant. 
They are then used for building cells and tissues or as a source of energy. Oxygen is obtained from air 
and water. Water is also a source of hydrogen for living things. Carbon and nitrogen come from the air, 
sea or soil. 
 
The use of these four elements by plants and animals involves complex cycles. The cycles demonstrate 
the dependence of animals and plants on each other. 
 
In the nitrogen cycle nitrates are absorbed from the soil by plants. The nitrates are used to make proteins. 
Plants are eaten by animals. When plants and animals die, bacteria in the soil cause decomposition. As 
the dead plant or animal is decomposed, the tissues are converted to nitrates. In this way, the nitrates are 
returned to the soil. 
 
Part I: Select the correct answer from the choices given based on the   passage, and write   
           the letter of your choice in the space provided. 
 
----------1. Animals  and plants 
     a) are inter-dependent c) have the same style of living 
     b) do not affect  each other d) need only carbon, nitrogen, hydrogen and        
                                                                     oxygen. 
 

----------2. Animals and plants are interdependent because 
  a)  Animals feed on plants and plants get their food from animals.             

a) Both plants and animals have carbon, nitrogen, hydrogen& oxygen. 
b) Animals get food and energy from plants. 
c) Plants indirectly get food from animals. 
 

----------3. What do you think can be inferred from this passage? 
a) We have to conserve our natural environment. 
b) Man can indirectly obtain his food from the nitrogen cycle. 
c) Water is essential to get the four elements animals and plants need. 
d) The dependence of animals on plants is seen in the nitrogen cycle. 
 

----------4. Absence of carbon, nitrogen, hydrogen and oxygen in plants and animals can result in: 
a) lack of food nutrients. 
b) lack of water. 
c) the interdependence between plants and animals. 
d) may affect animals but not plants  
 

----------5. Why are the complex cycles that are formed by carbon, hydrogen, nitrogen, and   
                 oxygen mentioned? 

a) To show that animals and plants support each other for survival. 
b) To inform us about how the cycles are formed. 
c) To tell us that carbon and nitrogen come from the air, sea or soil, and oxygen is 

obtained from air and water. 
d) To cite the carbon cycle as an example. 
 

----------6. Animals get nitrates:  
  a)   from plants.   

b) directly from the air, sea or soil. 
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c) from the soil. 
d) From the nitrogen cycle. 
 

----------7. When do nitrates return to the soil? 
a) When animals and plants die. 
b) Through the process of making proteins. 
c) When dead animals and plants decay. 
d) Through the process of plant absorption of nitrates. 
 

----------8. How are proteins, fats and carbohydrates formed? 
a) By the nitrogen cycle. 
b) By the combination of carbon, nitrogen, hydrogen and oxygen. 
c) When the soil is fertilized. 
d) By the involvement of carbon, nitrogen, hydrogen and oxygen in complex cycles. 
 

----------9. They in paragraph 1, line 4 refers to: 
a) carbon, nitrogen, hydrogen, and oxygen. 
b) Proteins, fats and carbohydrates. 
c) Plants and animals. 
d) The complex cycles. 
 

---------10. These in paragraph 2, line 1 refers to 
a) carbon, nitrogen, hydrogen, and oxygen 
b) proteins, fats, and carbohydrates 
c) the complex cycles 
d) water, air, sea, and soil 

 

Section II:  Rearrange the following summaries as they appear in the passage. 
 
 11.  a)   The existence of the four elements in complex cycles. 

b) The nitrogen cycle. 
c) The interdependence of plants and animals. 
 
 

Section III:  Complete the following based on the information in the passage. 
 
12. Animals depend on plants for their food, and so do plants. 

a) Animals depend on plants: I) -------------------------------------------------------------------------- 
                                                              ii) -------------------------------------------------------------------------- 
  b)  Plants depend on animals:  i) --------------------------------------------------------------------------- 
                                                              ii) --------------------------------------------------------------------------- 

          iii) --------------------------------------------------------------------------- 
c)  The nitrogen cycle -----------------------------------------------------------------------------------------  
      ----------------------------------------------------------------------------------------------------------------- 

13.  Below is a list of elements and their sources. In the list either the element or the   
       source is deliberately omitted. Complete the missing part. 
   Elements    Source    
         a) --------------    water   
        b) oxygen    ----------------     
        c) ---------------    soil 
 
Section IV.  Match the words in Column A with those in Column B. 
 
  COLUMN  A    COLUMN  B 
 
--------------14. interact (par.1, line 1)  a) get into 
--------------15. combine (par.1, line 4)                    b) change 
--------------16. involve (par.2, line 1)   c) act on each other 
--------------17. convert (par. 3, line 4)                     d)  join together 
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  APPENDIX B-1 

Teacher Questionnaire I 
Questionnaire on Teacher Conceptions of Reading and Teaching Reading 

 
This questionnaire requires information about your perception of reading and teaching reading. I hope you 
will offer me your genuine responses for each of the items included. 
 
Thank you in advance. 
 
For each of the items, please circle the score that best represents your own view. 
How important are the following items in teaching reading? 
 
No. 
 
 
 
 

Item 

ve
ry

  
im

po
rt

an
t 

im
po

rt
an

t 

un
de

ci
de

d 

le
ss

 
im

po
rt

an
t 

no
t 

at
 a

ll 
im

po
rt

an
t 

1 I want my students to read to answer questions that 
are based on the  passages 

 
5 

 
4 

 
3 

 
2 

 
1 

2 I want my students to memorize and recall the ideas 
in the passage 

 
5 

 
4 

 
3 

 
2 

 
1 

3 I believe students must relate the ideas in the 
passage with their previous knowledge and with their 
life 

 
5 

 
4 

 
3 

 
2 

 
1 

4 I want my students to find out exactly what the author 
means 

 
5 

 
4 

 
3 

 
2 

 
1 

5  
I want my students to question what they read  

 
5 

 
4 

 
3 

 
2 

 
1 

6 Students should read that will help them pass 
examinations 

 
5 

 
4 

 
3 

 
2 

 
1 

7 Readers must stop from time to time to reflect on 
what they are trying to learn from their readings 

 
5 

 
4 

 
3 

 
2 

 
1 

8 While reading, it is advisable to examine the details 
carefully to see how they fit in with what's being said 

 
5 

 
4 

 
3 

 
2 

 
1 

9 Reading should be challenging so that readers can 
provide explanations which go beyond the messages 
in the passage 

 
5 

 
4 

 
3 

 
2 

 
1 

10 I prefer to teach passages that give definite facts and 
information which can be learned easily 

 
5 

 
4 

 
3 

 
2 

 
1 

11 Readers must read an article straight through from 
start to finish. 

 
5 

 
4 

 
3 

 
2 

 
1 

12 Students must note down all the facts and figures 
they find in their readings. 

 
5 

 
4 

 
3 

 
2 

 
1 

13 When I teach reading, I want my students to note the 
author's main idea. 

 
5 

 
4 

 
3 

 
2 

 
1 

14 I want my students to see if the facts supported the 
arguments in the passages they read. 

 
5 

 
4 

 
3 

 
2 

 
1 

15 I want my students to make summary notes to use 
later. 

 
5 

 
4 

 
3 

 
2 

 
1 

16 I want my students to read sentence by sentence, 
word by word so that they can understand all that is 
written. 

 
5 

 
4 

 
3 

 
2 

 
1 
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APPENDIX B-2 
Teacher Questionnaire II 

Teacher Mediation Questionnaires 1 (TMQ) 
 
Dear Colleague! 
 
The purposes of these questionnaires are to gather information about your beliefs and application of the mediation 
parameters in teaching reading. There are twelve parameters  of teacher mediation designed by psychologists. Which 
ones do you think are important  to apply in teaching reading , and how often do you use them? 
 
The result of the study is believed to develop a theoretical and practical foundation for an alternative approach to the 
teaching of reading. So, your genuine response to each of the items in the two parts of the questionnaire will 
immensely contribute to the study. 
 
Your contribution to the success of this study is highly appreciated. 
 
Thank you! 
 
 For each of the items, please circle the score that best represents your own view of the importance of using each 
activity below in a reading class. 
 
How important do you think  the activity is in teaching reading? 
 
 
No. 

 
Item 

V
er

y 
im

po
rta

nt
 

im
po

rta
nt

 

 U
nd

ec
id

ed
 

le
ss

  i
m

po
rta

nt
 

N
ot

 a
t a

ll 
im

po
rta

nt
 

1 making your instructions clear when you give a 
reading task to your learners 

 
5 

 
4 

 
3 

 
2 

 
1 

2 telling your learners why they are to do a 
particular reading activity 

 
5 

 
4 

 
3 

 
2 

 
1 

3 explaining to your learners how carrying out a 
reading activity will help them in the future. 

 
5 

 
4 

 
3 

 
2 

 
1 

4 helping learners to develop a feeling of 
confidence in their ability to read. 

 
5 

 
4 

 
3 

 
2 

 
1 

5 teaching learners the strategies they need to read 
effectively. 

 
5 

 
4 

 
3 

 
2 

 
1 

6 teaching learners how to set their own goals in 
reading. 

 
5 

 
4 

 
3 

 
2 

 
1 

7 helping your learners to set challenges for 
themselves and to meet those challenges. 

 
5 

 
4 

 
3 

 
2 

 
1 

8 helping  your learners to monitor changes in their 
reading ability. 

 
5 

 
4 

 
3 

 
2 

 
1 

9 helping your learners to see that if they keep on 
trying to solve a reading problem, they will find a 
solution. 

 
5 

 
4 

 
3 

 
2 

 
1 

10 teaching  your learners to do reading tasks co-
operatively. 

 
5 

 
4 

 
3 

 
2 

 
1 

11 helping  your learners to develop as individuals.  
5 

 
4 

 
3 

 
2 

 
1 

12 fostering in your learners a sense of belonging to 
a classroom community. 

 
5 

 
4 

 
3 

 
2 

 
1 
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APPENDIX B-3 
 

Teacher Questionnaire III 
TEACHER MEDIATION QUESTIONNAIRE 2 (TMQ) 

 
For each of the items, please circle the score that best represents your own view of how often you employ the 
activity. 
 
In teaching reading, how often do you carry out each of the activities? Circle the number that best represents your 
choice. 
 
 
No. 

 
Item 

Very 
often 

Quite 
often 

 
Sometimes 

Hardly 
ever 

 
Never 

1 make your instructions clear when you give a 
reading task to your learners 

 
5 

 
4 

 
3 

 
2 

 
1 

2 tell your learners why they are to do a particular 
reading activity 

 
5 

 
4 

 
3 

 
2 

 
1 

3 explain to your learners how carrying out a 
reading activity will help them in the future. 

 
5 

 
4 

 
3 

 
2 

 
1 

4 help learners to develop a feeling of confidence in 
their ability to read. 

 
5 

 
4 

 
3 

 
2 

 
1 

5 teach learners the strategies they need to read 
effectively. 

 
5 

 
4 

 
3 

 
2 

 
1 

6 teach learners how to set their own goals in 
reading. 

 
5 

 
4 

 
3 

 
2 

 
1 

7 help your learners to set challenges for 
themselves and to meet those challenges. 

 
5 

 
4 

 
3 

 
2 

 
1 

8 help your learners to monitor changes in their 
reading ability. 

 
5 

 
4 

 
3 

 
2 

 
1 

9 help your learners to see that if they keep on 
trying to solve a reading problem, they will find a 
solution. 

 
5 

 
4 

 
3 

 
2 

 
1 

10 teach your learners to do reading tasks co-
operatively. 

 
5 

 
4 

 
3 

 
2 

 
1 

11 help your learners to develop as individuals.  
5 

 
4 

 
3 

 
2 

 
1 

12 foster in your learners a sense of belonging to a 
classroom community. 

 
5 

 
4 

 
3 

 
2 

 
1 

 
Adapted from Williams and Burden, 1997. 
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APPENDIX B-4  
Translated Questionnaire 
   SÖÃp 1/G/ 
 
Ÿ²=I u�‹ u�”ÓK=² — t”t e�’w/u=/ ¾U�Ÿ“¬“/ —/†¬ }Óv^ƒ }²`´[ªM:: ¾U�Ÿ“¬’/˜ /¬”  
}Óv` ¾T>¨¡K¬” lØ` ¡uw/u=/:: KSÖÃl ƒ¡¡K— SEMe �”ÉƒcÖ/ß/˜ �ÖÃnKG<:: 
 

eKƒww`I/i/ upÉT>Á ›ScÓ“KG<:: 
 

T”uw TKƒ U” TKƒ ’¬; ²È¬e/ ›}Ñvu\e; ¾T’u¬ �”Èƒ ’¬; 
 
}l ’Øx‹ u×U 

�eTT
KG< 

 
�eTT
KG< 

KS¨c” 
Áe†Ó[—
M 

›MeTT
U  

u×U 
›MeTT
U 

1 ð}“ KTKõ ŸT’u¬ ¬ß ¾T’u¬ 
›’e}— ’¬:: 

 
5 

 
4 

 
3 

 
2 

 
1 

2  ¾T’u¬” unK? KSÁ´ Ø[ƒ ›Å`ÒKG<::   
5 

 
4 

 
3 

 
2 

 
1 

3 ŸK?KA‹ çG<ö‹ ÁÑ–“†¬” Gdx‹ ŸT’u¬ 
Ò` KT³SÉ �V¡^KG<:& 

 
5 

 
4 

 
3 

 
2 

 
1 

4 ›”É” çG<õ ¨ÃU SêGõ uT’wuƒ Ñ>²? 
¾çGò¬ SM�¡ƒ uƒ¡¡M U” �”ÅJ’ 
KT¨p �V¡^KG<:: 

 
5 

 
4 

 
3 

 
2 

 
1 

5 uT’wuƒ Ñ>²? ¾T’u¬ çG<õ ßwØ / 
ƒŸ<[ƒ/ uU” LÃ �”ÅJ’ ²¨ƒ` 
�S[U^KG</ ^c?” �ÖÃnKG<:: 

 
5 

 
4 

 
3 

 
2 

 
1 

6 uT’wuƒ Ñ>²? ƒŸ<[ƒ ¾TÅ`Ñ¬ uU”vu< 
LÃ }Se`}¬ ¾}²ÒÌƒ” ØÁo­‹ 
KSSKe uT>Áe‹K<˜ Gdx‹ LÃ ’¬:: 

 
5 

 
4 

 
3 

 
2 

 
1 

7 uT’wuƒ Ñ>²? ŸêG<ñ U” �¾}T`Ÿ< 
�”ÅJ’ KSÑ”²w uU”vu< SŸŸM �ÁqUG< 
›evKG<:: 

 
5 

 
4 

 
3 

 
2 

 
1 

8 uT’wuƒ Ñ>²? uêG<ñ ¬eØ ¾}Ÿ}~ƒ 
´`´` Gdx‹ çGò¬ KTe}LKõ ŸðKÑ¬ 
SM�¡ƒ Ò` ÁL†¬” ƒee` uØMkƒ 
�S[U^KG<:&  

 
5 

 
4 

 
3 

 
2 

 
1 

9  T”uw ¾UðMÒ†¬ SéIõƒ ŸuÉ ÁK< & 
Tcw ¾T>ÖÃl“ u¡õM ¬eØ 
SUIa‰‹” ŸT>Áe}U\ƒ uLÃ }ÚT] 
�¬kƒ“ ´`´` Gdw ¾T>cÖ<ƒ” ’¬:: 

 
5 

 
4 

 
3 

 
2 

 
1 

1® T”uw ¾UðMÒ†¬ êG<ö‹ ›¬’�”“ 
S[Í” ¾T>Ák`u<“ ukLK< M[Ç†¬ 
¾U‹L†¬” ’¬:: 

 
5 

 
4 

 
3 

 
2 

 
1 

11 ¾T’u¬” SêGõ /êG<õ/ KT”uw 
ŸËS`G< dLŸ`Ø �Ú`dKG<:: 

 
5 

 
4 

 
3 

 
2 

 
1 

12 ŸT’v†¬ SéIõƒ ¾TÑ—†¬” 
�¬’�­‹“ ›Hµ‹ uTe�¨h /u•ƒ/ 
SM¡ �Ã³KG<:: 

 
5 

 
4 

 
3 

 
2 

 
1 

13 uT’u¬ SêGõ /êG<õ/ ¬eØ ¾çGò¬ 
ª“ ª“ Gdx‹ U” �”ÅJ’< Mw �LKG<:: 

 
5 

 
4 

 
3 

 
2 

 
1 

14 çGò¬ uêG<ñ ¬eØ Ácð^†¬ ª“ ª“ 
Gdx‹ uS[Í­‹ ¾}ÅÑñ eKSJ“†¬ 
�S[U^KG<:: 

 
5 

 
4 

 
3 

 
2 

 
1 

15 uT’wuƒ Ñ>²? K¨Åò~ �”Ç=ÖpS˜ 
¾êG<ñ” õ_ Hdw ›dØ_ uTe�¨h 
�Ã³KG<:: 

 
5 

 
4 

 
3 

 
2 

 
1 

16 uT’wuƒ Ñ>²? ¾�Á”Ç”Æ” nM“ ¯[õ} 
’Ñ` ƒ`Ñ<U KT¨p �V¡^KG<:: 

 
5 

 
4 

 
3 

 
2 

 
1 
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Questionnaire on  Students’s reading conceptions and approaches  
 
How do I read? 
 
  
No  Strongly 

Agree  
Agree Undecide

d 
Disagree Strongly 

Disagree  
1.  I tend to read very little beyond what is 

actually required to pass 
 
5 

 
4 

 
3 

 
2 

 
1 

2.  I concentrate on memorizing a good deal of 
what I read. 

 
5 

 
4 

 
3 

 
2 

 
1 

3.  I try to relate ideas I come across in other 
topics to what I read. 

 
5 

 
4 

 
3 

 
2 

 
1 

4.  When I read an article or book, I try to find 
out exactly what the author (writer) means. 
 

 
5 

 
4 

 
3 

 
2 

 
1 

5.  Often I find myself questioning what I read.  
5 

 
4 

 
3 

 
2 

 
1 

6.  When I read, I concentrate on Just those bits 
of information I need to answer questions. 
 

 
5 

 
4 

 
3 

 
2 

 
1 

7.  When I am reading, I stop from time to time 
to reflect on what I'm trying to learn from it. 

 
5 

 
4 

 
3 

 
2 

 
1 

8.  When I read, I examine the details carefully 
to see how they fit in with what's being said. 

 
5 

 
4 

 
3 

 
2 

 
1 

9.  I like books which challenge me and provide 
explanations which go beyond the lessons.  

 
5 

 
4 

 
3 

 
2 

 
1 

10.  I like reading materials which  give definite 
facts and information, which can be learned 
easily. 

 
5 

 
4 

 
3 

 
2 

 
1 

11.  I read a reading material straight through 
from start to finish. 

 
5 

 
4 

 
3 

 
2 

 
1 

12.  I note down all the facts and figures from 
the reading material. 

 
5 

 
4 

 
3 

 
2 

 
1 

13.  I note the author's main arguments in the 
reading material. 

 
5 

 
4 

 
3 

 
2 

 
1 

14.  I  think about whether  the facts supported 
these arguments. 

 
5 

 
4 

 
3 

 
2 

 
1 

15.  I make summary notes from the reading 
material to use later  

 
5 

 
4 

 
3 

 
2 

 
1 

16.  When I read, I learn the meaning of the text 
word by woed and sentence by sentence. 

 
5 

 
4 

 
3 

 
2 

 
1 
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APPENDIX B-5 
 
Translated Questionnaire   
 
     SÖÃp 1/K/  
 
¾²Ö’— ¡õM}T]­‹ ¾ �”ÓK=²— U”vw c=T\ SUI\ eKT>eÖ¨< �Ñ³ ÁL†¨<” 

�U’ƒ ¾}SKŸ} SÖÃp:: 

 
Ÿ²=I u�‹ ¾�”ÓK=²— SUI`I/i/ ”vw” c=Áe}U` K=ÁŸ“¨<“†¨< ¾T>‹L†¨< }Óv^ƒ }²`´[ªM:: 
�’²=I }Óv^ƒ ›eðLÑ> SJ” ¨ÃU ›KSJ“†¨<” uS¨c” ¨<d’@I”/i”/ ¾T>ÑMç¨<” U`Ý uS¡uw 
›dÃ:: 
 
”vw eƒT`/eƒT]/ ¾”vw ‹KA�I”/i”/ KTÇu` �”ÉƒM/Ã/ ¾T>Ÿ}K<ƒ ¾SUI\ }Óv^ƒ U” ÁIM 
ÖnT>­‹ “†¨<?  
 
 
}l ’Øx‹ u×U 

ÖnT> 
 
ÖnT> 

KS¨c” 
Áe†Ó[—
M 

u×U 
ÖnT> 
›ÃÅKU 

U”U 
›ÃÖpU
U 

1 ÓMê ¾J’ ƒ�²´ SeÖƒ   
5 

 
4 

 
3 

 
2 

 
1 

2  ¾›”É” U”vw ¯LT S”Ñ` /Td¨p/   
5 

 
4 

 
3 

 
2 

 
1 

3 uU�’u¨</u=¨</U”vw“ uU”vu< LÃ 
¾}Sc[~ }Óv^ƒ K¨Åò~ 
¾U�’u¨<”/u=¨<”/êG<õ KT”uw �”Èƒ 
�”ÅT>ÁÓ´ SÓK ê 

 
5 

 
4 

 
3 

 
2 

 
1 

4 SUI`I/i/¾T”uw ‹KA� �”ÇKI/ i/ 
�”É�¨<p/m/ c=[ÇI/i/ 

 
5 

 
4 

 
3 

 
2 

 
1 

5 SUI\/…/ ¾}hK ¾T”uw ²È 
c=Ád¨<pI/i/ c=Áe}U`I/i/ 

 
5 

 
4 

 
3 

 
2 

 
1 

6 ›”É U”vw KT”uw ¾^eI/i/” ¯LT­‹ 
�”Èƒ �”ÅU�²ÒÏ S”ÑÆ” c=ÁdÃI/i/ 
c=Áe}U`I/i/ 

 
5 

 
4 

 
3 

 
2 

 
1 

7 uU�’u/u=/¨< êG<õ ¨<eØSÑ”²w 
¾T>ÑvI/g/” Ñ<ÇÂ‹ ^eI/i/ ›”Èƒ 
�”ÅU�²ÒÏ“ ›”Èƒ �”ÅUƒ¨×/ß/ 
c=[ÇI/i/  

 
5 

 
4 

 
3 

 
2 

 
1 

8 ¾T”uw ‹KA� �ÉÑƒI” /i”/  �”Èƒ 
�”ÅUƒÑSÓU/T>/ S”ÑÉ c=Áe}U`I/i/ 

 
5 

 
4 

 
3 

 
2 

 
1 

9  KT”— ¨<U ¾”vw ‹Ó` SõƒH@ �”ÇK¨< 
�”ÉƒÑ’²w SUI`I/i/c=[ÇI/i/ 

 
5 

 
4 

 
3 

 
2 

 
1 

1® uU�’u¨</u=¨</U”vw LÃ ¾}Sc[~ 
}Óv^ƒ” ŸK?KA‹ ÕÅ™‹I/i/Ò` Se^ƒ 
›”Éƒ‹M/Ã/ c=Áe}U`I/i/ 

 
5 

 
4 

 
3 

 
2 

 
1 

11 uÓM ¾T”uw ‹KA�I” /i”/ �”É�Çw`/]/ 
c=[ÇI/i/  

 
5 

 
4 

 
3 

 
2 

 
1 

12 uUƒT`uƒ ¡õM ¨<eØ ›vM“ ÖnT> 
SJ”I”/ i”/  �”ÉƒÑ’²w 
c=ÁÅ`Ó/e�Å`Ó/ 

 
5 

 
4 

 
3 

 
2 

 
1 
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Student  questionnaire on the importance of mediation parameters 
 
How important, do you think, are the  following teacher’s activities to develop your reading ability? 
 
 Items Very 

important 
Quite 

important 
Undecided Not very 

important 
Not at all 
important 

1.  give very clear instructions when he 
gives you  a reading task? 

5 4 3 2 1 

2.  tell you why you are to do a particular 
reading activity? 

5 4 3 2 1 

3.  explain to you  how carrying out a 
reading activity will help you in the 
future? 

5 4 3 2 1 

4.  help you to feel that you are good at 
reading? 

5 4 3 2 1 

5.  teach you how you can read better? 5 4  2 1 
6.  teach you how to set your own goals in 

reading? 
5 4 3 2 1 

7.  help you to set challenges for yourself 
and to develop strategies to meet those 
challenges? 

5 4 3 2 1 

8.  teach you to set challenges for yourself 
and to develop strategies to meet those 
challenges? 

5 4 3 2 1 

9.  help you to see that there is always a 
solution to  reading problems? 

5 4 3 2 1 

10.  teach you to do  reading tasks together 
with other students ? 

5 4 3 2 1 

11.  help you to develop as individuals?  4 3 2 1 
12.  make you feel that you belong to the 

class  
5 4 3 2 1 
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APPENDIX  B-6 
 

SÖÃp 1/N/ 
 
(Translated Questionnaire) 
 
¾²Ö’— ¡õM}T]­‹ ¾ �”ÓK=²— U”vw c=T\ SUI\ U” ÁIM �Ñ³ �”ÅT>ÁÅ`Ó 

¾}SKŸ} SÖÃp:: 

 
Ÿ²=I u�‹ ¾�”ÓK=²— SUI`I/i/ ”vw” c=Áe}U` K=ÁŸ“¨<“†¨< ¾T>‹L†¨< }Óv^ƒ }²`´[ªM:: 
�’²=I” }Óv^ƒ SUI\ U” ÁIM �”ÅT>ÁŸ“¬“†¬ uS¨c” ¬d’@I” /i”/ ¾T>ÑMç¬” U`Ý u 
// ›dÃ:: 
 
”vw eƒT`/eƒT]/ ¾T>Ÿ}K<ƒ” }Óv^ƒ SUI\ U” ÁIM ÁŸ“¬“†ªM; 
 
 
 
}l ’Øx‹ G<MÑ>²? ›w³—

¬” 
Ñ>²? 

›”Ç”É 
Ñ>²?/ 
›Mö 
›Mö 

U×U 
u}¨c’ 
Ñ>²? 

U”U 
›ÁŸ“¬”
U 

1 ÓMê ¾J’ ƒ�²´ Ãc×M::   
5 

 
4 

 
3 

 
2 

 
1 

2  ¾›”É” U”vw ¯LT Ã’Ó^M /Ád¬nM/::  
5 

 
4 

 
3 

 
2 

 
1 

3 ¾”vw }Óv`” TŸ“¨” K¨Åò~ ÁK¬” 
ÖkT@� ÃÑMéM:: 

 
5 

 
4 

 
3 

 
2 

 
1 

4 ¾”vw ‹KA�I /i/ Ø\ Å[Í LÃ SJ’<” 
�”É�¬p /m/ ÁÅ`ÒM:& 

 
5 

 
4 

 
3 

 
2 

 
1 

5 SUI\ ¾}hK ¾T”uw ²È Ád¬nM::  
5 

 
4 

 
3 

 
2 

 
1 

6 ›”É U”vw KT”uw ¾^eI /i/” ¯LT­‹ 
�”Èƒ �”ÅU�²ÒÏ S”ÑÆ” ÁdÃHM/ 
hM/:: 

 
5 

 
4 

 
3 

 
2 

 
1 

7 uU�’u/u=/¨< êG<õ ¨<eØSÑ”²w 
¾T>ÑvI/i/” Ñ<ÇÂ‹ ^eI/i/ ›”Èƒ 
�”ÅU�²ÒÏ“ ›”Èƒ �”ÅUƒ¨×/ß/ 
Ã[ÇHM/hM:: 

 
5 

 
4 

 
3 

 
2 

 
1 

8 ¾T”uw ‹KA� �ÉÑƒI” /i”/  �”Èƒ 
�”ÅUƒÑSÓU/T>/ S”ÑÉ 
Áe}U`HM/hM:: 

 
5 

 
4 

 
3 

 
2 

 
1 

9  KT”— ¨<U ¾”vw ‹Ó` SõƒH@ �”ÇK¨< 
�”ÉƒÑ’²w /u=/ Ã[ÇHM/hM:: 

 
5 

 
4 

 
3 

 
2 

 
1 

1® uU�’u¨</u=¨</U”vw LÃ ¾}Sc[~ 
}Óv^ƒ” ŸK?KA‹ ÕÅ™‹I/i/Ò` Se^ƒ 
›”ÅUê‹M/Ã/ Áe}SU^M:: 

 
5 

 
4 

 
3 

 
2 

 
1 

11 uÓM ¾T”uw ‹KA�I” /i”/ �”É�Çw`/]/ 
Ã[ÇHM/hM:: 

 
5 

 
4 

 
3 

 
2 

 
1 

12 uUƒT`/]/uƒ ¡õM ¨<eØ u›Vm’ƒI/i/ 
KU”vu< ›e}ªê* �”É�Å`Ó/Ñ> 
ÁeÑ’´vM:: 

 
5 

 
4 

 
3 

 
2 

 
1 
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Student Mediation Questionnaire (SMQ) on teachers’ application of the mediation parameters 
 
  
  
How often does your English teacher: 
 

 Items  
Very often 

 
Quite often 

 
Sometimes 

 
Hardly ever 

 
Never 

1 give very clear instructions when he 
gives you  a reading task? 

5 4 3 2 1 

2 tell you why you are to do a particular 
reading activity? 

5 4 3 2 1 

3 explain to you  how carrying out a 
reading activity will help you in the 
future? 

5 4 3 2 1 

4 help you to feel that you are good at 
reading? 

5 4 3 2 1 

5 teach you how you can read better? 5 4  2 1 
6 teach you how to set your own goals in 

reading? 
5 4 3 2 1 

7 help you to set challenges for yourself 
and to develop strategies to meet those 
challenges? 

5 4 3 2 1 

8 teach you to set challenges for yourself 
and to develop strategies to meet those 
challenges? 

5 4 3 2 1 

9 help you to see that there is always a 
solution to  reading problems? 

5 4 3 2 1 

10 teach you to do  reading tasks together 
with other students ? 

5 4 3 2 1 

11 help you to develop as individuals?  4 3 2 1 
12 make you feel that you belong to the 

class  
5 4 3 2 1 

 
 

 
APPENDIX C-1 
 
 INTERVIEWS (The intervies were conducted in Amharic). 
A. Teacher pre-mediation Interview 
 
1. What is reading? 
2. What are the qualities of a good reader? 
3. What factors do you think can make a reading text difficult? 
4. Do you like teaching reading? Why or why not? 
5. How do you teach reading? 
6. What do you do in different stages (pre-reading, while reading and   
     post-reading) of reading? 
7. What do you do to help your students become better readers? 
 
B. Teacher post-mediation Interview 
 
1. What is reading? Can you tell me comparing your past and present conceptions of reading? 
2. Do you think mediating to your students’ reading is important? 
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3. Do you think the mediated students have increased participation in class? Have they developed their thinking   
    capacity? 
4. Can you tell about the mediated students capacity in synthesizing, analyzing, evaluating, etc. their readings? How   
    do you see it compared with their past experience? 
5. How do you evaluate the mediated students improvement in general? 
 
 
APPENDIX C-2 
 
 
¾}T]­‹ pÉS-T@Ç=¾i” nK SÖÃp 
 
1 U”vw T”uw ƒ¨ÇKI;.  
2. U”vw e�’w= �”Å@ƒ ’¬ ¾U�’u¬; 
3. U”vw ¾U�’u¬ KU” ¯LT ’¬; 
4. U”vw Ÿ¡õM ¬eØ ¾UƒT[¬ �”Å@ƒ ’¬; 
5. U”vw” ŸvÉ (¨ÃU kLM) ¾T>ÁÅ`Ñ¬ U”É” ’¬; 
6. U”vw TKƒ K›”} U” TKƒ ’¬; 
7. ¡õM ¬eØ ŸT>cÖ<ƒ ¾}KÁ¿ ¾s”s ¡IK„‹ uuKÖ ¾Uƒ¨Å=¬   
   ¾ƒ—¬” ’¬; 
8. KST]Á ŸUƒÖkS<v†¬ SéQõƒ ¬ß u �”ÓK= —́ ¾}éð   
   SêNõ �’vKI; 
 
 
¾}T]­‹ É�[-T@Ç=¾i” nK SÖÃp 
 
1 KZYƒ ¨^ƒ ¾”vw ƒUI`ƒ eƒT` qÃ}GM:: ÃI ¾U”vw ƒUI`ƒ KT”uw õLÔƒI' ‹KA�I“   
   ›SK"ŸƒI ÁÅ[Ñ¬” ›e}ªê* wƒÑMêM˜:: 
2. ƒUI`ቶቹ የማ”በw eMƒI” ለመቀየ` ረÉቶሀM; 
3 ›G<” ያገኘ¤¬” eMƒ K?KA‹” ƒUI`„‹ eƒT` ƒÖkUu�KI; 
4 አሁ” U”vw TKƒ K›”} U” TKƒ ’¬; 
3. ¾T”uw ‹KA�I U” ÁIM ›ÉÑ<ªM; Ÿuò~ Ò` ›’éê[I wƒ’Ó[˜:: 
5. ›G<” ¾}T`¤¬ ¾T”uw eMƒ ¾T”uw ቸሎታI” U” ÁIM ›dÉÔMHM; Ÿuò~ Ò` u”êê`   
  wƒÑMêM˜:: 
  
A. Student pre-mediation interview 
 

1. Do you like reading? 
2. How do you read reading materials? 
3. What are the purposes of your reading? 
4. How do you learn reading in your class? 
5. What do you think makes reading difficult? 
6. What is reading? 
7. Which the language skills do you like most? Listening, speaking, reading or writing? 
8. Do you read other materials other than the textbooks? 

 
B. Student post-mediation interview 
 

1.    You have learnt reading for 3 months. Can you tell me how the lessons helped you to change your   
       conception   of reading, to develop your reading ability and to arouse your reading interest? 
2.    Have the lessons helped you to change your approaches to reading? 
3     Has the reading approach you have been introduced with helped you to study other subjects effectively? 
4. What is reading? 
5. To what extent has the reading approach you have been introduced with helped you to develop your   
       reading capacity? 
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APPENDIX C-3 
 

pÉS-T@Ç=Âi” ¾SUI^” SÖÃp:: 
 
T-1 
 
Interviewer:    T”uw TKƒ K›”} U” TKƒ ’¨<? 
 
T1        u�’@ ›SK"Ÿƒ reading U”vw e”M eK ›”É ’Ñ` Ó”³u? KTÓ–ƒ ŸJ’  
          T‚]ÁM Hdw S¨<cÉ ›SK"Ÿƒ S¨<cÉ u²=I ’¨< �’@ ¾T¾¨< U”vw”:: 
 
Interviewer:   ›”Ç”É c­‹ U”vw TKƒ çNò¨< U” TKƒ �”ÅðKÑ SÑ”²w ’¨< ÃLK<    

      ›”Ç”Ê‡ ÅÓV U”vw TKƒ çNò¨< ¾éð¨<” Ndw Ÿ^e ›SK"Ÿƒ' Ÿ›"vu='   
      ŸT>�¨p �¨<’� Ò` ›Ñ“´x evaluate uTÉ[Ó ¾T>SeM” }kwKA ¾TÃSeM” ØKA   
      ¾T>H@Éuƒ H>Åƒ ’¨< ¾T>K< ›K<:: u›”} uŸ<M �”Èƒ �¾ªMI?  
 

T1                 �’@ ¾G<K}—¨<” Hdw ’¨< ¾UÒ^¨< U¡”Á~U ›”É êOõ uT>éõuƒ ¨pƒ   
      ¾çHò¨<” ´”vK?“ eT@ƒ �”ÅT>ÑMê �“¨<nK”:: U¡”Á~U ¾^c<” eT@ƒ“ ´”vK? 

�¾ÑKç �”ÅJ’ ÃÑv—M:: Ÿ²=I vgÑ` ¾çNò¨<” Ó”³u? KT¨p w‰ dÃJ” ›ÖnLÃ 
¾}T]¨<” Ó”³u? Teóƒ“ G<’@�¨<” u›Óvu< �”Ç=Ÿ}M Ÿ}ðKÑ G<L†¨<U  Background 
information uS’h’ƒ ŸK?KA‹ Ñ<ÇÄ‹ Ò` �ÁÑ“²u<  ÖpKM ÁK ›SK"Ÿƒ �”Ç=Ã²< 
ÃÅ[ÒM �”Í= u²=Á LÃ ¾}Ò^ TÉ[Ó“ ƒŸ<[ƒ SeÖ~ ›Óvw ’¨< w¾ ›KÑUƒU:: 
eK²=I ¾G<K}—¨<” Hdw �Ò^KG<:: 

 
Interviewer:   Ø\ ›”vu= ¾UƒL†¨< �”Èƒ ›Ã’„‹” ’¨<? 
 
T1  Ø\ ›”vu= ¾UK¨< ’Ña‹” SÑ”²w ¾‰K¨<” ’¨<:: ¾T>Á’u¨<” `°c S”ðe Ó”³u?   

 ¾¨cÅ¨<” ’¨<:: ª“¨<” Hdw ›SK"Ÿƒ Ó”³u? ¨eÊ ¾^c<” �¨<kƒ        
 KTÇu` Ø[ƒ ¾T>ÁÅ`Ñ¨<” ’¨<:: 
 

Interviewer:   U”vw ŸvÉ ’¨< K=Ác–¨< ¾T>‹K¬ U¡”Áƒ U”É” ’¨<? 
 
T1                               Ÿ^d‹” IÃ¨ƒ �”"D w”¨eÉ U”vw e”M u}KÃ Ÿ— vocabulary  K=•[¨< ÃÑvM::  

     u²=I c¨<¾¨< ›�Ua¨<” K =ÁÇw` ÃÑvªM:: ÁK²=Á ƒ”i ¾S†Ñ` G<’@� Ã•^M:: uK?L  
›SK"Ÿƒ ÅÓV �— w²< Ñ>²? MUÇ‹” ›”É nM ŸvÉ �”"D u=J” ¾²=Á” nM w²< Ñ>²? 
¾KSÉ’¨< ŸS´Ñu nLƒ refer �ÁÅ[Ñ< S¨<cÉ ’¨<:: ÃI ‹Ó` eLK nLƒ” u context 
S[Çƒ u}K¾ S”ÑÉ ¾S[Çƒ G<’@� vKS• \ �”Í= ’Ñ\ u²=I S”ÑÉ u=�Ã w²< 
¾T>Áe†Ó` ›K wÂ ›MÑUƒU:: 

 
Interviewer:   U”vw Te}T` Åe ÃMHM? 
 
T1           I like  ›­ 
 
Interviewer:   KU”É” ’¨< ¾Uƒ¨Å¨<? 
 
T1      U¡”Á~U ¾}KÁ¾ ›SK"Ÿƒ Ã•`HM:: U”vw ¾T>²ÒË¨< u}KÁ¿ TIu^©  

Ñ<Ç¿‹ LÃ ’¨<:: eK²=I ›SK"ŸƒI ¾}KÁ¿ social value ¾T¨p Ó”³u?    
eKT>•` IÃ¨ƒI” ÃK¨<ØMHM:: ›SK"ŸƒI ÃcóM:: 

 
Interviewer:   U”vw” w²< Ñ>²?  �e}U[ªKI; 
 
T1       ›”É ‹Ó` ›K ¾}T]­‹” Ó”³u? e”SKŸƒ w²<¨<” Ñ>²?  Ÿ�‹ ›S×Ö<  
             ¾reading skills  vI`Ã u×U ›Çwa ÁMS× eKJ’ ›G<” ÁM“†¨<” ’Ña‹    

G<K< KS}Óu` ƒ”i ‹Ó` ›K:: u×U Ã†Ó^M ƒ”i S”ðc<” ŸS”Ñ`  
vhÑ` }TEM„ Ãc×M TKƒ Áe†Ó^M:: 
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Interviewer:    }T]¨< �”Èƒ ’¨< U”vw ¾T>Á’u¨<? 
 
T1                  uTe}U`uƒ ¨pƒ ¾UÖkUv†¨< S”ÑÊ‹  ›K<:: SËS]Á Reading ukØ�  

ŸSÓv‚ uòƒ General questions �ÖÃn†ªKG<:: u^d†¨< ›SK"Ÿƒ ŸU”vu< Ò` 
¾}ÁÁ²< ØÁo­‹” ŸU”vu< ¨<ß ›”Ç”É ØÁo­‹” �ÖÃn†ªKG<:: ULi ÃcÖ<—M:: 
¾U”vu<” ßwØ �”Ç=Ã²<M˜ ’¨< Á”” ¾TÅ`Ñ¨< Á” "Å[ÓG< u%EL ¾UÑv¨< ¾U”vu< 
›"H@É TKƒU ¾}KÁ¿ ‚¡’>¢‹ ›K< �’²=Á” skimming & scanning ›Å`ÒKG<:: Ÿ²=Á u%EL 
U”vu<” ucóƒ �”Ç=[ÆM˜ eKUðMÓ contextual  meaning vocabulary ƒ`Ñ<U 
�“"H>ÇK”:: �’²=I” ""H@ÉG< u%EL U”vu<” �”Ç=Á’u< ›Å`ÒKG<:: 

 
Interviewer:   KU” ¯LT ’¨< �’²=I” eM„‹ ¾UƒÖkS¨<? 
 
T1              �’²=I eM„‹ ¾UÖkUuƒ U¡”Áƒ ¾U”vu<” ›ÖnLÃ S”ðe �”Ç=Á¨<l ’¨<::   

    KU”? U”vw de}U` nM unM ®.’Ñ` u®. ’Ñ` �”Ç=Á¨<l ›ÃÅKU ¾UðMÑ¨<    
ª“¨< lU ’Ñ\ U”vu< U” KTKƒ ’¨< ¾ðKÑ¨<; ¾U”vu< S”ðe U”É” ’¨<? Ã¤”” 
�’²=I ›"H@Ê‹ }T]¨< ukLK< �”Ç=ÚwÖ¨< Ã[ÇK<& ÁÓ³K<::  

 
Interviewer:   U”vw” KTe}T` ¾U”ÖkUv†¬” ¾}KÁ¿ stages ƒŸ}LKI? 
 
T1              ›­ pre- reading general question �ÖkTKG< while - reading }T]­‹ Á’vK<       

Silently.  Ÿ²=Á u%EL �Ÿ��L†ªKG< ‹Ó^†¨<” ke wÂ ›ÁKG< �[ÇKG< �”Ç”É    
Ñ>²? silent u=J’<U �Ï ›¨<Ø}¨< ÃÖÃl—M:: post- reading ÅÓV Ÿ²=Á ¾}³SÆ    
�”Ç”É ØÁo­‹” �c×KG< Gdu<” �ÖÃnK¨< �”Ç=Ák`u< (summary) ÁÅ`ÒK<::   
ŸSêNñ "K¨< ¨<ß }ÚT]  Ãc×M:: 

 
Interviewer:   }T]­‹I ¾T”uw ‹KA�†¬” ›”Ç=ÁÇw\ ›”Èƒ �Ó³†ªMI? 
T1      ›"H@Æ” �’Ó^†ªKG< instruct ›Å`ÒKG< u’Ñ`“†¨< SW[ƒ G<’@�­‹”  
            �Ÿ�}L†ªKG<& SY^ƒ ›KSY^�†¨<” ›ÁKG<& Ã¤ ’¨< K?L U”U ’Ñ`  
            ¾KU:: uS<K< KT¾ƒ vÃ‰MU  ¾}¨c’¨<” }T] KT¾ƒ �ÉK< Ã•^M:: 
 
Interviewer:  }T] ST` ¾T>‹K¨< (1) ðnÅ— c=J” (2) ¾T>T[¨< ƒUI`ƒ value  
                     �”ÇK¨< c=ÁU” (3) KQÃ¨~ ÖnT> SJ’<” c=Ñ’²w ’¨<:: �’²=I” u}SKŸ}  
            ¾U�Å`Ñ¨< �Ñ³ ›K? 
T1              Ã¤” KTÉ[Ó ¾T>‹Muƒ S”ÑÉ ›K:: ST`' T¨p' K¨Åòƒ ÁK¨<”          

    ÖkT@� Ã’Ñ^†ªM:: K¨Åòƒ ¾T>Öwn†¨< Ã¤ ’¨<:: ÃI” v�Å`Ñ< ÃI”  �Ñ—L‹G<          
    wƒ}¨<ƒ ÃI Ãk`v‹%EM:: eK²=I KT[U ¨e’< �L†ªKG<:: }T]¨< u²=Á SM¡ ^c<”    
    Áe}"¡LM ‹Ó` "Kuƒ ›G<”U ƒ„�M w¾ ›M}¨¨<U �[ÇªKG<:: 

 

T-2  
 
Interviewer:  T”uw TKƒ U” TKƒ ’¨<? 
 
T2              T”uw TKƒ grammar  function ¨ÃU vocabulary  introduction KTÉ[Ó interesting                   

    ¾J’ passage }S`Ù ÃS×“ Á”” ›”wu¨< Ÿ²=Á ¨<eØ information �¾KkS< understand     
    ¾T>ÁÅ`Ñ<uƒ grammar function introduction ¾T>ÁÅ`Ñ<uƒ ^c<” ¾‰K skill ’¨< wÂ ’¨<   
    ¾Teu¨<:: 
 

Interviewer:  }T]­‹ U”vw c=Á’u< ¾çNò¨<” Hdw �”Ç=Á¨<l ’¨< ¾T>Å[Ñ¨< ¨Ãe K?L    
            ¾T>Öupv†¨< ’Ñ` ›K? 
 
T2            �”Å¾U”vu< �“ u²=Á Unit  �”ÅT>Öupv†¨< �”ƒ” ÃKÁÁM:: specific information    
                      ¾T>Ö¾luƒ ›K:: ¾çNò¨<” idea ¾T>Ö¾luƒ ›K& u²=Á Unit }T]­‹   
           ›¨<k¨<ƒ }Ñ”´u¨<ƒ �”Ç=ÁMñ �”Å�cwuƒ ›KT ÃKÁÁM �”Ï ¨Ø ¾J’ ’Ñ`   
           ÁK ›ÃUeK˜U:: 
 
Interviewer:  Ø\ ›”vu= ¾UƒK¨< U” ¯Ã’ƒ  ›”vu= ’¨<? 
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T2              Ø\ ›”vu= ¾UK¨< ¾T”uw background ÁK¨< word building ¾T>Á¨<p SJ” ›Kuƒ   
                     exposure ÁK¨< uƒ”i c¯ƒ ¨<eØ w² T”uw ¾T>‹M ›Ã’ƒ ’¨< effective readier    
            ¾UK¨< �”Å²=I ¯Ã’ƒ c¨< KSJ” ÅÓV Á c¨< exposure K=•[¨< ÃÑvM:: 
 
Interviewer:  U”vw  ŸvÉ ’¨< ¾U”K¨< uU” G<’@ � LÃ ’¨<? 
 
T2               Title  Ã¨e’ªM:: Ÿ day- to-day activity Ò` ÁM}Ñ“– ÁM}ÁÁ² ŸJ’ ›G<” Ÿ}T   
            ›"vu= LK< eK �`h T”uw LÃÑv†¨< Ã‹LM U”vu< LÃ ¾}ÖkSv†¨< words   
                      ¨d˜’ƒ ›L†¨< nL~ ŸvÉ ŸJ’}T]­‹ LÃ[Æ Ã‹LK<:: K?KA‹ ó¡}a‹   
            KUdK? comfort ›KS•` SêNõ ›”É SêNõ ŸJ’ pace �Ÿ<M eKTÃJ” ›”Æ   
            c=Ú`e K?L¨< ›ÃÚ`eU:: 
 
Interviewer:  U”vw Te}T` ƒ¨ÇKI? 
 
T2               ›­ 
 
Interviewer:  ›w³—¨<” Ñ>²? high school level SUI^” Ã²K<�M }T]­‹ ›ÃT\U ÃvLM::    
            KU”É” ’¨< ¾TÃT\ƒ? 
 
T2              u²=I ¯Sƒ ICT  introduced eKJ’ there is no way to escape U”U  

¾U�Mõuƒ U¡”ÁƒU ›Ã•`U Ÿ›G<” uòƒ ÃÅ[ÒM ¾}vK¨<U ¾T>SeK˜ traditional 
way of teaching reading skill ›K:: ›e}T]¨< lV Á’wL†ªM ŸSêNõ �Ø[ƒU K=J” 
Ã‹LM ›”É Ñ>²? G<Kƒ Ñ>²? Á’vM �”Å  listening skill ÓÈ� ÃJ“M:: �’c<U LÃ[Æƒ 
Ã‹LM:: ƒUI`~ tiresome ÃJ“M SêNõ u¾�Í†¨< u=•` Ó” }T]­‹ ^d†¨< Á’vK< 
kÅU wK¨<U ›”wu¨< }²ÒÏ}¨< �”Ç=SÖ< ÃÅ[ÒM:: ¾T>K<ƒ K²=Á ÃSeK —M:: �’@ 
u`ÓØ experience ¾K˜U ›Ç=e ’˜:: 
 

Interviewer: U”vw” �”Èƒ ’¬ ¾U�e}U[¬? 
 
T2           Ÿõ}— ƒUI`ƒ }sU ¾}T`’¨< how to teach reading skill ›K Pre-reading, while   
                   Reading,  post- reading  ¾T>vK< stages ›K< pre- reading ÁK< activities introduced ÃÅ[ÒK<    

U”vu<  introduced Ÿ}Å[Ñ u%EL ›”Ç”É scanning ¨ÃU skimming  ŸÖ¾pG< u%EL ¨Å   
U”vu< �H@ÇKG<:: �”Å U”vu< ¯Ã’ƒ }T]­‹ u²=Á U”vw ¨<eØ �”Ç=Ñ’²u<ƒ   
Ÿ�KS¨< ›”é` specific information identify �”Ç=ÁÅ`Ñ< ¨ÃU K?KA‹U activities  "K<   
¾}KÁ¿ sub-skills �¾Ö¾pG< Ÿ²=Á u%EL ¨Å K?L¨<  �H@ÇKG<:: 

 
Interviewer:  u’²=I u3~ stages ¾U�Ÿ“¨<“†¨< }Óv^ƒ U” U” “†¨<?  
 
T2          w²< Ñ>²? skimming and scamming qualities “†¨< Introduced TÉ[Ó ’¨< U”vu<”   
           Ÿ}KÁ¿ real- life situations Ò` ›Ñ“˜„ ¾}¨c’< ØÁo­‹” SÖ¾p discus s �”Ç=ÁÅ`Ñ<   
           ’¨<  while- reading stage LÃ w²< Ñ>²? guide TÉ[Ó ’¨< �”Ç=I ’¨< ¾U�Å`Ñ<     

  wKA ›KT†¨<” �”ÇÃ[c<  TÉ[Ó ’¨<:: post reading comprehension questions ÃW^K<   
  while reading questing meaning   K=W^ Ã‹LM::Techniques for how to read effectively    
   ›dÁ†ªKG<:: T”uw eK‰K< w‰ read’Ñ skills ›¨l TKƒ �”ÅTÃ‰M“ �”Èƒ T”uw    
  �”ÇKv†¨< ›e[Ç†ªKG< uSÚ[h­‡ 5 Åmn­‹  advise  ›Å`Ò†ªKG<:: 
 

Interviewer:  }T] ST` ¾T>‹K¨< (1) ðnÅ— c=J” (2) ¾T>T[¨< ƒUI`ƒ value  
                     �”ÇK¨< c=ÁU” (3) KQÃ¨~ ÖnT> SJ’<” c=Ñ’²w ’¨<:: �’²=I” u}SKŸ}  
            ¾U�Å`Ñ¨< �Ñ³ ›K? 
 
T2           w²< Ñ>²? ›Å`ÒKG< TKƒ ÃŸwÅ—M& Ó” ›Mö ›Mö }T]­‹ õLÑAƒ dÁd¿       
           c=k` initiate  KTÉ[Ó �”Å²=G< ¯Ã’ƒ advice �c×KG<:: 
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(TRANSLATION: Pre-mediation Teacher Interview) 
 
Interviewer: What is reading? 
 
T1 :      For me reading is getting information from reading materials and understanding others’ views. 
 
Interviewer: Some people say that reading is understanding the writer’s views, while others say it is understanding   
                     the writer’s views in relation to one’s experiences and environment and evaluate them to reject or to   
                     accept. What is your opinion? 
 
T1 :       I support the second idea. We know any piece of writing reflects the writer’s attitude and interest. But I   
                     believe that a reader needs to relate the information in the passage with experiences to understand it   
                     wholly. 
 
Interviewer: What are the qualities of a good reader? 
 
T1 :       Good readers understand what they read. They understand the general idea of the piece of writing and   
                     try to build their knowledge on it. 
 
Interviewer: What factors do you think can make a reading text difficult? 
 
T1 :        If we take ourselves as examples, we need to have adequate vocabulary. Unless one has a good   
                      knowledge of vocabulary, he will be in problem. We usually refer to a dictionary when we face   
                      difficult words. We do not usually infer meaning from contexts. That is where our problem lies. Our   
                      students also have this problem. If they had a good knowledge of vocabulary, I do not think there   
                      would be any problem. 
 
Interviewer:  Do you like teaching reading? 
 
T1 :        Yes. 
 
Interviewer:   Why do you like it? 
 
T1 :          Since reading materials reflect various societal values, you can develop wider perspectives. Reading   
                        changes your attitude and your life. 
 
Interviewer:     Do you teach reading? 
 
T1 :           The students did not have a good background in reading at lower levels. So,  it has been very difficult   
                         to implement the principles of effective reading in our class.  
 
Interviewer:      How do students read? 
 
T1 :           I have my own approach to teach reading. I ask my students some general questions before they start   
                         reading. I ask them questions related to the passage in which they reflet their own views and   

experiences. I do this because I want them to understand the content of the passage. Then after, I tell     
my students to skim and scan. Since I want them to understand the passage, I train them to get  
meanings of words from contexts. After they have learnt how they can get meanings of words from 
contexts, they start reading. 

 
Interviewer:      Why do you use these strategies? 
 
T1 :             Because I want my students to understand the general idea of the passage. I don’t want my students   
                           to read word by word or sentence by sentence. What I want them to focus is on the general idea.   
                          And I believe that these strategies can help my students understand the general idea. 
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Interviewer:      Do you apply the different stages of teaching reading? 
 
T1 :           Yes. I ask pre-reading questions. Students read a passage silently during the while-reading stage.   

Then after, I follow-up and understand their problems. Although they are reticent, there are times 
when they ask me questions. I also give them post-reading questions which are related to the content. 
They summarize. They are also given questions which are not included in the text. 

 
Interviewer:      How do  you help your students  to develop their reading capacity? 
 
T1 : I   instruct them about how they should read. I follow up whether they do the reading task according 

to my instruction . In fact, it is not possible to  see the performance of all the students. At least, I see 
the activities of few students.  

 
Interviewer:    Students read better when they are willing to learn, when they sense value to what they read, and   
                        when they feel that the reading has personal significance to them . How do you help your students  
                         towards getting these affective  situations? 
  

 T1 :                      Yes,  I tell them that knowing things (through reading ) has relevance in their future career. I till them   
                             that if they read they will get something; otherwise, they will be looser. So students change their     
                             negligence to reading. If I find them failing to follow my advice, I repeatedly do it for their advantage. 

 
 

T-2 
 
Interviewer:      What is reading? 
 

T2 :             For me, reading is a skill  that serves to introduce new grammatical functions and vocabulary.    
                  Interesting passages, which students can understand and get information from, will be selected. 

 
Interviewer:      When your students are reading, are they required only to understand the intent of the writer, or   

                  is there anything else expected of them? 
 
Interviewer:      This depends on the nature of the reading text and on what the unit requires them to do. There are   
                          times when they [the students] are asked for  specific information. There are also times when   
                          they are required to understand the intent of the writer. In general, this varies depending on the   
                          objective of the unit. 
 
Interviewer:      What are the qualities of an effective reader? 

 
T2 :             For me , an effective reader is one who has a good deal of reading background, who has the   
                  knowledge of word building, who has exposure, and who an read a lot within a short period of time. 
 

Interviewer:      What factors do you think can make a reading text difficult? 
 

T2 :             This basically depends on the title of the text. This means, if the title is not common and not related   
                   to they day- to- day activity of the reader, it will be difficult. For example, a passage dealing with    
                  agriculture might be difficult for a reader who does not have experience of rural life. The inclusion  

of many new words might also be one factor which makes a text difficult. Furthermore, factors such 
as the absence of comfort and the shortage of textbooks might play their role in making a text 
difficult. 

 
Interviewer:      Do you like to teach reading? 
 

T2 :             Yes  
 

Interviewer:      It is reported that quite often, at high school level, teachers jump reading lessons. As a result,   
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                         students do not learn reading, what do you think is/are the reason(s) for jumping the   
                         reading lessons? 
 
T2 :                  This year, because we use the ICT, we are obliged to teach reading. Previously, however, I think,   

                     reading was not taught effectively because teachers followed the traditional way of teaching on one 
hand, and there was dearth of books on the other. The reading lesson resembled a listening lesson for 
the students learnt reading by listening to what the teacher read. This was demotivating and 
tiresome. If, on the other hand, they had had enough books, they themselves could have read the 
passage, or they might have made read it ahead at home. Any way, I am a novice teacher- not 
experienced …. 
 

Interviewer:      How do you teach reading? 
 
T2 :                  When we were at a higher institution, we were provided with a course on how to teach the reading   

skill. In teaching reading, there are three stages: the pre-reading, while reading, and post reading. In 
the pre- reading stage, I introduce the passage by asking some background questions. After the 
passage is introduced, some scanning and skimming activities are done. Then, I move on the main 
activities of the passage.  Based on what the students are intended to understand, I help my students 
to identify specific information. If there are other activities, I go through them turn by turn. 
 

Interviewer:      What activities do you perform in these three stages? 
 
T2 :                  Most of the time, I employ skimming and scanning to introduce the passage. These introduce the   

passage by asking questions which are related to real life situations. In the while reading stage, I 
guide my students to follow the right track. In the post reading stage, students are asked to do 
comprehension questions. I tell them some techniques for how to read effectively. I also tell them 
that reading is not simply reading. It goes beyond the lines. During the last  five minutes, I offer 
them some pieces of advice. 
 

Interviewer:      Students read better when they are willing to learn, when they sense value to what they read, and   
                         when they feel that the reading has personal significance to them . How do you help your students  
                         towards getting these affective  situations? 
  
T2 

APPENDIX C-4 

:                    I do this sometimes. When I detect a loss of interest in my students, I attempt to initiate them by   
                         providing them with advice and by telling them things like  humor and proverbs. 
 
  
 

 
    É�[ T@Ç=¾i” ¾T@Ç=}\ SÖÃp:: 
 

Interviewer:       ”ባw TKƒ K›”} pÉS T@Ç=¾i”“ ÉI[ T@Ç=¾i”  U” TKƒ ’¨< ? 
 
 T3 

Ñ>²?U [ÍÏU êOö‹” Te’uw' u^d†¨< �”Ç=Á’u< TÉ[Ó ’¨<:: ŸT”uv†¨< uòƒ 
pre-reading Activities ›K< �’²=Á” TW^ƒ �”Ç=SMc< TÉ[Ó Ÿ²=Á u%EL ¨Å U”vu< 
�”Ç=Ñu< TÉ[Ó“ uU”vu< S"ŸM ›"vu= while-reading activities ›K< �’²=Á” �”Ç=W\ 
TÑ´& ከ²=Á u%EL post- reading activities ›G<”U u}SddÃ SMŸ< ŸU”vu< ÁÑ–<ƒ” 
comprehension questions, filling the blanks  �”Å²=I �”Å²=I ¯Ã’„‹” exercises 
TW^ƒ ’¨<:: ÃI Ÿ²=I uòƒ uƒ/u?ƒ ¨<eØ ¾U”W^uƒ ’¨<:: ›G<” u²=I mediation 
�”ƒ” ÁÑ–G<ƒ K¾ƒ ÁK ’Ñ` u=•` Ó” ¾T>Á’u<ƒ” ’Ñ` Ÿ›"vu=Á†¨<“ Ÿ²=Á uòƒU 
ŸMUÇ†¨< Ò` �ÁÑ“²u<ƒ Ÿ}Úvß G<’@�­‹ Ò` uTÑ“²w uU”vu< ÁÑ –<ƒ” 
Ÿ’<b†¨< Ò` Ÿ›"vu=Á†¨< Ò` �Á³SÆ Á””  relate  �”Ç=ÁÅ`Ñ<“ Actively uêOõ 
LÃ ÁL†¨<” ›e}Á¾ƒ �”Ç=c ’´\& Ÿ²=I uòƒ ¾T>Á¨<lƒ ’Ñ` "K ÅÓV Ÿ²=Á Ò` 

:  (Mediator)   Á¨< ”ባw TKƒ u²=I uSÅu—¨< ƒUI`ƒ  LÃ ¾}ÅÑð ›Ýß` ›”Ç”É  
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¾T>ÁS³´’<uƒ ’Ñ` �”Ç=•^†¨< SÑóóƒ encourage TÉ[Ó u²=I ¨<eØ �”Ç=Ñu< 
TÉ[Ó ’¨<::  �“ ŸêOõ knowledge  ›Ñ—KG< wKA ¾SU×ƒ MUÆ Sp[ƒ 
�”ÇKuƒ“ G<K<U ’Ñ` ¾T>S’Ú¨< ›”É c¨< ŸT>Á¨<k¨< S’dƒ �”ÇKuƒ ¾T>[Ç 
’Ñ` J• ’¨< ÁÑ–G<ƒ:: �“ Ÿ²=I u òƒ ¾Te}U[¨<“ ›G<” }T]­‹” mediate 
uTÅ`Óuƒ  Ñ>²? M¿’<ƒ ÁÑ–G<ƒ u²=I SMŸ< ’¨<:: 

 
Interviewer:       Reading  pÉS T@Ç=¾i”“ ÉI[ T@Ç=¾i” K›”} ÁK¬ ƒ`Ñ<U �”Èƒ ’¨<; 
 
T3 :                   Reading ›”É ›”vu= ukØ� Ÿ²=Á ŸêOõ ›”É ’Ñ` ¾T>ÁÑ˜uƒ ’¨<:: ›”É  

concept TÓ–ƒ Ã•`u�M }wKA ¾T>�S”uƒ ’Ñ` �”Å’u[ ’¨< �’@  
¾T¾¨<:: ›w³—¨<” Ñ>²?  Throughout my life  �’@  uƒ/u?ƒ Jነ u›e}T]’ƒ ukØ� 
Ÿ²=Á Ÿ²=Á Ÿ}éñƒ ›”É lU ’Ñ` SÑw¾ƒ �”ÅJ’ ›É`Ñ@ ’u` ¾UÑU}¨< u²=I u 
mediation Ó” ÁÑ–G<ƒ ’Ñ` ŸêOõ ¨× wKA Tcw Ÿ real world Ò` �ÁÑ“²u< Á ’Ñ` 
�”Å ›Ò» ’Ñ` �”Ç=G<U G<K<U ’Ñ` ›Ç=e SJ” �”ÅTÃ‹M eK²=I "K¨< ’v^© 
G<’@� S’dƒ �”ÅT>ÁeðMÓ“ ›Ç=e ’Ñ` ›Ñ—KG< wKA dÃJ” T”uw ÁKuƒ 
uT>Á¨<k¨< LÃ SÚS` �”ÅT>•`uƒ ›Ã’ƒ SeKA ’¨< ¾T>�¾˜ eK²=I }T]­‹” 
u²=I LÃ ’¨< �”Ç=Ñóñ ¾[Ç%E†¨< ’¨< ¾UK¨<:: �’c<U �”ƒ’< Ñw…†ªM u¡õM 
¨<eØ  ÁK¨< Reading  ›G<”U u²=I M¡ ¾U“¨<k¨< ’Ñ` ›K:: G<K<U ’Ñ`  K" 
ŸêOõ uT”uw w‰ ›ÃÑ˜U ¨ÅT>M SÅUÅT>Á LÃ �”Ç=Å`c< ’¨< SÑ”²w 
¾‰MŸ<ƒ:: 

 
Interviewer:       Mediation K}T] ÖnT> ’¨< ƒLKI? 
 
T3 :                   u×U ÖnT> ’¨<:: ›G<”U �¢ ÅÒÓT@ �”Ç’dG<ƒ u×U ÖkT@� ›K¨<::  

G<K<U SUI` u}KÃU ¾�”ÓK=´ — s”s not only  u�”ÓK=´— ¾›T`— s”s ^c< Ã¤ 
native language  u²=I ¯Ã’ƒ SMŸ< u=S^ SUI\U trained u=J” ¾uKÖ 
¾T>Áe}U[¨<” }T] }ÖnT> TÉ[Ó �”ÅT>‹M ÃÑv —M:: G<L‹”U u›”É ¯Ã’ƒ  
system trained ¾J”” eKJ’ Ÿ²=I uòƒ ¾’u[” reading  ›SK"Ÿƒ  ›Ç=e ’Ñ`  
SÑw¾ƒ' ›Ç=e ’Ñ` ŸêOõ SÑw¾ƒ ›É`Ñ” ’u` ¾U”SKŸ}¨<:: still ŸSUI\ w²< 
lU ’Ñ` KTÓ–ƒ ‰MŸ< �”Ï K?L¨< ’Ñ` �”ÇK ’¨<:: As if ¾}¨c’ paragraph "Lƒ 
Article ›”É ›Ç=e ’Ñ` lU ’Ñ` ÁLƒ ’Ñ` KSÑw¾ƒ S‰M ›É`ÑA ’¨< ¾T>SKŸ}¨< 
Ó” ›ÃÅKU:: �’@ �”Å}[ÇG<ƒ "K Ÿ’v^© Ÿ prior knowledge Ÿ›"vu=¨< ŸU�¨<k¨< 
’Ñ` G<K< }’e}I }ÚT] ’Ñ` Ÿƒ”i êOõ TÓ–ƒ ›É`Ñ@@ ’¨< ¾}SKŸƒG<ƒ:: �“ 
u×U ÖkT@� ›K¨<:: G<K<U ¾s”s SUI` u²=I ¯Ã’~ trained J•  Ÿ}T]­‡ òƒ 
u=k`w }T]¨<U }ÖnT> ÃJ“M:: ›"vu=¨<” ›eõ„ SSMŸƒ Ã‹LM:: 

 
Interviewer:      Mediated ¾J’< }T]­‹ u participation “ u thinking capacity uŸ<M  
       Ád¿ƒ K¨<Ø "K wƒÑMêM˜? 
T3 :                   SËS]Á ÁK¨< MUÇ†¨< Ÿ primary school Á¨< ’¨< ›”É” Article uT”uw   ›Ç=e  

’Ñ` KTÓ–ƒ ›É`Ñ¨< ’¨< ¾T>ÑU~ƒ:: u²=ÁU ¾Te}T` ²È ›Mð¨< ¾SÖ< eKJ’ 
¾²=Á ¯Ã’ƒ �”ƒ” ’¨< ¾’u^†¨< SËS]Á:: v%EL Ó” u²=I umediation �¾�Ñ²< �”ƒ” 
uT>K<uƒ Ñ>²? �’`c<U ^d†¨< }K¨<ÖªM:: SËS]Á Ÿ’u^†¨< ›SK"Ÿƒ �L Ÿ›”É  
unit ¨Å K?L unit  �¾}hÑ`” uH@É” Ñ>²? �¾}K¨Ö<  participation  �”Å²=G< G<K<U 
¯Ã“†¨<” ¾ÑKÖ<uƒ ’¨<:: SËS]Á ¾’u^†¨< Á¨< traditional ¾J’ teaching 
methodology ’¨<  Wõ• ¾’u[ uprimary school Ÿ²=Á ¨Ø„  ²Ö’— ¡õM SÓvƒ 
ÅÓV it was the same thing even though  u›G<’< c¯ƒ student cantered 
methodology ’¨< ¾T>vK¨< u=J”U SUI\ w²<U ÁM}K¨Ö eKJ’ ¾²=Á ¯Ã’ƒ 
›SK"Ÿƒ ’¨< ¾’u^†¨<:: Ã¤ u›Ç=c< methodology Ÿ�’@ Ò` uq¿uƒ Ñ>²? Ó” 
¾’u^†¨<” ›SK"Ÿƒ G<K< ¾×K< ÃSeK—M:: U¡”Á~U ŸêOõ ›”É lU ’Ñ` ¨ÃU 
›Ç=e ’Ñ` TÓ–ƒ ¾T>K¨< ’Ñ` k`„ Ÿ›"vu= Ò` ›Á³SÆ K" � —U �“¨<p •bM 
Ÿ›"vu=Á‹” ÁK ’Ñ` ’¨< K" uêOõ ¾U“Ñ–¨< U”›Mvƒ ¾U”ÚU`uƒ ƒ’i ’Ñ` ’¨< 
¾T>M ›SK"Ÿƒ ›Éav†¨< ¾T>Á¨<lƒ” ÁIM ¾S“Ñ` MUÉ ›Çw[ªM:: u�”ƒ’< LÃ 
êOõ ƒ”i ÁÓ³†ªM:: ¨Å^d†¨< ¨Å%EL ÃSKc<“ u›"vu=Á‹”U �”Å²=I ›K K" ? 
�c<” Á’dK< Ÿ²=Á Ò` uT³SÉ ŸêOõ K" ƒ”i ’Ñ` ’¨< ¾U”ÚU` �”Ï ¾T>u³¨<” 
�— ’” ¾U“¨<k¨< ¾T>M ›Çw[ªM:: eK²=I actively ’¨<  participate  ÁÅ[Ñ< hot 
discussion  ’u` ¨Å SŸŸK<“ ¨ÅSÚ[h ›"vu= �“ progress ’u` ’¨< ¾UK¨<:: 
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Interviewe :      uØ“~ ¾}"}~ }T]­‹ problem- solve, analyze, synthesize, evaluate        
             uTÉ[Ó uŸ<M kÅU c=M Ÿ’u^†¨< ‹KA�“ K?KA‹ }T]­‹ "L†¨< ‹KA� Ò` c=’éç`                   
               U” ÃSeLM? 
 
T3:                    ƒ¡¡M Ã¤  Ÿ²=I uòƒ u’u[¨<  traditional method of teaching ›”É  

›e}T] u¡õM ¨<eØ as the only source of knowledge ›É`ÑA SlÖ` ’u`:: eK²=I 
G<K~ }SddÃ �”ÅJ’< ÃÑv—M:: ŸêOõ ›”wx ¾T>[Æƒ ’Ñ` ›Ç=e �¨<kƒ TÓ –ƒ 
u¡õM ¨<eØ ÅÓV M¡  �”Å ›”É ¾�¨kƒ U”ß �”ÅJ’“ G<K<U  ’Ñ` Ÿ�c< 
�”ÅT>²”w ›É`ÑA SSMŸƒ ’u`::  That is why ›G<” ¾›”}¨< mediation ureading 
LÃ ›”É ›e}T] mediate TÉ[Ó �”Å›Kuƒ“ u class teaching methodology 
student- centered SJ’< G<K<U �”É ¾T>SdcK<uƒ �”ƒ” ›K:: }T]¨< ^c<” u^c< 
u¡õM ¨<eØ Gdw �”Ç=c’´` TÉ[Ó' ›”É ’Ñ` ›”wx conclusion �”Ç=cØ TÉ[Ó' 
summarize TÉ[Ó' Synthesize TÉ[Ó �’²=I �’²=I  G<K< activities u^c< �¾�Ñ²< 
TÉ[Ó �”ÇKuƒ UŸ”Á~U ŸêOõ ¾T>ÁÑ–¨< ƒ”i ’Ñ` ’¨<:: ŸSUI\ ¾T>ÁÑ–¨<U 
ƒ”i ’Ñ` ’¨<:: ›w³—¨< Ó” u›"vu=¨< ’¨< ÁK:: eK²=I ›"vu=¨<” Ã¤¨< u¡õM ¨<eØ 
›”É ›e}T] student-centered methodology SÖkU K}T]¨< ƒMp KU`U` 
¾T>[Ç' }T]¨< �”Ç=ÖÃp ^c< ›”É” problem solve ¾TÉ[Ó' ¾K?L  c¨< 
dependent SJ” �”ÅK?Kuƒ& ÃI” ÃI” G<K< �”Ç=ÁÅ`Ó ¾T>ÁÓ²¨< eKJ’ q”Ð 
methodology ’¨<:: Ã¤ uSL uSÅu— ƒ/u?„‹U J’ u¿’>y`c=+ Å[ÍU SKSÉ  
ÁKuƒ ÃSeK—M:: otherwise ¾Éa ›SK"Ÿ�‹” ¾SUI\U ÃG<” ¾}T]¨< uSUI` 
LÃ dependent ¾SJ” Ÿ¡õM ¨<eØ' uêOõ w‰ G<K<U ’Ñ` �”ÅT>Ñ˜ ›É`ÑA SH@É 
¾T>ÑAƒƒ �”Í= ^e” ¾T>ÁhiM ›ÃÅKU::  Problem-solving ¾J’ generation 
SõÖ`U ›Ã‰MU:: �“ appropriate ¾J’ methodology ’¨< w¾ ’¨< ¾TU’¨<:: 

 
Interviewer:       �’²=I uØ“~ ¾}"}~ }T]­‹ ¾}ðKÑ¨<” ¡IKAƒ TÓ–�†¨<” Ñ<ÇÃ �”Èƒ ’¨<   
               ¾UƒÑSÓS¨<? 
 
T3 

 

:                    uƒ¡¡M 100% LÃJ” Ã‹LM:: U¡”Á~U ¾MÐ‹ Background  ¨d˜                       
’¨<::�”ÅU�¨<k¨< }T]­‹” uUƒS`Øuƒ Ñ>²? u random sampling ’¨< select 
¾}Å[Ñ< Zeƒ ¯Ãƒ }T]­‹ �”Å’u \ ÃÑv—M:: fast learners ’u\' medium 
learners ’u\' low learners uS"ŸM ›K<::  This is usual and natural eK²=I u¡õM 
¨<eØ ¾U“Ñ–¨< ¯Ã’ƒ }T] varieties of �”ƒ” ¾’u^†¨< }T]­‹ eK’u\ ¾ÓÉ 
’¨< ›”É LÃ ÃH@ÆK< TKƒ ›ÃÅKU:: SÚ[h LÃ Ó” observe ÁÅ[ÓG<ƒ ’Ñ` u=•` 
�’²=I ¾}KÁ¿ �”ƒ” ¾’u^†¨< }T]­‹ ¨Å Sk^[w Å[Í Å`dDM::  Lower 
learners ¨Å medium learners  ¨Å ’u\uƒ ›"vu= �’²=I ÅÓV ¨Å fast learners 
¾}ÖÑ<uƒ“ G<K<U }S××˜ ¾J’ activity “ participation  ’u^†¨<:: ¨ÅSÚ[h �— 
�”ÅU”ÑU}¨< G<Kƒ ¾T>J’< }T]­‹ w²<U Ã¤ ’¨< ¾T>vM ¾}ÚuÖ 
participation ÁM’u^†¨< the rest 10 Ó” actively ’¨< participate  ÁÅ[Ñ<:: eK²=I 
K¨<Ø ›K:: Ÿ12~ 1® ÇI“ J’< TKƒ u percent  w“cL¨< 80% and above J’ TKƒ 
’¨<:: eK²=I appropriate ¾J’ methodology  ’¨<:: effective   ’¨< TKƒ ’¨< Ÿ²=I 
S[Çƒ ¾U”‹K¨<:: 

(TRANSLATION: Findings of post-mediation questionnaire)  
 
Interviewer:       What  is reading? Can you tell me comparing your conception about reading before and after   
                            mediation? 
 
T3 

used to provide the students with  pre- reading,  while- reading and post- reading activities. Thus,   
reading to me was assisting  students to read a text; making learners answer while- reading and post- 
reading activities such as comprehension questions, fill-in the blanks and other related exercises. 
This is what I thought what reading was. However, after I got important points from the mediation 
theory, I recognize the difference between teaching reading traditionally and through mediation. 
Mediation in reading helps students to relate the text they are reading with their life experience, the 
real world, their knowledge on the reading topic, and to express their ideas about the reading text. 

:                   Reading is helping students to read short or long articles. Before I mediated to the students reading, I   
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Thus, mediation helps students to associate their prior knowledge and real world with the ideas 
stated in a reading text. In general, these are some of the differences between the traditional method I 
used to teach and the new teaching methodology, mediation, I am using now. 

 
                        I thought that reading is an activity through which new knowledge and concept is gained. I blindly 

accepted anything written as perfect.  But now from mediation concept I perceive that reading is an 
activity which require a reader to associate (relate) a reading text with the real world and prior 
knowledge she/he had so that she/he can read effectively. Thus,  it is not right to expect purely new 
knowledge only from the reading text, rather we should to our previous knowledge associating it 
with the real world in general and with the environment we are living in. I assisted my students to 
think and practice in that way. And the students understood what was required of them and the 
importance of their own thoughts. 

 
Interviewer:       Do you think  that mediation is important for students? 
 
T3 :                  It is certainly important. However, to achieve effective results  not only English language  

          teachers but also Amharic teachers should be trained in in-service training about  mediation. As you 
know we all are trained in a traditional teaching method, which basically considers reading as the 
only source of gaining new knowledge. As far as  mediation is concerned, it is helping students 
construct (persona) meaning by relating the information in the reading text with the real world and 
their prior knowledge we have. Thus, if all language teachers are trained in this way, students will 
benefit a lot. It helps students  understand the reading text deeply. 

 
Interviewer:     Can you tell me the ability of the mediated students in problem-solving, analyzing, synthesizing,   
                        and evaluating as compared with their past experience and the ability the other students who are   
                           not mediated? 
 
T3 :                  Previousley, students considered the teacher as the only source of knowledge. Teacher’s role as   

mediator and student-centered approach resemble in some way. The students express their views, 
conclude, summarize, synthesize and problem-solve based on their readings. The method, thus, helps 
them to become independent, creative learners. I think it should be used in different levels including 
university level. Otherwise, our old views of entirely depending on written texts and teachers would 
not improve us at all. We cannot create a problem-solving generation. So, in general I believe that it 
is an appropriate methodology. 

 
Interviewer:       How do you evaluate the mediates reading development? 
 
T3 

 

:                   The students’ reading development cannot be taken as 100% a success, because the students’   
 background contributes a lot. As you remember, you selected the students from the high, average, 
and low achievers. It is usual and natural to find different ability groups in a class. So, we cannot 
expect all of them to perform or progress equally., but I have observed that these students have 
developed their reading capacity. Their gap was narrowed, and nearly all had active participation at 
the end. In fact, 2 students did not participate as expected. The rest ten, however, were very much 
active. This shows above 80% of the students participated actively. And therefore, I can say that the 
methodology is an appropriate and effective methodology. 
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APPENDIX C-5 
pÉS-T@Ç=Âi” ¾}T]­‹ SÖÃp:: 

 
 

 M1 
 
Interviewer: T”uw ƒ¨ÇKI 
 
M1      ›­ U”vw uSÖ’<U u=J” ¾�”Óሊ´— U”vw �¨ÇKG< Ó” U”vu< uSêNፉ LÃ ¾}¨c’ ’¨<  
 
Interviewer: e�’w Åe wKAI ’¨< ¾U�’u¨< 
 
M1   uU”vu< ¨<eØ ÁK<ƒ” nLƒ "¨p%E†¨< Åe wKA˜ ›’vKG<:: 
 
Interviewer: ŸuÉ ÁK< nLƒ ¾T�¨<n†¨< c=ÁÒØUI U” �Å`ÒKI; 
 
M1   SUI` �ÖÃnKG< ¨ÃU Ç=¡i’] ›ÁKG<:: 
 
Interviewer: U”vw e�’w �”Èƒ ’¨< ¾U�’u¨<; 
 
M1  SËመሪÁ SUI\ ›”wu< ÃK“M:: "’uw” u%EL �c< ƒ`Ñ<U Ã’Ó[“M:: c=’Ó[” �— Ÿu?�‹”   
              }²ÒÏ}”uƒ ŸJ’ Á”” ›”wu” �”[ÇªK”:: Ó” "M}²ÒË”uƒ S<K< uS<K< ›”wu< eKT>K”   
        �“’uªM” :: Ó” ŸuÉ ÁK< nLƒ "K< eKT”[Ç¨< ¾ÓÉ �c< �e+}[Ñ<S¨< �”ÖwnK”::  
 
Interviewer: Ÿ²=Á u%ELe ¾U�Å`Ñ<ƒ U”É” ’¨<; 
 
M1   un ª“¨< nL„‹” �“¨<nK”:: ¾passage SM°¡ƒ �“¨<nK”:: ØÁo­‹” uU”vu< SW[ƒ   
               �”SMdK”::  
 
Interviewer: ¾ØÁo­‡ Ã²ƒ U” ÃSeLM; 
 
M1  
 

 ŸU”vu< LÃ Á}¢\ “†¨<:: 

Interviewer: KU” ¯LT ’¨< ¾U�’u¨<; 
 
M1  ›”É” ’Ñ` ›e�¨<c” Á”” ¾Te�¨e ‹KA�‹”” KT¨p ÃSeK—M::  
 
Interviewer: U”vw” u}SKŸ} SUI\ ¾T>ÁÓ³‹G<' ¾T>S¡^‹G< �”Èƒ ’¨<; 
 
M1   ¾T>S¡[” U”vu<” ðØ“‹G< Ú`c<“ Y\ ¾T>M ’¨< :: 
 
Interviewer: uÓ\– ƒW^L‹G<; 
 
M1   ›­ 
 
Interviewer: �”Èƒ ; 
 
M1   uÓ\– Jና‹G< }[ÇÉ�‹G< Y\ �”vLK”  
 
Interviewer: U”vw” ŸvÉ/kLM ¾T>ÁÅ`Ñ¨< U”É” ’¨<; 
 
M1   ŸvÉ ¾UK¨< ¾T“¨<n†¨< nLƒ ƒ`Ñ<U KT¨p Ñ>²? ÃðÏw“M:: Ñ>²? eKT>hTw” [ÏU   
                ŸJ’U ¾�Á”Ç”Æ” ƒ`Ñ<U KS[Çƒ ÃŸwÇM:: 
 
Interviewer: ”vw TKƒ U” ማለƒ ነዉ;   
 
M1  ›”É” êOõ u›�Ua›‹” ›¨<k” �‹ ÁK<ƒ” ØÁo­‹ e”SMe U” ÁIM ›�Ua›‹”   
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              �”ÅÁዘ KSÖ¾p ’¨<:: 
 
Interviewer: ŸTÇSØ& ŸS“Ñ`& ŸT”uw“ ŸSéõ ¾ƒ—¬” ƒ¨ÇKI; 
 
M1  

 

 TÇSØ:: U¡”Á~U passage e“’w LÃÑv” Ã‹LM:: SUI\ �eŸ=}[Ñ<UM” eKU’Öwp    
                 ’¨<:: 
 
Interviewer: ¾�”ÓK=´— U”vw ¾T’wuƒ eMƒ K?KA‹ ƒUI`„‹”U KTØ“ƒ Ã[Ç—M wKI ›euI   
           �¨<nKQ ; 

M1  
 
Interviewer: uSUI^”e ÃI ¯Ã’ƒ /U¡` / �Ñ³ Ãc×M; 
 
M

 ›L¨<pU 

1   ›”Ç”É Ñ>²? Ÿ}KÁ¿ ƒUI`„‹ ¾U“Ñ—†¨<” Ÿ²=I Ÿ²=I �Ñ–<L‹G< ÃK<“M:: Ÿ²=I ¨<ß   
                 u›w³—¨< ƒŸ<[ƒ ›ÃcØuƒU::  
 
Interviewer:uØMkƒ �”É�’u< ›ÃÑóñ›‹G<U; 
 
M1   SUI^” u›w³—¨< ƒŸ<[ƒ ›ÃcÖ<ƒU  
 
Interviewer:e�’w ŸQÃ¨ƒI Ò` ›³UÅI �¨<nKI; 
 
M1   ›L¨<pU ¾T’u¨< ØÁo­‹” KSSKe �”Ï ›`o ›cu? ›L¨<pU SS^S` ¾KU:: 
 
Interviewer: uØMkƒ �”É�’w ¾T>ÁÅ`ÓI U”É ’¨<; 
 
M1   MUÆU ¾K˜U% Ó”–’ƒ ÁK ›ÃSeK˜U 
 
Interviewer:e�’w ¾U�}Ÿ<[¨< uU’< LÃ ’¨<; 
 
M1   ¾T}Ÿ<[¨< �Á”Ç”Æ” nM KT¨p ’¨< U¡”Á~U ¾T”uw �ÉM ¾T>Ñ–¨< u�”ÓK=´—   
               ƒUI`ƒ w‰ uSJ’< ’¨<:: 
 
Interviewer: u�”ÓK=´— ¾}éñ K?L SêNõƒ ›”wuI �¨<nKI;   
 
M1  ›”wu? ›L¨<pU 
 
Interviewer: Á”uw ‹KA�‹G< �”Ç=Çw` SUI\ ¾T>ÁÅ`Ñ¬ �Ñ³ U”É” ’¬; 
 
M1  
 

 SMc<”“ ª“¨<” ¾ passage Hdw �”É”[Ç:: G<M Ñ>²? SMe ›ÖwnKG<::  

 

 M
Interviewer:     T”uw ƒ¨ÇKI; 
 
M

2 

2        ›­ 
 
Interviewer:      KU”  
 
M2        T”vw TKƒ ’Ña‹” ›”wx KS[Çƒ KT¨p ¾T>[Ç ’¨<:: 
 
Interviewer:      �”Èƒ ’¨< ¾U�’u¨<; 
 
M2           ØÁo­‹” w‰ KSSKe  
 
Interviewer:      KU” ¯LT ’¨< ¾U�’u¨< 
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M2          ØÁo­‹” uƒ¡¡M KSSKe 
  
Interviewer:      �”Èƒ ’¨< ¾U�’u¨<; 
 
M2        U”vu<” u´Ó� ›”wu? Ú`g ¾U”vu<” Gdw }[É† Ÿ�‹ ÁK<ƒ” ØÁo­‹ KSSKe   
                        �”ÅU‹M KTe�¨e :: ¾T’u¨< ›e�¨<g ØÁo KSSKe ’¨<:: 
 
Interviewer:       uU” S”ÑÉ ’¨< ª“ Gdu<” ¾Uƒ[Ç¨<; 
 
M2           ª“ ª“ ¾UL†¨<” Gdx‹ u•ƒ u<¡ �Ã³KG<:: 
 
Interviewer:      Ÿ¡õM ¨<eØ U”vw �”Èƒ ’¨< ¾UƒT[¨<; 
 
M2           SËS]Á �— Silently �“”vK”:: Ÿ²=Á SUI^‹” Á’wM“M (Interviewer:      "’uv‹G< u%EL   
                          ¾U�Ÿ“¨<’<ƒ U”É” ’¨<; 
 
M2           SêNõ ¨<eØ ¾}²ÒÌƒ” ØÁo­‹ �”W^K”::SUI\ u›w³—¨< u›T`—   
                        Ã}[Ñ<UM“M u�”ÓK=´— Áw^^M“M  
 
Interviewer:      c=Áe[ÇD‹G< ŸQÃ¨�‹G< Ò` �ÁÑ“²v‹G< �”É�¿ƒ ÁÅ`ÒK<; 
 
M2   

M

     ¾KU U”vu< LÃ ÁK¨< Gdw ƒ`Ñ<U ’¨<:: 
 
Interviewer:      ŸvÉ ¨ÃU kLM ¾T>vM U”vw ›K; 
 

2   
 

     ¾KU 

Interviewer:      KU”; 
 
M2   
 

     Ñ>²? cØ}I ÅÒÓSI Ÿ’uw¤¨< S[Çƒ Ã‰LM 

Interviewer:      ÅÒÓSI T”uu< KU” ÃÖpTM ; 
 
M2            u›�Ua c`ë �”Ç=Ñv“ KTe�¨e �”Ç=‰M ’¨<:: 
 
Interviewer:       ÅÒÓSI e�’u¨< unM ¾T>Á´ vI`Ã ›K¨<; 
 
M2   ›­ Á ÃÖpS—M 
 
Interviewer:       ”vw TKƒ U” TKƒ ’¨<; 
 
M2            ›”wx S[Çƒ“ ¾T>Ö¾l ØÁo­‹” SSKe TKƒ ’¨<:: 
 
Interviewer:       ŸTÇSØ& ŸS“Ñ`& ŸT”uw“ ŸSéõ ¾ƒ—¬” ƒ¨ÇKI; 
 
M2         T”vw  
 
Interviewer:      U¡”Áƒ ; 
 
M2           ”vw” uT”—¨<U Ñ>²? M�’u¨< ƒ‹LKI::  
 
Interviewer:      KST]Á ŸUƒT\v†¨< SéQõƒ ¨<ß U”vw ›”wuI �¨<nKI; 
 
M2           ›­ Football new paper �[ÇªKG< ¾ÑAL ‹Ó` ¾Kw”U ¾nLƒ ‹Ó` ›Kw˜:: 
 
Interviewer:      �”Å²=Á ¯Ã’ƒ êOö‹” e�’w �”Èƒ ’¨< ¾U�’u¨<; 
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M2                 Ÿ²=Á ¾}éð¨<” w‰ KS[Çƒ:: ›LÑ“´wU 
 

 M5 
Interviewer: T”uw ƒ¨ÇKI; 
 
M5       ›­  
 
Interviewer: U” ¯Ã’ƒ U”vw ’¨< u›w³—¨< ¾U�’u¨< 
 
M5      kKM ÁK< U”vx‹  
 
Interviewer: U” ¯Ã’ƒ Ã²ƒ ¾L†¨<” U”vx‹ T”uw ƒ¨ÇKI; 
 
M5      ŸQÃ¨‚ Ò` �”ƒ” ¾T>K<  
 
Interviewer: U”vw e�’w �”Èƒ ’¨< ¾U�’u¨<; 
 
M5                   U”vw d’w SËS]Á ¾U”vu<” ›’w“ u›�UaÂ ¨<eØ Ÿ}k[ç u%EL Ø¾o­‹” SSKe  
 
Interviewer: e�’w nM unM ®.’Ñ` u®.’Ñ` �”Ç=ÑvI ’¨< ¾U�’u¨< ¨Ãe nM unM ®.’Ñ` u®.’Ñ`   
          vÃÑvIU ›ÖnLÃ Hdu< ›”Ç=ÑvI ’¬ ¾U�’u¨<;  
 
M5       ›ÖnLÃ Hdu<” KS[Çƒ  
 
Interviewer: U”vw ¾U�’u¨< KU” ¯LT ’¨<;   
 
M5     U”vw ¾T’u¨< ØÁo KSSKe ’¨<:: 
 
Interviewer: U”vw Ÿ¡õM ¨<eØ ¾UƒT[¨< �”Èƒ ’¨<; ›”}U J”¡ ›e}T]I ¾U�Å`Ñ<ƒ”   
          uƒÑMêM˜ ; 
 
M5        U”vu<” SUIa‹ Ÿ’uu<M” u%EL Vocabulary ›¨<Ø}¨< ÃÑMèM“M  
 
Interviewer: uU” s”s ’¨< ¾T>ÑMèL‹G< ; 
 
M5        ŸuÉ ŸuÉ ÁK<ƒ” LÃÑv†¨< Ã‹LM ÁK<ƒ” u›T`—:: 
 
Interviewer: uÓ\– ƒW^L‹G< ; ŸSUI\ Ò` ’¨< ¾UƒW\ƒ; ›”Èƒ ƒW^L‹G< ØÁo­‹” ;  
 
M5        ØÁm¨<” �”£ ´U wK” �Í‹” �Á¨×” SSKe ’¨<::  
 
Interviewer: ¾ØÁo­‹ SMe ukØ� ¾T>Ñ  ̃’¨< ŸU”vu<;  
 
M5        ›­  
  
Interviewer: U”vw” ŸvÉ ¾T>ÁÅ`Ñ¨< U”É” ’¨<; 
 
M5        ŸvÉ ¾TL¨<n†¨< nLƒ c=•\ ’¨<::  
 
Interviewer: Ÿ¡”ª’@I Ò` ›Ñ“´wI ”vw TKƒ U” TKƒ ’¨<; e�’w ¾U�Å`Ñ¨<” ›e�¨<cI      
          wƒ’Ó[˜; 
 
M5       U”vw TKƒ ŸQÃ¨‚ Ò` ¾T>H@Å¨<” TKƒ ’¨<:: KUdK? Ÿ5— ¡õM eKc¨< U”vw ›K      
                    �”Å²=Á ›Ã’„‹” �[Ç†ªKG<:: ÁMÑv˜” ÖÃo �[ÇKG<::  
 
Interviewer: ŸTÇSØ& ŸS“Ñ`& ŸT”uw“ ŸSéõ ¾ƒ—¬” ƒ¨ÇKI; 
M5         T”uw  
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Interviewer: KU” ; 
 
M5         ¾T”uw ‹KA�” KTÇu`  
 
Interviewer: �”Èƒ ’¨< ¾U�Åw[¨<; 
 
M5          õØ’ƒU J’ K?L ›’w“ ÁMÑv˜” SÖ¾p :: 
 
Interviewer:  KST]Á ŸVƒÖkS<uƒ ¨<ß u �”ÓK= —́ ¾}éð ›”wuI �¨<nKI; 
 
M5        ›L’wU 
 
Interviewer: Ÿ‚¡e~ ¨<eØ ÁK¨<” w‰ ’¨< ¾U�’u¨<;  
 
M5      ›­ 
 
Interviewer: U”vu<” KS[Çƒ �”Éƒ‹M SUIa‹I �”Èƒ ’u` ¾T>[ÉI; /KG<L‹G<U ¾T>[Ç‹G</  
 
M5          U”vu<” SËS]Á Á’u<M“M:: 
 
Interviewer: ÉUí†¨<” Ÿõ ›É`Ñ¨< ’¨<; 
 
M5     ›­ Ÿ²=Á ›”Ç”É Ñ>²? u›T`— Ã}[Ñ<S<�M Ÿ²=Á ŸSêNõ ÁK<ƒ” ØÁo­‹ ¾¡õM Y^      
                  SMe SeÖƒ ’¨<::  
 

M6 
Interviewer: ”vw ƒ¨ÇKI; 
 
M6   ›¨ 
 
Interviewer: ¾U�’u¨< U”vw U” ¯Ã’ƒ ’¨<; 
 
M6   eû`ƒ  
 
Interviewer: �”Èƒ ’¨< ¾U�’u¨< ; 
 
M6   Gdu<” KS[Çƒ ’¨< 
 
 Interviewer:›”Ç”É Ñ>²? ¾T>Áe‹Ó\ nLƒ ÁÒØUGM; 
 
M6   ›­ 
 
Interviewer: �”Èƒ ’¨< ¾Uƒ[Ç†¬<;  
 
M6   ²M¾ �H@ÇKG<:: 
 
Interviewer: KU” ›LT ’¨< ¾U�’u¨<; 
M6  ------------------- 
 
Interviewer: ¡õM ¨<eØ �”Èƒ ’¨< ¾UƒT[¨<; 
 
M6   Discus ›É`Ñ< ÃvLM �—U  Discus �“Å`ÒK”:: 
 
Interviewer: �”Èƒ ’¨< ¾UƒT\ƒ;  
 
M6   �“’uªK” 
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Interviewer: ›e}T]›‹G< ¾U�’u<ƒ” U”vw �”Ç=Ñv‹G< U” �Ñ³ ÁÅ`ÓL‹G<›M; 
 
M6   ÁMÑv”” �”ÖÃkªK” Áe[Ç“M 
 
Interviewer: uU” s”s Áe[Ç‹G<›M; 
 
M6   u›T`—  
 
Interviewer: Ÿ²=Áe; 
 
M6   ØÁo �”W^K” 
 
Interviewer: K›”} U”vw TKƒ U” TKƒ ’¬; 
 
M6  ”vw TKƒ ›”wx S[Çƒ“ ¾T>Ö¾l ØÁo¨‹” SSKe TKƒ ’¬:: 
 
Interviewer: u%ELe; 
 
M6  Hdu<” }[É‹ SSKe 
 
Interviewer: ŸUƒT[¨< U”vw ¨<ß �’vKI 
 
M6  ¾KU  
 
Interviewer: ¾T”uw ‹KA�I �”Ç=Çw` SUI\ ¾T>ÁÅ`ÓMI �Ñ³ U”É” ’¬; 
 
M6  

 M

 �Ñ³ ¾KU �”É“’w w‰ ÁÅ`Ñ“M::  
 
 

7
Interviewer:      T”uw ƒ¨ÍKi;  
 
M

  

7        ›­  
 
Interviewer:     U” ¯Ã’ƒ êG<õ; 
 
M7   

Interviewer:      ¾²=I ¯Ã’ƒ (¾�]¡) êOö‹” ›”uuhM; 

      TKƒ ŸU”T[¨< ƒUI`ƒ ¨<eØ“ eK¯KU ¨ÃU ¾›=ƒÄåÁ �]¡ ØpMM ›É`Ô<    
                          ¾T>Áe[Ç  
 

 
M7         SêNö‹ ¨<eØ ÁK¨<” ›­:: 
 
Interviewer:      U”vw e�’u= �”Èƒ ’¨< ¾U�’u=¨<;   
 
M7                            TKƒ �”ÓK=´— ŸJ’ ¾TL¨<n†¨<” nLƒ uTe�¨h �Ã´“ Ÿ dictionary ›ÁKG<:: Ÿ²=I   
                         K?L ÅÓV ¾T>Á¨<p c¨< �ÖÃnKG<:: 
 
Interviewer:       e�’u= �”Èƒ ’¨< ¾U�’u=¨< ; 
 
M7                     TKƒ ›”É Ñ>²? ÁMÑv˜ ’Ñ`... ¾U‹K¨<” Ó” ›’vKG<:: 
 
Interviewer:       U”vw e�’u= ¾SS^S` ' ŸQÃ¨ƒi Ò` ¾T³SÉ Ñ<ÇÃ ’u` ; 
 
M7            ›­ ¾TL¨<n†¨<” KT¨p �Ø` ’u`' uÅ”w }U_ c¨< ŸÅ[cuƒ Å[Í KSÉ[e  
 
Interviewer:      U”vw ¾U�’u=¨< KU” ¯LT ’¨<; 
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M7            ^c?” ‹¾ ^c? c¨< �”ÉJ” ' �¨<kƒ KTÓ–ƒ '¾c¨‹” Gdw KS[Çƒ  
 
Interviewer:       U”vw Ÿ¡õM ¨<eØ eƒT\ �”Èƒ ’¨< ¾}T^‹G<ƒ; (The Processes ) 
 
M7 

M

                   SËS]Á ^d‹” �“’vK” :: Ÿ²=Á SUI\ ÅÓV Á’wM“M :: Áe[Ç“M:: ¾U”vu<”   
                         ƒ`Ñ<U u�”ÓK=´—“ u›T`— Áe[Ç“M:: 
 
Interviewer:      ŸvÉ ¨ÃU kLM U”vw ›K; 
 

7   
 

      ¾KU 

Interviewer:       ›”É U”vw "vÉ ’¨< K=vM ¾T>Áe‹K¨< U”É” ’¨<; 
 
M7            ŸvÉ U”vw ¾KU:: �—¨< ^d‹” eLL¨p’¨< ’¨< �”Ï eKT“¨<k¨< ŸvÉ M”K¨<   
                          �”‹LK”:: 
 
Interviewer:      dÃ�¨p ’¨< ŸvÉ ¾T>vK¨<; 
 
M7        e“’u¨< ›MÑv” c=M:: nL~ ¾TÃ�¨p c=J” ¾T’u¨< nM unM dÃJ” ›ÖnLÃ Gdu<”   
                         �”É[Ç ’¨<:: 
 
Interviewer:      ”vw TKƒ U” TKƒ ’¨< ; 
 
M7           ¾T“¨<k¨<” ’Ñ` ¾T>Ád¨<k”:: 
 
Interviewer:     ŸTÇSØ' ŸS“Ñ` 'ŸT”uw“ ŸSéõ ¾ƒ—¨<” ¡IKƒ ƒ¨ÍKi; 
 
M7           uÅ”w ›ÇUÙ Séõ:: 
 
Interviewer:      T”uw” ue”}— Å[Í �ekUßªKi; 
 
M7   

Interviewer:      KU”;  

      uG<K}—  
 

 
M7  

M

         U”vu<” ¾U[Ç¨< SUI\ "w^^M˜ u%EL ’¨<:: eK²=I pÉT>Á TÇSØ ÁeðMÑ—M:: 
 
Interviewer:      u�”ÓK=´— ¾}éð SêNõ w²< Ñ>²? �’u=ÁKi; 
 

7   
 

     ¾KU  

Interviewer:      U¡”Áƒ; 
 
M7  

M

        �e"G<” É[e u�”ÓK=´— ›”T`U ’u` :: u›T`— ’¨<:: eK²=I ¾T’u¨< S<K< uS<K<    
                       ÓMê eKTÃJ”M˜:: 
 
 

 
8 

Interviewer:      U”vw T”uw ƒ¨ÍKi; 
 
M8                               

M

 ›­ 
 
Interviewer:      U” ¯Ã’ƒ ; 
 

8                              �]¡ ’¡ :: 
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Interviewer:      ¾U�’u=Á†¨< ŸST]Á SéQõƒ ¨<eØ ÁK<ƒ” ’¨< ¨Ãe K?L �’u=ÁKi; 
 
M8                  ¾T’v†¨< / u�”ÓK= —́/ ŸSéQõ~ ÁK<ƒ” ’¨<:: K?KA‹ ¾T’u¨< u›T`— ’¨<::   
                         Dictionary "MJ’ K?L u�”ÓK=´— ¾}éð ›L’wU:: 
Interviewer:     U”vw e�’u= �”Èƒ ’¨< ¾U�’u=¨<; 
 
M8         SËS]Á Homework "K Ÿ²=Á Ò` �Áe}Á¾G< ›’uªKG<:: ÁK²=Á Ó” ´U w¾ ’¨<::   
                         ¾T’u¨<:: 
 
Interviewer:      ›”wui Gdu<” KTÓ–ƒ ’¨<; çNò¨< U” TKƒ �”ÅðKÑ KT¨p ’¨<; ¨Ãe nM unM   
             ’¨< ¾U�’u=¨< ; ¾�Á”Ç”Æ” ®.’Ñ` ƒ`Ñ<U T¨p ƒðMÑ>¾Ki; 
 
M8            ›­ T¨p �ðMÒKG<:: Ó” Ÿòƒ ¾�”ÓK=´— ‹KA� eKK?K˜ ‹Ó` ›Kw˜::  
 
Interviewer:      e�’u= ¾êOõ” ƒ`Ñ<U nM unM KT¨p ’¨< ¾UƒðMÑ>¨< ¨Ãe ›ÖnLÃ Gdu<”; 
 
M8   

Interviewer:       KU” ¯LT ’¨< ¾U�’u=¨<; 

         �’@ ¾UðMÑ¨< ›ÖnLÃ Gdu<” KTÓ–ƒ ’¨<:: Ó” w²< Ñ>²? ¾U[Ç¨< ›”Ç”É nLƒ” ’¨<   
                        ¾U[Ç¨<  
 

 
M8             KT¨p:: ÁK¨pG<ƒ "K KT¨p ' KThhM:: 
 
Interviewer:      ¾UƒðMÑ>¨< ¾nLƒ“ ¾®-’Ña‹ ƒ`Ñ<U T¨p ¨Ãe K?L; u�w]^M˜:: 
 
M8             ¾nLƒ” ƒ`Ñ<U KT¨p ’¨<:: 
 
Interviewer:      ”vw Ÿ¡õM ¨<eØ eƒT\ �”Èƒ ’¨< ¾UƒT\ƒ; 
 
M8            SËS]Á �— K^d‹” �“’uªK”:: Ÿ’uw” u%EL SUI^‹” ƒ`Ñ<S<” �¾ò� Á’wM“M::   
                        ¾T>ð�¨< u�”ÓK=´— �¾}“Ñ[ ›²<a u›T`— Ãð�M“M:: �Á”Ç”Æ” ›”kê �¾}\ÑAS   
            Ãð�M“M:: 
 
Interviewer:      U”vw” ŸvÉ ¾T>ÁÅ`Ñ¨< U”É” ’¨< ƒÁKi; 
 
M8            �’@ U”vw” ŸvÉ ÁÅ`ÑªM ¾UK¨< ŸnL„‹ Ò` ÁK¨< ƒ`Ñ<U ’¨<:: ¾nLƒ ›Ñvu<   
                       ƒ`Ñ<S< ŸvÉ ÁÅ`ÑªM:: 
 
Interviewer:      U”vw TKƒ K›”ˆ ƒ`Ñ<S< U” TKƒ ’¨<; 
 
M8            �’@ �”ÅT>SeK˜ ŸU“¨<k¨< ¾}K¾ J• ¾U“Ñ–¨< ¾êOõ Hdw ›Ç=e c=J” ’¨<:: 
 
Interviewer:      ŸT”uw& ŸSéõ& ŸS“Ñ`“ ŸTÇSØ ¾ƒ—¬” ƒS`ÝKi; 
 
M8            Séõ 
 
Interviewer:      U¡”Áƒ; 
  
M8   

Interviewer:      U”vw” KU” ›MS[Øi¨<U  

         ŸT’u¨< ¾Uêð¨< „KA ÃÑv—M::  
 

 
M8            T”uw MUÉ ÃÖÃnM:: u�”ÓK= —́ ¾}éð” KT”uw vÊ T”uw dÃJ” ƒ`Ñ<S<”   
                        T¨p Ã•`w“M::ŸT”uw ÃMp wêð¨< ÃkK—M::  
 
Interviewer:      •ƒ c=cØi TKƒi ’¨<:: 
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M8   
         ÃÑv—M:: 
         SUI_ •ƒ c=cÖ˜ ¨ÃU ŸSêNõ ÁK¨<” ’Ñ` éñ e”vM ÃkK—M  

 
Interviewer:      ¾éõi¨< ’Ñ` KS[Çƒ Ã[ÇhM; 
 
M8            ›­  
 
Interviewer:      SUI^” �“”} U”vu<” �”Éƒ[Æƒ ¾T>ÁÓ²<uƒ S”ÑÉ U”É” ’¨<; 
 
M8            ›”Ç”É Ñ>²? ¾nLƒ” ƒ`Ñ<U �¾ð~ Kw‰ �¾ð~ u›T —̀“ u�”ÓK=´— �”Ç=Ñv”   
                        ÁÅ`Ñ<“M:: 
 
Interviewer:      K?L ¾T>[Æuƒ S”ÑÉe ›K; 
 
M8            K?L Exercises uT>cÖ<uƒ Ñ>²? TKƒU ŸU”vu< Ò` �Áe}ÁÁ‹G< Y\ ÃK<“M 
 
Interviewer:      uÓ\– ƒW^L‹G< ; 
 
M8            ›”Ç”É Ñ>²? "MJ’ ue}k` u›w³—¨< uÓL‹” ’¨< ¾U”W^¨<  
 
Interviewer:      Exercises uUƒW\uƒ Ñ>²? ŸSUI\ Ò` ›”Èƒ ’¨< ¾UƒW\ƒ;  
 
M8            ›”É u›”É ØÁo¨<” �Á’uw” ƒ¡¡K—¨<” SMe SeÖƒ:: 
 
  
 M9 
Interviewer: u�”ÓK=´— T”uw ƒ¨ÇKI; 
 
M9       ›­ 
 
Interviewer: uU” `°e LÃ ¾T>Á}Ÿ<\ƒ” ’¬ KT”uw ¾Uƒ¨Å¨<; 
 
M9.     Grammar *‹”  
 
Interviewer: �’@ ¾UMI U”vw (Passage) T”uw ƒ¨ÇKI ’¨<; 
 
M9                           ›­ 
 
Interviewer: uU” LÃ Á}¢[;  
 
M9          u}KÁ¾ ²Ãu?­‹ u}KÃ c¨<— ²Ãu?  
 
Interviewer: KUdK? ›”É U”vw u=cØI uU” uU” LÃ ›}Ÿ<`I ’¨< Á” U”vw ¾U�’u¨<; 
 
M9        U”vw d’w ¾}éð¨<” G<K< nL~” G<K< gUÉË KSÁ´ ’u` �”ƒ” ¾UM:: u}KÃ ð}“      
                    uÅ[c eV” Kð}“¨< eM gUÉË �Ã²ªKG< :: ¨Ç=Á¨< ÅÓV Ã[d ’u`::  
 
Interviewer: ¯LT¨< ØÁo KSSKe w‰ ’u` TKƒ ’¨<; 
 
M9      ›­ 
 
Interviewer: U”vw Ÿ¡õM ¨<eØ eƒT` ¾’u[uƒ” S”ÑÉ MUÉI” wƒÑMêM˜; 
 
M9       uêOõ ¨<eØ ÁK<ƒ” uBold ¾}éóƒ” �”T` ’u`:: Á” Ãð~M“M:: ¾}KÁ¿ ª“ ª“ 

Hdx‹”   
                   uTe�¨h �”Ã³K”:: 
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Interviewer: uU”vu< ¨<eØ nLƒ& ®.’Ña‹ ›K<:: nM unM ®.’Ñ` u.®.’Ñ` �”Ç=ÑvI ’u` ¾U�’u¬;    
           ¨Ãe ›ÖnLÃ Hdu<” KS[Çƒ ’¨< ¾UƒðMÑ¨<; 
 
M9     Word By Word  
 
Interviewer: U”vw” ŸvÉ ¾T>ÁÅ[Ñ¨< ’Ñ` U” ÃSeMHM; 
 
M9      ›”Ç”É nLƒ“ ›”Ç”É misspelt words  
 
Interviewer: Ÿ’u[I ¾T”uw MUÉ }’c}I K›”} ”vw TKƒ U” TKƒ ’¨<; 
 
M9         ”vw TKƒ ¾›”kç‹ ewcw ¾J’ ¾êNõ ›"M ’¨< SÓu=Á' G}� SÅSÅT>Á ÁK¨<   
                 ¾êOõ ›"M ’¨<::  
 
Interviewer: e�’w ¾T”uw H>Å~” wƒÑMêM˜ ::  
 
M9  

M

 U”vw TKƒ nLƒ” ›"„ ¾Á² ¾êOõ ›"M ’¨<  
 
Interviewer: ŸTÇSØ& ŸS“Ñ`& ŸT”uw“ ŸSéõ ¾ƒ—¬” ƒ¨ÇKI; 
 

9    
 

S“Ñ`“ TÇSØ  

Interviewer: U¡”Áƒ;  
 
M9   TÇSØ SËS]Á ¾U“Ñ–¨< ¡IK<ƒ c=J” ›ÇUÖ” u› �Ua›‹” ¾Á´’¨<” KS“Ñ`   
               �”ÖkUu�K”:: 
 
Interviewer: KST]Á ŸUƒT\v†¨< SéQõƒ ¨<ß u�”ÓK= —́ ¾}éð êOõ �’vKI ; 
 
M9    ›­ 
 
Interviewer: U” U” SêNõ ; 
 
M9     Mega Grammar ' S´Ñu nLƒ  
 
Interviewer: U”vw ’Ñ`e �]¡ fiction and literature 
 
M9   SêNõ eLM’u[˜ 'uu?} SéQõƒU eLM}ÅÑõ” ›L’uwG<U  
 
Interviewer: ¾U�’u<ƒ” êOõ  ›”Ç=Ñv‹G< SUI\ ¾T>ÁÅ`ÓL‹G< �Ñ³ �”Èƒ ’¨<; 
 
M9  

 M

 ª“ ª“ ’Øx‹”“  nLƒ” ŸU”vu< S`Ù �Á¨× Ã’Ó[“M:: 
 
 

 
10 

Interviewer: U”vw T”uw ƒ¨ÇKI; 
  
M10

Interviewer: U” ¯Ã’ƒ U”vx‹”;  

    ›­ 
 

 
M10    �]¡ 
 
Interviewer: �”Èƒ ’¨< ¾U�’u¨<; 
 
M10   ¾T’u¨< ª“ ª“ õ_ Hdx‹” �¾S[ØG< ’¨<::  
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Interviewer: �”Èƒ ’¨< ¾UƒS`Ö¨<;  
 
M10   SËS]Á �ÁÑLuØG< êOñ” ›¾ªKG<:: Ø\ Ø\­‹” uÅw}_ ÑMwÙ gUÉË KSÁ´ ’¨<:: 
 
Interviewer: KU” ¯LT ’¨< ¾U�’u¨<; 
 
M10   �’@ ¾T’u¨< Ÿ²=I ƒUI`ƒ Ò` ¾T>k“Ëƒ” ’¨< ¾T’w �”Åò¡i” ÁK<ƒ”:: 
 
Interviewer: U”vw Ÿ¡õM ¨<eØ ¾UƒT[¨< �”Èƒ ’¨<; 
 
M10  
 

  nLƒ” ›’vKG<:: uSËS]Á nLƒ” ›Ø”}” ’¨< ¾U”H@É& U”vw c=•[”  

Interviewer: KU”; 
 
M10        Kð}“U ÃÖpS—M & KK?KA‹U:: <  
 
Interviewer: ¾U�’u¨< uU”vu< ' LÃ ¾}SW[~ ØÁo­‹” KSSKe eƒM ’¨<; ¨Ãe KK?L ¯LT   
          ’¨<; 
 
M10  

 

 �’²=Á” ØÁo­‹ KSSKe ’¨<::  
 
Interviewer: U”vw” ŸvÉ ¾T>ÁÅ`Ñ¨< U”É” ’¨<; 

M10  
 
Interviewer:Ÿ’u[I ¾”vw MUÉ ›”í` ”vw TKƒ U” TKƒ ’¨<; 
 
M

 ®.’Ña‹ nLƒ c=ÚS\ ’¨< ŸvÉ ¾T>ÁÅ`Ñ¨< 

10  
 

 ”vw TKƒ K�’@ ›”ux S[Çƒ& Á’uwG<ƒ” ’Ñ` Kc­‹ Td¨p ’¨<:: ¾T’u¨<U K²=I ’¨<::  

Interviewer: ŸTÇSØ& ŸS“Ñ`&ŸT”uw“ ŸSéõ ¾ƒ—¬” ¾uKÖ ƒ¨ÇKI;  
 
M10  
 
Interviewer: KU” ; 
 
M

 T”uw  

10  

 

›”wu? KSÁ´“ KK?KA‹U KTd¨p  
 
Interviewer: K?KA‹ u�”ÓK=´— ¾}éñ êG<ö‹” }’vKI ; 

M10  
 

 �]¡ ’¡ 

Interviewer: SUI\ ¾T>cÖ¨< �Ñ³ U”É” ’¬; 
 
M10  ŸU”vu< ÁK<ƒ” õ_ Hdx‹ ÃÅÒÓUM“M �”ÅÑ“ Ó” u›T —̀ Ãð�M“M ÁMÑv”” ŸU”vu<   
              ¨<eØ ÁK<ƒ” nLƒ u assignment ÃcÖ“M:: Vocabulary �¾ð� Ã’Ó[“M::  
 

M
Interviewer:      T”uw ƒ¨ÇKI  

12 

 
M12        ›­ �¨ÇKG<:: 
 
Interviewer:      u}KÃ ¾Uƒ¨Å¨< U”vw U” ¯Ã’ƒ ’¬; 
 
M12          �Ø` UØ” ÁK< U”vx‹” c=J” Hdx‹” ÚUo ¾U[Ç†¨<” ’¨<:: �”ÅT>Ñv˜ ›ÉaÑ@   
                        ›’vKG< ¾U”vu<” Ã²ƒ ÖKp ›É`Ñ@ KT¨p �V¡^KG<:: 
 



 243 

Interviewer:      ¾�”ÓK=´— U”vw e�’w �”Èƒ ’¨< ¾U�’u¨< ; 
 
M12          kÅU wKA w²< ¾T>Áe‹Ó\” ’Ña‹ ’u\ �’c< ’Ña‹ ›K< meaning ›K:: ›”Ç”É ›ÇÇ=e   
                         nKA‹ ›K<:: �’c<” nKA‹ ÅÓV KSõ�ƒ ¾TÅ[Ñ¨< Ø[ƒ u×U Ÿõ}— ’u`::   
             Ÿ�”ÓK=´—¨< ŸS´Ñu nLƒ �Á¾G< �’²=Á”” �ð�KG<:: 
 
Interviewer:      ›G<” KUdK? Ÿ²=Á U”vw LÃ nLƒ ›K< ®.’Ña‹ ›K< ¾›”} ¾T”uw eMƒ ®.’Ñ` u     
             ®.’Ñ` 'nM unM �”Ç=ÑvI ’u` ¾UƒðMÑ¨< & �Á”Ç”ÇD” ŸU”vuu< ÁK‹ª” KT¨p   
             ƒðMÓ ’u` ¨Ã”e ¾J’ nM ¨ÃU ®.’Ñ` v�¨<p ‹Ó` ¾KuIU; uƒ—¨<” S”ÑÉ ’¨<   
             e�’w ¾’u[¨<; 
 
M12          �’@ �V¡` ¾’u[¨< �Á”Ç”Æ” nLƒ KT¨p ’u` ¾UðMÑ¨< :: Ó”  ŸSÖ” uLÃ   
                        ’¨< nK< KT¨p ›Ã‰MU Ó” ¾T¨<k¨<” Ã¶ ›”Ç”É ’Ña‹” �[ÇKG<:: 
 
Interviewer:      KU” ¯LT ’¨< e�’w ¾’u[¨<; 
 
M12          �”ÓK=´— International s”s eKJ’ U¡”Á~U ¾c¨< s”s u=J”U }ðLÑ>’ƒ eLK¨<   
                        s”s¨< Ø[ƒ ›Å`ÒKG<:: 
 
Interviewer:      U”vw” Ÿ¡õM ¨<eØ ¾UƒT[¨< �”Èƒ ’¨<; 
 
M12          Ÿ¡õM ¨<eØ U”vw e“’w ›”Ç”É nL„‹ ›K<:: ¾T>Áe†Ó\ nL„‹ u}KÃ [²U [²U   
                       ÁK< nL„‹ ›K< ›’c<” KT”uw u×U �”†Ñ` ’u`:: Ó” ›”Ç”É U”vw e“’w nLƒ e“’w       
            u²=Á S”ÑÉ ’¨< ›ÁhhM” ¾S×’¨< Ÿ�‹ ¡õKA‹ nLƒ” SÓÅõ ’u` ›G<” Ó” T”uw   
            KUÅ“M::  
 
Interviewer:      U”vw” ŸvÉ ¨ÃU kLM ¾T>ÁÅ`Ñ¨< U”É” ’¨<; 
 
M12          U”vw” ŸvÉ ¨ÃU kLM ¾T>ÁÅ`Ñ¨< ›”Ç”É Ñ>²? Óßƒ ›K:: Hdv‹” ›”É LÃJ”     
                        Ã‹LM:: U”vw ›G<” KUdK? �’@ d’w ›”Ç”É ’Ña‹” Mð^ �‹LKG< u}KÃ ŸSUI`   
            òƒ qT@ KT”uw �Ë Ã”kÖk×M& Ñ<Mu‚ Ã”kÖk×M&¡IKA~U u=•[˜ ›”Ç”É ’Ña‹”   
            Mð^ �‹LKG<:: ›G<” Ó” �ÁÅÓG< eS× w²< ’Ña‹ K¨<Ø ›cÃ„—M d’w w²< ’Ña‹”   
            ŸU”vu< �¾}[ÇG<˜ nLƒ” Ÿw²< ’Ña‹U nL~” Ã¶ KS[Çƒ w²< Ø[ƒ �ÁÅ[ÓG<   
            ’¨<:: Ÿw²< ’Ña‹U ›”wx KSS^S` �ðMÓ ’u`::  
 
Interviewer:    ”vw TKƒ K›”} U” TKƒ ’¨<; 
 
M12 

 

         ”vw TKƒ u×U u×U ›eðLÑ> ’¨< ŸU”vw w²< ’Ña‹” �”[ÇK” KUdK? U”vw      
                       ›”wu” w²< u¨<ß }Óv^© M“Å`Ò†¨< ¾U”‹L†¨< ’Ña‹ ›K<:: 

Interviewer:      ¡õM ¨<eØ ¾}KÁ¿ ¡IK„‹ ƒT^L‹G<:: ¾ƒ—¨<” ¾uKÖ ƒ¨ÇKI 
 
M12          T”uw Åe ÃK—M:: Ó” u”ÓÓ` Sd}õ Åe ÃK—M:: ›”Ç”É ’Ña‹” SUI_   c=ÑMê   
                        �’@ KS“Ñ` õLÑA‚ Ÿõ ÃLM :: SUI`”“ SêNõ ›”Å›”É ›ÉaÑ@ ’¨< ¾T¾¨<:: 
 
Interviewer:    Ÿ¡õM ¨<eØ ŸVƒÖkS<v†¨< ¾ST]Á SéQõƒ ¨<ß u �”ÓK= —́ ¾}éð êOõ   
            �’vKI  
 
M12          �e"G<” ÑØV˜ ›Á¨<pU Vocabulary  ÁK¨< Ç=¡i’] �ÖkTKG< K?L ›L’uwG<U:: 
 
Interviewer:      ŸSUI^” ¾S�Ñ–¨ �Ñ³ U”É ’¨<; 
 
M12           U”vw e“’w ›ƒõ\ ÃK<“M:: Ãcvu` nK< w²<¨<” ’Ñ` KT¨p U¡\ s”s¨<” V¡\ƒ   
                          �— �“e}ŸKªK” ÃLK<:: 
 
Interviewer:   �”Èƒ ’¨< ¾T>Áe}U\›‹G<; 
 
M12         KUdK? u›”É S”vw ¨<eØ u Bold letter ¾}éó lMõ ’Ña‹ Ã•^K< nLƒ ›K<:: nL~”   
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                      �¨l“ Ÿ²=Á u%EL Ÿ-�eŸ - É[e ›”wu< �”vLK” e“’w U”É” ’¨< Á”ww” wL‹G<   
           ›e�¨<c< Á’uv‹G<ƒ” unL‹G< KSÉÑU V¡\ ÃK<“M:: ›”Ç”É nLƒ K=ŸuÇD‹G< Ã‹LK<::    
           uU�’u<uƒ c¯ƒ ›”Ç”É ’Ña‹” �¾}[Ç‹G< ’¨< ¾UƒH@Å ’¨< ¾T>K<”:: 
 
Interviewer:   �”Èƒ ’¨< ¾U�’u<ƒ; ØÁo­‹” �”Èƒ ’¨< ¾UƒW\ª†¨<; 
 
M12        Classwork Ãc×M:: Passage ›K Á” Passage uÓ\– K=cÖ” Ã‹LM ¨ÃU SUI\ ^c<   
                    �¾ð� K=Áe}U[” Ã‹LM Á” Ñ>²? w²<¨<” ÖKp ›É`Ñ” �”É”H@É ’u` SUI\ ¾T>[Ç”   
           e“’w Passage LÃ U” ›’uv‹G< U” }SKŸ�‹G< wKA ÃÖÃk“M �—U �”SMdK”   
           ¾U�’u<ƒ” ›”kê Te}ªM“ ÁK¨<” õ_ Hdw T¨p ’¨< ÃK<“M:: ¾T>Áe‹Ó^‹G<” nM   
           ¨Å �’@ ›UÖ< ÃK“M:: 

 

Pre-mediation Students' Questionnaire 
  
(Translated)  
 

M1 
 
Interviewer: Do you like reading? 
M1  Yes, I read English passages. But my reading is restricted to what is present in my course  
               books. 
Interviewer: Do you read with a t felling of happiness? 
M1  I read happily only if I know the words in the passage. 
Interviewer: What action do you take when you face difficult words while reading? 
M1  I ask my teacher or consult a dictionary. 
Interviewer: How do you read? 
M1  First, the teacher orders us to read, then he tells us the meaning. 
               Sometimes, he tells us to read at  home. If we face difficult words, we wait for the teacher to   
                             translate them. 
Interviewer: What do you do after that? 
M1  We learn words. We try to understand the main ideas in the passage. We answer  Questions from   
                             the passage. 
Interviewer: What is the nature of the questions? 
M1  They are based on the passage 
Interviewer: What is/are your purpose(s) for reading 
M1  To test our recalling ability  
Interviewer: What does your teacher do to help you learn reading effectively? 
M1  He advises us to read passages quickly. 
Interviewer: Do you work in groups? 
M1  Yes 
Interviewer: How? 
M1  We are instructed to work in groups 
Interviewer: What factors do you think can make a certain passage difficult? 
M1  The inclusion of many difficult words can make a passage difficult. Also, if the passage is long , it   
                             will be  time- consuming and difficult. 
Interviewer: For you, what does reading mean? 
M1  Reading is a skill by which we understand a certain written matter so as to answer the questions   
                            that follow. 
Interviewer: From the four language skills, which one do you like most? 
M1  Listening. This is because when we read, we may not understand. That is why we wait until  the   
                            Teacher  tells us the translation. 
Interviewer: Do you think that the reading skills you are using in the English course can help you study other   
                            subjects. 
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M1  No 
Interviewer: Do your teachers provide you with such advice? 
M1  Not so often. Sometimes , they advise us. 
Interviewer: Don't your teachers initiate you to read deeply? 
M1  No. Teachers do not give much attention to reading. 
Interviewer: Do you relate the ideas in the passages with your personal experiences? 
M1  No. I read only to answer the comprehension questions. I do not go beyond that. 
Interviewer: Why don’t you read deeply? 
M1  I don’t have the experience. I don’t also think that it has relevance to my personal life. 
Interviewer: What do you focus on while reading? 
M1  I read to understand every word in English classes because we have the opportunity to have   
                            reading passages in English classes. 
Interviewer: Do you read materials other than those in your course books? 
M1  No. 
Interviewer: What kind of help does your English teacher give you to develop your reading ability? 
M1  He tells us the main idea of the passage and the answers for the questions. 
 
 

M2 

 
Interviewer: Do you like reading 
M2   Yes. 
Interviewer: Why? 
M2  Reading helps me to  know and understand things. 
Interviewer: What is/ are your objectives(s) for reading? 
M2  To answer questions correctly. 
Interviewer: How do you read? 
M2  I read the passage carefully to understand its idea and answer the questions that  follow it. 
Interviewer: How do you understand the main idea of a passage? 
M2  I jot  down the main points in a note book. 
Interviewer: How do you learn reading in the classroom? 
M2  First, we read silently. Then, the teacher reads the passage aloud for us. 
Interviewer: What activities do you perform after you have read a passage? 
M2  Usually we do the exercises in the book after the teacher has translated the passage into Amharic.    
                            Then,  he/she explains it in English. 
Interviewer: When the teacher teaches you reading, does he/she help you  relate information to you real life? 
M2  No 
Interviewer: Is there any passage which we can consider as either simple or difficult? 
M2  No 
Interviewer: Why not. 
M2  If you read a passage again and again, you can understand it. 
Interviewer: What benefits does reading a text again and again have? 
M2  It makes ideas ingrain deep in the mind. It also makes these ideas memorable. 
Interviewer: When you read a passage again and again, do you memorize  it? 
M2  Yes 
Interviewer: What do we mean by reading? 
M2   Reading means understanding things from a written piece and then answering questions  that   
                              follow. 
Interviewer: Which language skill do you like most? 
M2  Reading 
Interviewer: Why? 
M2  You can do reading any time 
Interviewer: Have you ever read passages other than those present in your course books? 
M2  Yes, I read football newspapers. I can understand them. 
Interviewer: How do you read such passages? 
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M2  I read them to understand what is explicitly written. I do not try to analyze things in the  reading   
                            text . 
 

 

M5 
 
Interviewer:  Do you like reading? 
M5  Yes 
Interviewer: What kind of passages do you like to read? 
M5  Passages which are Easy to understand and which are related in some way with my life. 
Interviewer: How do you read passages? 
M5  First I read the passage and memorize it. Then, I answer questions. 
Interviewer: When you are reading, do you attempt to understand things word by word, sentence by sentence or   
                            do you   try to have the main idea of the passage? 
M5  To understand the main idea. 
Interviewer: What is/are your purpose(s) for reading? 
M5  I read to answer questions  
Interviewer: How do you learn reading in the classroom? Could you explain what you and your teacher do? 
M5  After the teacher reads the passage, he/she takes out some new words from the passage  and   
                            teaches us the meanings of these words. 
Interviewer: In which language does the teacher explain things to you? 
M5  He/she tells us the meaning of difficult words in Amharic. 
Interviewer: How do you do questions: in groups, with the teacher, individually, etc? 
M5  We answer questions individually by raising our hands. 
Interviewer: Are answers for the questions directly available in the passage? 
M5  Yes 
Interviewer: What do you think are the factors which can make a passage difficult? 
M5  When there are many new words 
Interviewer: Remember what activities you perform during reading. What is reading for you? 
M5  I read what is related with my life. For example, in grade five, there is a passage about human   
                            beings I like and understand such passages. I also ask other for help if I do not understand the   
                            passages.. 
Interviewer: Which language skill do you like most? 
M5  Reading. 
Interviewer: why do you like reading most? 
M5  To improve my reading ability. 
Interviewer: How do you read? 
M5  I read quickly . I also ask others if there are things which I can't understand. 
Interviewer:  Do you read English  passages other than those available  in your course books? 
M5  No, I don't 
Interviewer: Do you read onlythose in the textbook? 
M5  Yes 
Interviewer: To help you understand passages, what does your teacher do? 
M5  He first reads the passage for us. 
Interviewer: Does the teacher read the passage aloud? 
M5  Yes. sometimes, he translates things in to Amharic. Then , we do questions as a classwork. 
 
 

M6 
Interviewer: Do you like reading? 
M6  Yes 
Interviewer: What kind of passages do you like to read? 
M6  Passages which deal with sport 
Interviewer: How do you read these passages? 
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M6  To understand the idea in the passage 
Interviewer: Do you face difficult words when reading? 
M6  Yes 
Interviewer: How do you understand these words? 
M6  I skip them 
Interviewer: What is/are your objectives(s) for reading? 
M6  ( No response) 
Interviewer: How do you learn reading in the classroom? 
M6  We are asked to discuss, and we do as ordered. 
Interviewer: How do you learn reading in the classroom 
M6  We read passages 
Interviewer: Only this? 
M6  We ask our teacher what we can't understand, and he helps us by giving explanation. 
Interviewer: In which language does he explain? 
M6  In Amharic 
Interviewer: What is reading for you? 
M6  Reading is understanding and answering questions. 
Interviewer: And then, what activities do you perform? 
M6  Answering questions 
Interviewer: Do you read passages other than those available in your course books? 
M6  No 
Interviewer: What does your teacher do to help you understand reading texts? 
M6  He gives us no help; he simply instructs us to read. 
 

M7 

 
Interviewer:  Do you like reading? 
M7  Yes 
Interviewer: What kind of passages do you like to read? 
M7  Academic texts. 
Interviewer: How do you read passages? 
M7  If the passage is in English, I jot down the words I don't know and look up their meanings    
                            in a dictionary later. I also ask someone for help. 
Interviewer: When you are reading, how do you read ? 
M7  I read what I Can understand. 
Interviewer: When you read, have you ever tried to relate the ideas from the readings  with your personal  life   
                            experience? 
M7  Yes I tried to know what I didn't know before. I attempted to reach where  other ( who  know   
                            more than  me) / reached. 
Interviewer: What are your reasons (purposes) for reading? 
M7               To make myself an independent human being, to acquire knowledge, to understand the  ideas of   
                             others. 
Interviewer: How do you learn reading in the classroom? 
M7  First, we read the passage. Then, the teacher reds if for us; he/she  tells us the meaning of  the   
                             passage in  English and Amharic. 
Interviewer: Are there  difficult or simple passages? 
M7  No 
Interviewer: What factors do you think can make a passage difficult? 
M7  There is not any passage which is inherently difficult we  call a passage difficult simply  because   
                             we  don't  know it. 
Interviewer: Do you mean that we call a text difficult only when we do not know it? 
M7    Yes, we can't understand it, Difficult words do not bother  me because I read to get the  main   
                            idea rather  than focus on individual words. 
Interviewer: What do we mean by reading? 
M7  Reading is what helps us to know things which we don't know . 
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Interviewer: From the four language skills, which one do you like most? 
M7  Listening well and then Writing  
Interviewer: In your preference for the language skills, how do you rank reading? 
M7  I  rank it second. 
Interviewer: Why do you rank it second? 
M7  I understand reading after the teacher explains it to me. So I like listening first. 
Interviewer: Do you read English texts frequently? 
M7  No 
Interviewer: Why not? 
M7  Because we have so far been taught in Amharic. As a result, what I  read in English   
                            Is difficult for me. 

 
M8 
 
Interviewer: Do you like reading? 
M8  Yes 
Interviewer: What kind of passages do you like to read? 
M8  I like to read historical passages. 
Interviewer: Do you read passages other than those present in your course books? 
M8  No, I read only passages in my textbooks. Sometimes I read English dictionaries. I also read   
                           Amharic books. 
Interviewer: How do you read? 
M8  If there is a  homework, I read the passage by cross checking with the questions.  Otherwise, I   
                             simply read it  
Interviewer: Why do you read: Is it  to get the main ideas of the passage, to understand the intention of the   
                            writer, or anything else? 
M8  Yes. I read to know these , but I am not as such good at English. 
Interviewer: Do you read word by word, or to understand the general idea? 
M8  I want to understand the general idea; however, I am not able to do so. Thus, I usually tend to   
                            learn  meanings of words. 
Interviewer: When you read, do you read word by word or do you try to   understand the main idea of  the   
                             passage? 
M8  To  know things which I don't know, to improve the knowledge I already have. 
Interviewer: Which one do you aim at: knowing the meaning of words and sentences, or anything else? 
M8  At knowing the meaning of words.  
Interviewer: How do you learn reading in the classroom? 
M8  First, we ( students) read. Then, our teacher reads the passage by  translating it into Amharic   
                             paragraph by paragraph. 
Interviewer: What factors do you think can make a passage difficult? 
M8  The presence of difficult words. 
Interviewer: What do we mean by reading? 
M8  Reading is getting new ideas from a written piece. 
Interviewer: From the four language skills, which one do you like most? 
M8  I like writing 
Interviewer: Why do you like writing? 
M8  I can understand what I write more than what I read. 
Interviewer:  Why don't you like reading first? 
M8  Reading requires experience to read and understand English passages. One should know  the   
                            meanings of  words and sentences. For me, writing is easier than reading? 
Interviewer: Do you men writing notes? 
M8  Yes. It is easy to write the notes my teacher gives me and the notes from books. 
Interviewer: Do you  understand what you write? 
M8  Yes 
Interviewer: What help does your teacher give you to understand passages? 
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M8  He/ She translates words into Amharic. 
Interviewer: What else does the teacher do to help you? 
M8   He/she advises us on  how to do exercises. They tell us to do the exercises based on the passage. 
Interviewer: Do you work in groups? 
M8  Yes, but rarely. 
Interviewer: When you do exercises, how do you do them with your teacher? 
M8  We read a question at a time and give answers. 
 
 
 

M9 
 
Interviewer: Do you like to read passages written in English? 
M9  Yes 
Interviewer: What kind of passages do you like to read? 
M9  Grammars books 
Interviewer: What I am saying is, do you like to read passages? 
M9  Yes 
Interviewer: What kind of passages? 
M9  Passages which include ideas, proverbs and metaphors. 
Interviewer: When you are reading passages, what things do you focus on? 
M9  In the past, I used to try to memorize the passage and every word in it  This was especially so   
                             when I was  I was studying for exams. However, the memorized thing was forgotten  shortly   
                             later. 
Interviewer: Do you mean that your objective for reading was to answer questions? 
M9   Yes 
Interviewer: Recall the instances when you were learning reading. How were you learning reading? 
M9  The teacher used to tech us the lexical items written in bold in the passage . Later, we were   
                             examined for these items. In addition, we used to jot down main points of the passages. 
Interviewer: At that time did you endeavor to learn the passage word by word,sentence by sentence or did you   
                            attempt to get the main ideas of the passage? 
M9  Word by word  
Interviewer: What factors do you think can make a reading text difficult? 
M9  Difficult and misspelt words 
Interviewer: From your reading experience, what does reading mean for you? 
M9  A Passage is a collection of paragraphs which has introduction, body and conclusion 
Interviewer: I mean, you describe reading based on the way you read 
M9  A reading passage is a written matter which includes different words in it . 
Interviewer: From the four language skills, which one do you like most? 
M9  Speaking and listening 
Interviewer: Why do you like speaking and listening skills most? 
M9  Because we acquire the listening skill first . Then we speak out what we have listened to. 
Interviewer: Do you read English passages other than those available in your course books? 
M9  Yes 
Interviewer: What kind of books? 
M9   Mega Grammar and dictionaries. 
Interviewer: What about different books like history, fictions and literature?  
M9  I haven't  read such books because I didn't have them. We did not have the opportunity to use   
                            libraries. 
Interviewer: To help you understand the reading passages, what does your teacher do?  
 M9  He/she takes out key words and teaches us. 
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M10 
 
Interviewer: Do you like reading? 
M10  Yes 
Interviewer: What kind of passages? 
M10  Historical  
Interviewer: How do you read? 
M10  I read by selecting main points 
Interviewer: How do you select these main points? 
M10  First, I go through the passage. Then, I jot down the main points in my exercise book and  try to   
                            memorize them. 
Interviewer: What is/are your objectives(s) for reading? 
M10  I read to get information about my courses. I read fictions. 
Interviewer: How do you learn reading in your classroom? 
M10  We first learn words before going through the reading passage. 
Interviewer: Why? 
M10  This helps me in my exam. 
Interviewer: Why do you read: to answer questions  from the passage, or for any other purpose? 
M10  To answer questions 
Interviewer: What factors do you think can make a passage difficult? 
M10  Difficult words and sentences 
Interviewer: From your experience of reading, what is reading for you? 
M10  For me reading is going through and understanding a written matter. It also includes telling what   
                            we understand for others. 
Interviewer: Which language skill do you like most?  
M10  I like reading 
Interviewer: Why? 
M10  To understand texts and to help others understand. 
Interviewer: Do you read passages other than those present in your course books? 
M10  Yes I read historical passages. 
Interviewer: What  help does your teacher give you so that you could effectively learn reading? 
M10    He/she explains the main points of the passage in English and Amharic. He/ She teaches us new    
                            words by  translating them into Amharic. 
 
 

M12 

 
Interviewer: Do you like reading? 
M12  Yes, I do. 
Interviewer: What kind of passage do you like to read? 
M12  Short passages which I manage to understand . I  try to understand the main idea of such      
                             passages. 
Interviewer: How do you read English passages? 
M12  In the past, I used to spend much time on translating words by looking up their meanings  in   
                            dictionaries. 
Interviewer: I see. In the past, you used to try to understand things word by word .What if there were  some    
                            words  and/or sentences which you didn't know? Did these cause problems on your understanding? 
M12  I used to try to understand each and every word. But this was  highly tiresome and time    
                            consuming. Now,  I don't try to know every word. 
Interviewer: What is/are your purposes for reading a certain passage? 
M12  Because English is an international language, I want to get benefits from such a language. 
Interviewer: How do you learn reading in the classroom? 
M12  At  lower grades, we used to focus on learning the meanings of words. Now, this is changed, we   



 251 

                            usually  focus on understanding the main ideas. 
Interviewer: What factors do you think make a passage difficult? 
M12  This may depend on the experience of the reader . For example, in the past, I used to become   
                            nervous when   reading in front of my teacher. So nervousness is one of the factors which make a   
                            passage difficult. 
Interviewer: What do we mean by reading? 
M12  Reading is an essential skill by which we can understand many things . 
Interviewer: Do you read passages other than those available in your course books? 
M12  Not so far, except referring to a dictionary. 
Interviewer: When reading, what help do you receive from your teacher? 
M12  He/she advises us not to be afraid of reading in front of people. He/she tells us to read without   
                             fear. He/She encourages us. 
Interviewer: When teaching reading, how does the teacher teach you? 
M12  He/she tells us to understand key words which are written in bold in the passage. Then,  he/she   
                            instructs  us to read a certain part of the passage . He/she reminds us to remember what we have   
                            read .He/she advises us not to worry about some difficult words. He/She tells us that what we   
                            should understand is the  main idea of each paragraph rather than the meaning of individual words. 
Interviewer: How do you do the exercises from passages? 
M12 

APPENDIX C-6 

 The teacher gives us classwork. We do these either in groups, in pairs, with the teacher, or   
                            individually 
 

 
 

 
 

É�[ T@Ç=¾>” ¾}T]­‹ SÖÃp:: 

 
    M1 
 
  Interviewer: KZYƒ ¨^ƒ ¾”vw ƒUI`ƒ eƒT` qÃ}GM:: ÃI ¾U”vw   
              ƒUI`ƒ KT”uw õLÔƒI' ‹KA�I“ ›SK"ŸƒI ÁÅ[Ñ¬”   
              ›e}ªê* wƒÑMêM˜:: 
 
  M1  w²< ÖpV—M:: u›’vuu<U w²< K¬Ù‹” ›Ó˜†u�KG<:: 
 
  Interviewer: U” ¯Ã’ƒ K¬Ø;  
 
  M1  Éa U”vw ¾T>SeK˜ �‹ ÁK< ØÁo­‹” KSSKe w‰ ’u` ¾T>SeK˜:: ›G<” Ó”   

¾U”vu<” Pdw }[É}” ØÁo­‹” KSSKe �”ÅJ’“ ÅÓVU u²=I LÃ uU”vu< LÃ 
’u` ƒኩረƒ ¾TÅ`Ñ¬:: U¡”Á~U ŸU”vu< ¬eØ eI}ƒ Ã•^M ›MMU:: ›G<” Ó” 
êOñ” ¾SÑUÑU vI`Ã ›K:: KUdK? çNò¬ �”Èƒ ›É`Ô êOñ” 
�”Çk“Ë¬'�”Èƒ �”Çcu'SÅUÅT>Á¬” �”Èƒ �”Åéð'U” SM°¡ƒ K=Áe}LMõ 
�”ÅðKÑ �”Ç=G<U ÅÓV uU”vu< `°e w‰ `°c<” �”Èƒ ›É`Ô �”Åc¾S �“ 
K?KA‹”U ›Ñ“´vKG<:& 
 

  Interviewer: ¾T”uw  õLÔƒI ›ÉÔMHM; 
 
  M1  ›­:: 
 
  Interviewer: ›G<” ÁÑ–¤¬” ¾T”uw eMƒ K?KA‹ ƒUI`„‹” eƒT`   
              ƒÖkUu�KI; 
 
  M1  ›­:: KUdK? K?KA‹ ƒUI`„‹ LÃ Ÿ›"vu=Â Ò` K �’@ ¾T>cÖ¬   
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ÖkT@� U”É” ’¬; Ÿ›"vu=¾¾ Ò` uTÁÁ´ TKƒ ’¬:: uT’wuƒ Ñ>²? uêG<ñ LÃ 
w‰ dÃJ” có ›É`Ñ@ KS[Çƒ KTcw LÃw[] KSÖkU u²=Á U¡”Áƒ ¾}KÁ¿ 
êOö‹” eK²=Á ¾}éñƒ” M¿’„‹”“ Ó”–<’„‹” KT¨p ›’vKG<:& 

 
    M2 

 
  Interviewer: KZYƒ ¨^ƒ ¾”vw ƒUI`ƒ eƒT` qÃ}GM:: ÃI ¾U”vw   
             ƒUI`ƒ KT”uw õLÔƒI' ‹KA�I“ ›SK"ŸƒI ÁÅ[Ñ¬”   
             ›e}ªê* wƒÑMêM˜:: 
 
  M2  ŸU”vu< ÁÑኘG<ƒ ÖkT@� eK›"vu=¾ ¾uKÖ �”Ç¬p“ Ÿ›G<”   
             uòƒ eT` ¾’u[¬ G<’@� Kð}“ w‰ ’u` ¾U“’u¬:: ›G<”   
             Ÿ›"vu=Á‹”“ ŸQÃ­�‹” Ò` ›³UÅ” �”É”T` ¾J’ አመለካከƒ   
               ðØbM:: 
 
  Interviewer:  ›G<” ያገኘ¤¬” eMƒ K?KA‹” ƒUI`„‹ eƒT` ƒÖkUu�KI ;  
 
  M2  ›­:: uG<KA‹U vÃJ” �”ÖkUu�K”:: 
 
  Interviewer: u¾ƒ™‹ ƒUI`„‹ ’¬ ¾TƒÖkS¬; 
 
  M2  uò²=¡e“ H>Xw:: 
 
  Interviewer: ›G<” ¾}T`¤¬ ¾T”uw eMƒ ¾T”uw õLÔƒI” U” ÁIM   
             ›dÉÔMHM; Ÿuò~ Ò` u”êê` wƒÑMêM˜:: 
 
  M2  ¾T”uw õLÔ‚ u×U Ÿõ}— Å[Í �”Ç=Å`e ›É`Ô�M:: Éa   
            ¾U“’u¬ K}¨c’ Ñ>²? J• ð}“ KTKõ w‰ ’u`::›G<” Ó” T”—  
            ¬”U U”vw ›”wu” ¾�— ›"vu=e U” ÃSeLM:: ŸQ­‚ Ò`e   
           U” ¯Ã’ƒ l`˜ƒ ›K¬ ¾T>K¬” SMe K=ÁÑ˜ eKT>‹M uT”—  
           ¬U  Ñ>²? �“’vK”:: 
 
  Interviewer: ¾T”uw eM~ ÖkT@� ›K¬; 
 
  M2  ›­:: 
 
  Interviewer: ¾U”vw ƒ`Ñ<U kÅU c=M Ÿ’u[I }KÃ~ªM; 
 
  M2  U”vw ¾TK¬” ¾T¬k¬ ð}“ KSSKe w‰ un:: ›G<” Ó”   
            U”vw TKƒ ŸQÃ­�‹” Ò` ›³UÅ” ›"vu=Á‹” U”   
            ƒSeLK‹; ŸQÃ­�‹”e Ò` U” Ó”–<’ƒ ›K¬; ÃI” ØÁo   
             KSSKe eKT>ÖpS”& Mዩ’ƒ ›K¬ u×U::  

 
    M3  
 
  Interviewer: KZYƒ ¨^ƒ ¾”vw ƒUI`ƒ eƒT` qÃ}GM:: ÃI ¾U”vw   
             ƒUI`ƒ KT”uw õLÔƒI' ‹KA�I“ ›SK"ŸƒI ÁÅ[Ñ¬”   
             ›e}ªê* wƒÑMêM˜:: 
 
  M3  U”vw T”uw ÖnT> ’¬:: ŸSÅu— ƒUI`ƒ Ò` ÁK¬”   
             ÖkT@� �”É“Ñ“´w Ã[Ç“M::  
  
  Interviewer: uS`H Ów\ uSd}õI ÁÑ–¤¬” ÖkT@� kÅU c=M Ÿ’u[I   
              MUÉ Ò` uT’éç` wƒÑMêM˜;  
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  M3  Ÿõ}— ’¬:: 
 
  Interviewer: Ÿõ}— ’¬ eƒM U” U” ÖkT@�­‹ ’¬ ÁÑ–¤¬; 
 
  M3  ¾}KÁ¿ ¡IK„‹”:: 
 
  Interviewer: u}KÃ U”vw” u}SKŸ} ÁÑ–¤¬ ÖkT@� U”É” ’¬; 
  
  M3  ›”wx ¾S[Çƒ ‹KA�:: 
 
  Interviewer: Ÿòƒ Ÿ’u[I MUÉ Ò` ›’éê[I wƒ’Ó[˜; 
 
  M3  Ÿòƒ ¾’u[¬ LÃ L¿” T”uw ’¬&›G<” Ó” ÖKp ›É`Ñ@ T”uw ’¬:: 
 
   Interviewer: K›”} ›G<” U”vw TKƒ U” TKƒ ’¬; 
 
  M3  ”vw TKƒ ›”É” ’Ñ` ¾T>ÑMê çOõ ’¬:: 
 
   Interviewer: çOñ ¾T>ÑMç¬ U”É” ’¬; 
 
  M3  çGò¬ ¾é ð¬”“ Ÿ²=ÁU vhÑ` ’¬:: 
 
  Interviewer: ›G<” u”vw ƒUI`~ S`� Ów` ÁÑ–¤¬” ¾T”uw eMƒ KK?LU   
               ƒUI`ƒ ƒÖkUu�KI; 
 
  M3  ›­:: 
 
  Interviewer: KUdK? �eŸ= ÓKêM˜::�”Èƒ; uU” ƒUI`ƒe ’¬   
               ¾UƒÖkUuƒ; 
 
  M3  KUdK? Uò²=¡e' uŸ?T>eƒ]“ uK?KA‹U:: 
 
  Interviewer: �”Èƒ ’¬ ¾UƒÖkUuƒ; 
 
  M3  KUdK? ¾}T`G<ƒ” ’Ñ` Ÿ›"vu= Ò` TÑ“²w:: 
 
  Interviewer: ¾}T`¤¬ ¾T”uw eMƒ ÖkT@�¬ �”Èƒ ’¬; 
 
  M3  ÖkT@�¬ Ÿõ}— ’¬:: 
      

  M4  
  
 Interviewer: KZYƒ ¨^ƒ ¾”vw ƒUI`ƒ eƒT` qÃ}GM:: ÃI ¾U”vw   
             ƒUI`ƒ KT”uw õLÔƒI' ‹KA�I“ ›SK"ŸƒI ÁÅ[Ñ¬”   
             ›e}ªê* wƒÑMêM˜:: 
 
  M4   ÖkT@� ›K¬:: Ÿ³_ uòƒ U”vw e“’w K°K~ Kð}“ ’u`::   
            ¾U“’u¬ ƒŸ<[ƒ ¾U“Å`Óuƒ ›M’u[U:: ›G<” Ó” ƒŸ<[ƒ cØ}”   
             uØMkƒ Ó”³u? �”Ç=•[” ›É`Ô“M:: 
 
  Interviewer: uT”uw õLÔƒI LÃ K¬Ø ›UØ„MHM;  
 
  M4  ›­:: uŸõ}— Å[Í õLÔ‚ �ÁÅÑ SØ~ªM:: 
 
  Interviewer: ›G<” ¾UƒÖkUuƒ ¾T”uw eMƒ K?KA‹ ƒUI`„‹” KST`   
             �Ñ³ ›É`ÔMGM; 
  M4  ›­:: 
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  Interviewer: �”Èƒ ’¬ ¾UƒÖkS¬;    
 
  M4  uU”vu< SW[ƒ ¾T>SKc< ØÁo­‹” KSSKe ›”wu? ›ÖnLÃ   
           Hdw �Ã³KG<:: u}ÚT]U ŸU”vu< ÁÑ–G<ƒ” Hdw ŸQÃ­‚ Ò`   
            ›³UÇKG<:: 
 
  Interviewer: ¾}T`¤¬ ¾T”uw eMƒ U” ÁIM ÖnT> ’¬; 
 
  M4  ÖkT@� ›K¬:: Ÿ›G<” uòƒ d’w LÃ L¿” ¾T”uw MUÉ ’¬   
             ¾’u[˜:: U” ÁIM }Ñ”´u?›KG< ¾T>M Hdw ›M’u[˜U:: ›G<” Ó”   
             ÖKp ›É`Ñ@ �”Ç¬p [É„—M:: 

 
   M5 

 
  Interviewer: KZYƒ ¨^ƒ ¾”vw ƒUI`ƒ eƒT` qÃ}GM:: ÃI ¾U”vw   
              ƒUI`ƒ KT”uw õLÔƒI' ‹KA�I“ ›SK"ŸƒI ÁÅ[Ñ¬”   
              ›e}ªê* wƒÑMêM˜:: 
 
  M5  ¾ƒ`Ñ<UU J’ ¾T”uw ‹KA� ›Ó˜‰KG<<:: 
  
  Interviewer: ¾T”uw ‹KA�I U” ÁIM ›ÉÑ<ªM; Ÿuò~ Ò` ›’éê[I   
              wƒ’Ó[˜:: 
 
  M5  Éa eK”vw w²< Ó”³u? ›M’u[˜U:: ›G<” Ó” K¾ƒ ÁK< ›’vux‹   
              eKT>•\“ �’²=ÁU uSUI\ eKT>ÑKèM” ›’vKG<:: 
 
  Interviewer: ¾T”uw õLÔƒI”e ›dÉÔMHM; 
 
  M5  ›­:: 
 
  Interviewer: Ÿ²=I Ñ>²? u“L u�”ÓK=´— ¾}×ñ SéQõƒ” �’vKI;  
 
  M5  ›­:: 
 
  Interviewer: ›G<” ÁÑ–¤¬” ¾T”uw eMƒ K?KA‹ ƒUI`„‹” eƒT`   
              ƒÖkUu�KI; 
 
  M5  ›­:: 
 
  Interviewer: �”Èƒ; 
 
  M5  U”vu<” ›’w“ "MÑv˜ ŸÑ<ªÅ™† Ò` �¨ÁÁKG<:: 
 
  Interviewer: ”vw TKƒ ›G<” K›”} U” TKƒ ’¬; 
 
  M5  Ÿuòƒ ¾T’u¬ U”vu<” ›”wu? ØÁo KSSKe ’u`:: ›G<” Ó”   
              ›’w“ u¬eÖ? ›Ñ“´vKG<:: 
 
  Interviewer: ›G<” ¾}T`¤¬ ¾T”uw eMƒ  ÖkT@� ›K¬; 
 
  M5  ›­:: 
 

 
 M6 
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 Interviewer: KZYƒ ¨^ƒ ¾”vw ƒUI`ƒ eƒT` qÃ}GM:: ÃI ¾U”vw   
              ƒUI`ƒ KT”uw õLÔƒI' ‹KA�I“ ›SK"ŸƒI ÁÅ[Ñ¬”   
              ›e}ªê* wƒÑMêM˜:: 
 
  M6  Éa ›”wu? ›M[ÇU ’u`:: ›G<” Ó” ŸQÃ­‚ Ò` uT³SÉ   
              ¾T’u¬” KS[Çƒ �¾VŸ`G< ’¬:: ¾T’u¬”U S[Çƒ ‹ÁKG<:: 
 Interviewer: u›’vuw eMƒI LÃ K¬Ø ›É`ÑHM;  
 
  M6  ›­:: 
Interviewer: u²=I S`H Ów` ¾T”uw ƒUI`ƒ ŸST`I uòƒ �”Èƒ ’u ;̀   
               ¾U�’u¬; 
   
   M6  ›”wu? U”U ¾TÅ`Ñ¬ ¾KU:: ´U wÂ ’¬ lß ¾UK¬:: ›G<”   
               Ó” ŸQÃ­‚ Ò` ›³UÅªKG<:: 
   
Interviewer: ›G<” ÁÑ–¤¬ ¾T”uw YMƒ K?KA‹ ƒUI`„‹” eƒT` �Ñ³   
               ›É`ÔMHM; 
  
 M6  ›­:: 
   
Interviewer: ›G<” K›”} ”vw TKƒ U” TKƒ ’¬; 
   
  M6  ›”É ’Ñ` �”Ç¬p ¾T>ÁÅ`Ó TKƒ ’¬:: 
 
 Interviewer: ›”É” U”vw }[ÇG<ƒ ¾UƒK¬ �”Èƒ ’¬; 
 
  M6  ›ÇÇ=e ’Ña‹” ŸU”vu< e[Ç& ¾T’u¬” Ndw& ŸK?L ƒUI`ƒ&   
              ŸQÃ­‚“ Ÿ›"vu=Â Ò`  T³SÉ e‹M ’¬:: 
 
 Interviewer: u²=I S`� Ów` ÁÒÖSI U”vw” ¾Te}T` eMƒ ¾T”uw   
              ‹KA�I” U” ÁIM ›dÉÔ�M; 
 
  M6  u×U ÃÖpTM:: 
Interviewer: KU” ÃÖpTM; 
 
  M6  ¾T“¬k¬” ’Ñ` KSÑ”²w Áe‹LM:: 
 
Interviewer: ›G<” eKU”vw ÁKI ›SK"Ÿƒ“ eMƒ }K¬Ö<ªM; 
 
  M6  ›­:: 
 
Interviewer: ¾S[Çƒ ‹KA�Ie kÅU c=M Ÿ’u[I Ò` e�’éê[¬ U” ÁIM   
               ’¬ wKI ƒÑU�KI;  
 
   M6  u×U Ÿõ}— ’¬:: 
 
 
      

  M7 
 
  Interviewer: KZYƒ ¨^ƒ ¾”vw ƒUI`ƒ eƒTሪ qÃ}hM:: ÃI” ¾U”vw   
              ƒUI`ƒ KT”uw õLÔƒi' ‹KA�i“ ›SK"Ÿƒi ÁÅ[Ñ¬”   
              ›e}ªê* wƒÑMßM˜:: 
 
  M7  Ÿõ}— ’¬<:: 



 256 

 
  Interviewer: w�w^]M˜::  
 
  M7  Ÿòƒ TKƒ U”vw d’w u×U ÃcK†˜ ’u`:: Ó” ›G<” uÑ<Ñ<ƒ“   
              Åe}— J–@ �”ÉÚ`e:: 
 
  Interviewer: U”vw e�’u= ›G<” ÁÑኘi¬ eMƒ kÅU c=M eƒÖkT>uƒ   
              Ÿ’u[¬ uU” ÃKÁM; 
 
  M7  õØ’ƒ ÚU_›KG<:: Éa T’w ¾’u[¬ ›”wu? KSÚ[e �”Ï   
              Ÿ¬eØ ÁK¬” õ_ Hdw ›LÑ“´wU ’u`:: ›G<” Ó” ›Ñ“´vKG<:: 
 
  Interviewer: ›G<” ÁÑኘi¬” ¾T”uw eMƒ K?KA‹ ƒUI`„‹” eƒT]   
              ƒÖkT>u�Ki; 
 
  M7  �ÖkUu�KG<::   
 
   Interviewer: u²=I S`� Ów` ÁÒÖSi U”vw” ¾ST` eMƒ ¾T”uw   
              ‹KA�i” U” ÁIM ›dÉÔ�M; 
 
  M7  u×U ›dÉÔM—M:: K¬Ø ›K¬:: 
 
  Interviewer: ›G<” K›”ˆ ”vw TKƒ U” TKƒ ’¬; kÅU c=M eK”vw   
              Ÿ’u[>i ƒ`Ñ<U Ò` uT’éç` wƒ’Ó]˜:: 
 
  M7  ”vw TKƒ ¾T“¬n†¬” ’Ña‹ w²< ¾U“¬puƒ �”ÅJ’ Éa   
              U”U ›M’u[U:: ØÁo KSSKe ’u`:: ›G<” Ó”... 
 
  Interviewer: ¾}T`i¬ ¾T”uw eMƒ ÖkT@� ›K¬; 
 
  M7  ›­:: 
 
 

  M8 
 

  Interviewer:    KZYƒ ¨^ƒ ¾”vw ƒUI`ƒ eƒTሪ qÃ}hM:: ÃI” ¾U”vw   
              ƒUI`ƒ KT”uw õLÔƒi' ‹KA�i“ ›SK"Ÿƒi ÁÅ[Ñ¬”   
              ›e}ªê* wƒÑMßM˜:: 
 

M8 ›e}ªê*¬ u×U Ÿõ}— ’¬:: Éa U”vw TKƒ U”U �”ÇMJ’ ’u` ›G<”     Ó” 
¾¬eÖ<” õ_ Hdw �”É“¬p eLÅ[Ñ” ’¬::Ÿõ}— ’¬ ›e}ªê*¬:: 

 
  Interviewer: õLÔƒi” uSÚS` uŸ<Me  ÁÅ[Ñ¬ ›e}ªê* U”É” ’¬; 
 
  M8  ›e}ªê*¬ Ø\ ’¬:: Ó” Éa d’w w²<U õLÔƒ ›M’u[˜ U::´U wÂ ’¬   
               ¾T’u¬:: ›”wu< Ÿ}vM” ›’vKG<:: ካM}vM” ›L’wU:: ›G<” Ó” ›”wu<   
               v”vMU ´SU wÂ �“Ç’w ›É`Ô“M:& 
 

  Interviewer:  ¾›’vuw eMƒ kÅU c=M Ÿ’u[¬ K¬Ø ›É`ÑhM; 
 
  M8        ›­:& 
      
  Interviewer:  ÁÑ–i¬ K¬Ø U”É” ’¬; 
  
    M8    ›”wu? �ð�KG<:&¾}KÁ¿ ’Ña‹” ŸK?KA‹ Ò` ›³UÇKG<:: 
 
  Interviewer:  Ÿ›G<” uòƒ e�’u= �”Èƒ ’u` ¾U�Å`Ñ>¬; 
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  M8   Ÿ›G<” uòƒ ›’vKG<:: �Ú`dKG<:& 
 
  Interviewer:  ƒ`Ñ<S< ÃÑvi ’u` e�’u=; 
 
  M8   ›ÃÑv˜U:: 
 
  Interviewer:  ›G<”e �”Èƒ ’¬; 
 
  M8   ›G<” u×U ÃÑv—M:& 
 
  Interviewer:  e�’u= ¾çGò¬” Hdw KT¨p ’¬ ¾U�’u=¬ ¨Ãe K?LU ¯LT ›Ki; 
 
  M8   SËS]Á çGò¬ U” �”ÇK ›¬nKG<:& Ÿ²=Á u“L ¾u?ƒ Y^ ¾T>W^ ŸK   
                �W^KG<:& 
 
 
  Interviewer:  e�’u= ›Ñ“´vKG< wKhM:: U” U” ’Ñ` ’¬ ¾U�Ñ“´u=¬; 
  
  M8    Ÿ}éð¬ K?L:& 
 
  Interviewer:  K?L eƒÃ uUdK? ƒÑMßM—Ki; 
 
  M8   KUdK? �]¡ ƒUI`ƒ eK ›ç? }­Éae ¾T>Á¨^ ŸJ’ U”vu< ^p ¨ÇK<ƒ   
                ¨eË ŸK?KA‹ ›=ƒÄù¬Á” Ÿ¬à‹U Ò` ›³UË ›ÁKG<:&  
 
  Interviewer:  K?KA‹ ƒUI`„‹” eƒT] �Ñ³ ›É`ÔMhM ¨Ã; 
 
  M8   ›­:: 
 
  Interviewer:  �”Èƒ ’¬ ¾UƒÖkT>uƒ; 
 
  M8   u`Ÿƒ ÁK¬” êG<õ u›”kê �¾KÁ¾G< vÃ•[¬ ^c? �¾ŸðMG< ›’uªKG<:: 
 
  Interviewer: Éa ŸU�Ã¬ Ò` ¾T’éç`& ¾SS^S` ¾SÖ¾p Ñ<ÇÃ ›K; 
 
  M8  ›­:& 
 
Interviewer:  ¾U�’u=¬ êG<õ G<K< �¬’ƒ ’¬ uT>M ’¬ ¾U�’u=¬ ¨Ãe   
                ƒÑSÓT>ªKi; 
  
  M8   ¾UkuK¬U ¾TMkuK¬U ›K:: 
 
  Interviewer:  U”vw TKƒ U” TKƒ ’¬; kÅU c=M Ÿ’u[i ›SKŸŸƒ Ò` ›’éê]:: 
 
  M8   U”vw TKƒ ¾T“¬k¬” ’Ñ` K=Ád¬k” ¾T>‹M“ ¾U”cT¬ w‰ dÃJ” ›”wu”   
               �”É”[Ç¬ ¾k[u ØG<õ TKƒ ’¬::  
 

 M9 

 
 Interviewer:     KZYƒ ¨^ƒ ¾”vw ƒUI`ƒ eƒT` qÃ}GM:: ÃI ¾U”vw   
             ƒUI`ƒ KT”uw õLÔƒI' ‹KA�I“ ›SK"ŸƒI ÁÅ[Ñ¬”   
             ›e}ªê* wƒÑMêM˜:: 
 
  M9  ƒUI`~ ŸK?KA‹ ƒUI`„‹ Ò` ¾}³SÅ eKJ’ ÖkT@ � ›K¬::   
             ¾›’vuu< eMƒ ŸU”vu< ª“ ª“ õ_ Ndx‹” �”Èƒ �”ÅU”[Ç   
             ’¬ e”T` ¾q¾’¬:: eK²=I ŸK?KA‹ ƒUI`„‹ Ò` eKT>³SÉ   
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             ÖkT@� ›K¬<:: 
 
   Interviewer: Ÿ²=I S`� Ów` ÁÑ–¤¬” ¾T”uw eMƒ K?KA‹ ƒUI`„‹”   
            eƒT` ƒÖkUu�KI;  
 
  M9  ›­::  
 
  Interviewer: �”Èƒ ’¬ ¾UƒÖkUuƒ; 
 
  M9  Ÿ²=I ÁÑ–’¬” ¾T”uw eMƒ K?L¬” ƒUI`ƒ �”Èƒ   
             �”ÅU”[Ç¬ �”ÖkUu�K”:: 
 
  Interviewer: ÃI ¾T”uw eMƒ ÖkT@� ›K¬; 
  
  M9  u×U u×U ÃÖpTM:: 
 
  Interviewer: ”vw TKƒ U” TKƒ ’¬; 
 
  M9  ”vw TKƒ ›”É ¾TL¬k¬” ’Ñ` ŸT’u¬ êOõ ›”wu?   
            S[Çƒ:: 
 
  Interviewer: ›”wx S[Çƒ TKƒ U” TKƒ ’¬; 
 
  M9  1) çNò¬ U” �”ÇK �[ÇKG<:: 2) ƒŸ<[~” ›ÁKG<:: 
 
  Interviewer: Ÿ²=I S`� Ów` u“L ¾›”} ¾U”vw eMƒ“ ‹KA� }K¬Ö<ªM   
             ƒLKI; 
 
     M9  ›­:: 
 
  Interviewer: �”Èƒ; 
 
  M9  Ÿ›G<” uòƒ ¾U”vw õLÔ�‹” k’e ÁK ’u`:: ›G<” Ó” õLÔ�‹”   
             �¾Çu[ ’¬ ÁK¬:: eK²=I ÃI ƒUI`ƒ ÖpV“M:& 
 
  Interviewer: ¾›’vuw eMƒI }K¬Ö<ªM; 
 
  M9  ›­:: 
 
  Interviewer: �”Èƒ ’¬ ¾}K¨Ö¬; ›’çê[I ”Ñ[˜:: 
 
  M9  kÅU c=M ¾T”uw õLÔ‚ ¾k’c ’u`:: ›G<” õLÔ‚ ÚUaM—M:: 

 
 M10 

 
Interviewer: KZYƒ ¨^ƒ ¾”vw ƒUI`ƒ eƒT` qÃ}GM:: ÃI ¾U”vw   
              ƒUI`ƒ KT”uw õLÔƒI' ‹KA�I“ ›SK"ŸƒI ÁÅ[Ñ¬”   
              ›e}ªê* wƒÑMêM˜:: 
 
  M10  ¾T”uw ‹KA�Â” �”ÇhiM [É„—M:: Éa d’w �”}v}w ’u`::   
              ›G<” Ó” uƒ¡¡M ›’vKG<:: ¾[Ç˜ u×U uŸõ}— ’¬:: 
 
Interviewer: uT”uw õLÔƒI LÃ K¬Ø ›UØ„MHM;  
     
   M10  ›­:: uŸõ}— Å[Í õLÔ‚ Ÿõ wKA›M:: 
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Interviewer: �eŸ= kÅU Ÿ’u[I õLÔƒ Ò` ›’éê[I ”Ñ[˜:: 
 
  M10  Éa �”ÓK=´— d’w eKU”}v}w / T”uw eKTM‹M/KT”uw ðnÉ ›M’u[˜U::   
              ›G<” Ó” uƒ¡¡M eKT’w ¾T”uw ‹KA �Â ÇwaM—M:: 
 
 Interviewer: ›”É” U”vw }[ÇG<ƒ ¾UƒK¬ �”Èƒ ’¬;  
 
  M10  ŸU”vu< ¾TÑ–¬” Gdw ŸQÃ­‚'Ÿ›"vu=Â“ ŸK?L ŸUT[¬   
              ƒUI`ƒ Ò` T³SÉ e‹M ’¬:: 
Interviewer:& e�’w qU wKI �evKI TKƒ ’¬; 
 
  M10  ›­:: 
 
Interviewer: ›”Ç”É c­‹ ”uw TKƒ çNò¬ U” TKƒ �”ÅðKÑ S[Çƒ   
               ’¬ ÃLK<:: K›”}e U”vw TKƒ U” TKƒ ’¬; 
 
  M10  ›’w“ ÁÑ–G<ƒ” Hdw ŸK?L ƒUI`ƒ "Ñ–G<ƒ Hdw Ò`   
              ›Ñ“´uªKG<:: KUdK? ufhM dÃ”e ÁÑ–G<ƒ” Hdw ŸU”vu< "Ñ–  
              G<ƒ Hdw Ò` ›Ñ“´uªKG<:: 
 
Interviewer: u²=I S`� Ów` ÁÒÖSI U”vw” ¾Te}T` eMƒ ¾T”uw   
              ‹KA�I” U” ÁIM ›dÉÔ�M; 
 
  M10  u×U ›dÉÔM—M:: 
 
Interviewer: ›G<” eKU”vw ÁKI ›SK"Ÿƒ“ eMƒ }K¬Ö<ªM; 
  M10  ›­:: 
 
 

  M11 
 
   Interviewer: KZYƒ ¨^ƒ ¾”vw ƒUI`ƒ eƒT` qÃ}GM:: ÃI ¾U”vw   
             ƒUI`ƒ KT”uw õLÔƒI' ‹KA�I“ ›SK"ŸƒI ÁÅ[Ñ¬”   
             ›e}ªê* wƒÑMêM˜:: 
 
  M11  U”vw �”Èƒ �”ÅUðMÓ }[É‰KG<:: 
 
  Interviewer: �w^^M—KI;  
 
  M11  U”vw �”Ç=Ñv˜ Ÿ¾ƒ—¬ ›”kê T”uw �”ÇKw˜:: 
 
  Interviewer: �”Èƒ ›É`Ô �”ÅT>Ñv” eƒM ¾çGò¬” Hdw S[Çƒ TKƒ ’¬   
             ¨Ãe �”Èƒ ’¬; 
 
  M11  ŸçNò¬ Hdw u}ÚT] K?KA‹ ’Ña‹ ›K<:: 
 
  Interviewer: KUdK?;  
 
  M11  ŸQÃ­‚ Ò` T³SÉ“ Ÿ›"vu=Â Ò` T³SÉ' eK›"vu=Â ÁK¬”   
              ƒ`Ñ<U  KT¨p'Hdu<” KT¨p:: 
 
  Interviewer: ›G<” K›”} U”vw TKƒ U” TKƒ ’¬; 
 
  M11  w²< lU ’Ña‹” ŸQÃ­‚ Ò` ›³UË KT­p ’¬:: 
 
  Interviewer: u²=I S`� Ów` ÁÒÖSI U”vw” ¾ST` eMƒ ¾T”uw   
              õLÔƒI U” ÁIM ›dÉÔ�M; 
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  M11  Ÿõ}— ’¬:: kÅU �’@ ¾T’u¬ Kð}“ w‰ ’u`:: ›G<” Ó”   
               ŸQÃ­‚ Ò` ›³UË w²< ’Ña‹” KT­p �ðMÒKG<:: 
 
  Interviewer: ›G<” ÁÑ–¤¬” ¾T”uw eMƒ K?KA‹ ƒUI[„‹” eƒT`   
              ƒÖkUu�KI; 
 
  M11  ›­:: 
 
  Interviewer: ¾T”uw eM~ ÖkT@� ›K¬; 
 
  M11  ›­ ÖnT> ’¬:: 
 

 M12 
 
 Interviewer:    KZYƒ ¨^ƒ ¾”vw ƒUI`ƒ eƒT` qÃ}GM:: ÃI ¾U”vw   
            ƒUI`ƒ KT”uw õLÔƒI' ‹KA�I“ ›SK"ŸƒI ÁÅ[Ñ¬”   
            ›e}ªê* wƒÑMêM˜:: 
 
    M12       u×U Ÿõ}— ÖkT@� ›K¬:: ƒUI`~ w²< ’Ñ` ÁÇw^M::   
              uK?KA‹ ƒUI`„‹ ÁLÑ–’¬” ÃI” uST^‹” ›°Ub‹”   
             ÇwbM:: 
 
 Interviewer: ›G<” e�’w �”Èƒ ’¬ ¾U�’u¬;¾çGò¬” Hdw KTÓ–ƒ w‰   
               ’¬ ¨Ãe Ÿ^eI QÃ­ƒ' MUÉ“ Ÿ›"vu=I Ò` �³UÅªKI;  
 
  M12  G<K<”U ’¬:: ŸQÃ­‚ Ò` ›³UÇKG<:: ¾}²ÒË¬U ¾ST]Á   
              êOõ Á’uw’¬” ŸQÃ­�‹” Ò` �”É“³UÉ ’¬:: ›°Ub‹”   
              ›eõ}” �”S[U^K”::  
 
  Interviewer: ›G<” ÁÑ–¤¬” ¾T”uw eMƒ K¨Åò~ ƒÖkUu�KI; 
 
  M12  u×U u×U �ÖkUu�KG<:: KUdK? eK ›=’`Ï d’w ›cLeM   
              ¾’u[¬ Ÿò²=¡e ƒUI`ƒ "­pG<ƒ Ò` uT³SÉ ’¬:: 
 
  Interviewer: uT”uw ‹KA�I LÃ K¬Ø ›K;  
 
  M12  ›­:: 
 
  Interviewer: U” ¯Ã’ƒ K¬Ø; 
 
  M12  ›°UaI ’í J• e�’w ÁKõ`Hƒ �’vKI:: 
 
  Interviewer: kÅU c=M Ÿ’u[I ¾›’vuw eMƒ Ò` ›’éê[I wƒ’Ó[˜:: 
 
  M12  Éa nLƒ SÓÅõ'S´KM ’u`:: ›G<” Ó” Åe wKA” d”Ú’p   
              �“’vK”:: 
 
  Interviewer: ¾}T`¤¬ ¾›’vuw eMƒ U” ÁIM ÖkT@� ›K¬; 
 
  M12  u×U ›dÉÔM—M:: 
 
  Interviewer: ›G<” eKU”vw ÁKI ›SK"Ÿƒ“ eMƒ }K¬Ö<ªM; 
 
  M12  u×U u×U Ÿõ}— ÖkT@� ›K¬:: u²=I ZYƒ ¨` ¾}T`G<ƒ   
              eMƒ Kw²< Ñ>²? ÃÖpS—M wÂ ’¬ ¾TU’¬:: 
Students’ Post- Mediation Interview (Translated) 
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M1 
Interviewer: You have learnt reading for 3 months. Can you tell me how the lessons helped you to change your   
                            conception of reading, to develop your reading ability and to arouse your reading interest? 
M1               It helped me a lot. I got a lot of changes in my reading approach. 
Interviewer:    What kind of changes? 
M1  Previously, I considered the purpose of  reading was to answer the questions based on a passage. I   

focused on textual information because I believed that all written materials were absolute. . But 
now,  I have known that I read to get both the writer’s views and to evaluate his ideas. For 
example, I evaluate how the writer has organized his ideas, what he thought and how he 
concluded. I also examine what he wanted to convey, how he coined his topic, how he developed 
it and others. 

Interviewer:  Has your interest in reading aroused? 
M1  Yes 
Interviewer:  Do you apply the approach you have been introduced with in this programme in other subjects you   
                             study?   
M1  Yes. For example, when I read other subjects, I ask  what importance the contents have to my   
                            environment. I think beyond the passage while reading. I also read other materials from the library   
                            to know more about the content, that is, to learn about similar or different contents, to the lesson I   
                            learnt in class. 

  

M2 
 
Interviewer: You have learnt reading for 3 months. Can you tell me how the lessons helped you to change your   
                            conception of reading, to develop your reading ability and to arouse your reading interest? 
M2              It helped me to know about the real world. I used to read only to pass examinations. But now, due   
                            to the programme, I have learnt that I should relate the ideas I get from reading texts with my   
                            personl life and experience, and with the environment I live in. 
Interviewer:  Do you apply the reading approach you have gained in the programme in learning other subjects? 
M2  Yes, I apply it in many of my lessons. 
Interviewer:   In which lessons you do not apply it? 
M2  In Physics and Maths. 
Interviewer:  Has the reading approach you have been introduced with increased your interest in reading? Can   
                             you tell me comparing it with your past experience? 
M2  It (Mediation) has boosted up my reading interest. I used to read only for a short period just to   
                             prepare myself for examination. But now I read and relate the information I get from my reading   
                             with the environment and my personal life. So, I am motivated to  read.  
Interviewer:  Do you think the reading approach you have been iontroduced with importance? 
M2  Yes 
Interviewer:   Has the conception you had about reading changed? 
M2  I had considered reading to be important only to pass examinations. Now, based on the passage, I   
                            ask what our environment look like and what relations it has with my personal life. Since I have   
                            learnt all about these, I have a different view now. 

 
M3 
 
Interviewer:      You have learnt reading for 3 months. Can you tell me how the lessons helped you to change your   
                          conception of reading, to develop your reading ability and to arouse your reading interest? 
 
M3                Reading is very important. It helps me to apply the skill I get here to learn other subjects at   
                             school. 
Interviewer:         Can you tell me about your gains in this programme comparing them with your past reading    
                            experiences? 
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M3              I achieved many important things. It was a high achievement. 
Interviewer:        What kind of achievement have you gotten? 
M3              Different skills. 
Interviewer:        What kind of advantage did you get especially related to reading? 
M3  I gained the skills of reading and understanding. 
Interviewer:       Can you tell me your present experience of reading compared with your past experience? 
M3                     I read to get textual information; however, I have changed this approach and attempt to go beyond   
                           that. 
Interviewer:      What is reading for you? 
M3            Reading passages express something. 
Interviewer:      What does the piece of writing inform? 
M3            It informs us about the writer’s views and others beyond them. 
Interviewer:      Do you apply the reading approach you have been introduced with in other subjects you learn? 
M3           Yes 
Interviewer:      Can you tell me how you use it? And when you use it? 
M3           For example, I use it when I study Physics, Chemistry and others. 
Interviewer:     How do you use it? 
M3           For example, I relate the information I get from my reading with the environment I live in. 
Interviewer:    What practical advantages does the reading approach you have been introduced with have? 
M3          They have a lot of advantages. 
 
 

M4 
 
Interviewer: :    You have learnt reading for 3 months. Can you tell me how the lessons helped you to change your   
                          conception of reading, to develop your reading ability and to arouse your reading interest? 
M4            Yes it has importance. I used to read only to pass examinations. I did not have   
                         attention to read. Now, my reading interest is increasing  from time to  time. The   
                          programme has helped us to give attention to our reading and has developed our    
                          capacity. 
Interviewer:   Has it developed your reading interest? 
M4         Yes, my interest has aroused very much. 
Interviewer:   Do you apply the reading approach you have been introduced with in other readings? 
M4        Yes. 
Interviewer:   How do you use them? 
M4         I understand the general idea of the passages to answer comprehension questions. In addition, I also                          
                      relate the ideas I get from passages with my personal experience, personal life. 
Interviewer:  What practical advantages had the reading approaches you were introduced with? 
M4        It has a lot of contributions. I had read to get only on-text information before. I was not sure whether or      
                      not I really learnt from the passages. But now, I have also learnt to read beyond what is there in the   
                       text. 

 

M5 
 
Interviewer: You have learnt reading for 3 months. Can you tell me how the lessons helped you to change your    
                             conception of reading, to develop your reading ability and to arouse your reading interest? 
M5               I have developed my reading ability. 
Interviewer:    To what extent has your reading ability increased? Can you tell me in comparison with your past   
                            experience? 
M5  I had very little understanding about the importance of reading passages. Now, Since I learnt   
                            different approaches to reading that you introduced to us, I have the interest to read. 
Interviewer:  Do you like reading? 
 
M5  Yes 
Interviewer:    Do you apply the reading approach you have been introduced with in the programme to study   
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                            other subjects? 
M5  Yes 
Interviewer:  How do you use it? 
M5  I read the passage, and if I do not understand it, I ask my friends. 
Interviewer:    What is reading? 
M5  Previously, I used to read to answer comprehension questions based on the passage. But now, I                
                            ead and deeply understand relating the writers’ views with various things. 
Interviewer:    Do you think the reading approach you have been introduced with is important? 
M5  Yes 

 

 M6 
 
Interviewer:    You have learnt reading for 3 months. Can you tell me how the lessons helped you to change your   
                        conception  of reading, to develop your reading ability and to arouse your reading interest? 

 
M6         Previously, I was not able to understand what I read. But now, I try to understand my reading relating   
                      it with my personal life. I can understand what I read. 
Interviewer:   Have the lessons helped you to change your approaches to reading? 
M6        Yes 
Interviewer:   How did you approach reading before you joined the three month programme? 
M6                 In the past, I simply read for the sake of reading. At present, however, I try to relate the information in   
                      the passage with my personal life. 
Interviewer:  Has the reading approach you have been introduced with during the three months helped you to read   
                     other subjects effectively? 
M6               Yes 
Interviewer:  What is reading? 
M6        Reading is a skill that helps me to know something. 
Interviewer:  When do you say you have understood a passage? 
M6                 When I understand new things from the passage; when I apply the reading approach and use content   
                     knowledge to other lessons I study, and when I relate the information with my personal life. 
Interviewer: To what extent, do you think, has the reading approach you you have been introduced with during the   
                     three months helped you to develop your reading ability? 
M6      It is very important. 
Interviewer: How is it important? 
M6               It helps us to know what we were unfamiliar with. 
Interviewer: Has your conception and approach to reading changed? 
M6     Yes 
Interviewer: How do you see your reading development compared with your past ability? 
M6               It is highly developed. 

 
M7 
 
Interviewer: You have learnt reading for 3 months. Can you tell me how the lessons helped you to change your   
                             conception of reading, to develop your reading ability and to arouse your reading interest? 
M7  It was very much important. 
Interviewer:    What importance did you get? 
M7  Previously, I usually got bored of reading. But now, I read with interest. 
Interviewer:    Can you tell me about your past  reading experience and the approach you have learnt in the   
                             programme? 
M7    I read very fast.  Iused to read to simply finish the passage without understanding it. Now I   
                            understand and relate ideas.  
Interviewer: Do you apply the approach you have been introduced with in this programme in other subjects you   
                             study?   
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M7  Yes 
Interviewer:   Do you think that the approach you have been introduced with in this programme has helped you   
                             to develop your reading capacity?  
M7   It has helped me very much. I have improved. 
Interviewer:    What is reading? Can you tell me in comparison with your past conception of reading? 
M7  Reading helps us to know what we haven’t known before. I didn’t see any relevance of reading   
                            before, but now…. 
Interviewer:  Do you think the reading approach you have been introduced with is important? 
M7  Yes 
 

M8 
 
Interviewer: You have learnt reading for 3 months. Can you tell me how the lessons helped you to change your   
                            conception of reading, to develop your reading ability and to arouse your reading interest? 
M8  It has contributed a lot. I had thought reading to be of no value to me, but now, since I studied the   
                            deeper meanings of texts, I found it very important. 
Interviewer:    Has it aroused your reading interest? 
M8  Its contribution is high. I was not interested in reading before; I simply read. I used to read only   
                            when I was told to read. But now, I do not expect anyone to tell me to read. I read. 
Interviewer:   Has the programme helped you to change your approach to reading? 
M8  Yes  
Interviewer:   What kind of change? 
M8  I understand what I read, and I relate the ideas in the passage with other things.  
Interviewer:    Can you tell me about your past experience of reading? 
M8  I simply read to complete a task. 
Interviewer:    Did you understand what you read? 
M8  No 
Interviewer:    What about now? 
M8  I read understand. 
Interviewer:    What is your focus in reading: to know the writer’s views or what? 
M8  First I know what the writer wants to say. Then I do my homework. 
Interviewer:    You told me that you relate the ideas in the passage with other things. What do you relate? 
M8  Something beyond written.  
Interviewer:    Can you give me examples? 
M8  For example, when I read the history of King Theodros, I also think of other rulers in Ethiopia and   
                            outside. 
Interviewer:    Do you apply the approach you have been introduced with in this programme in other subjects you   
                             study?   
M8  Yes 
Interviewer:    How do you use it? 
M8  I try to understand paragraph by paragraph.  
Interviewer: Do you relate the ideas in the passage with your  past experience? 
M8  Yes 
Interviewer: Do you accept all that  you  read as true or do you evaluate it? 
M8  There are some that I accept,  and there are some I do not accept. 
Interviewer: What is reading? Can you tell me as compared with your past conception about reading? 
M8  Reading is something that helps us to know what we haven’t known before.  

 
M9 
 
Interviewer: You have learnt reading for 3 months. Can you tell me how the lessons helped you to change your   
                             conception of reading, to develop your reading ability and to arouse your reading interest? 
M9                he lessons had relations with other subjects I study. So, they have importance.I learnt how I can   
                             get main ideas from passages.In short, it has importance because they are related with the other   
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                             subjects I study. 
Interviewer:  Do you apply the reading approaches you have been introduced with in other subjects you learn? 
M9  Yes 
nterviewer:  How do you use them? 
M9  I use the approaches I get here to study other subjects. 
Interviewer: Do you think the approach has imp[ortance? 
M9  It is very much important. 
Interviewer: What is reading for you? 
M9  Reading is acquiring and understanding information from reading texts. 
Interviewer:   What do you mean by that? 
M9  First, I understand the writer’s views, and then I learn about his focus. 
Interviewer: Do you think that your reading approach and capacity are changed and improved?  
M9  Yes 
Interviewer:  How? 
M9  I didn’t have an interest in reading before. But now, my reading interest is aroused. So, this   
                            programme has helped me very much.  
Interviewer:  Has your reading approach changed? 
M9  Yes  
Interviewer:    How is it changed? Can you tell me in comparison with your past reading experience? 
M9  I didn’t have an interest in reading before. I have a very high interest now.  
  
 

M10 
 
Interviewer:      You have learnt reading for 3 months. Can you tell me how the lessons helped you to change your   
                          conception   of reading, to develop your reading ability and to arouse your reading interest? 
M10            It has helped me improve my reading capacity. I was struggling to read, but this is changed now.   
                          The three-month programme has contributed for this change very much. 
Interviewer:     Do you think your reading interesty has increased? 
M10           My interest in reading has increased a lot. 
Interviewer:     Can you you tell me your present reading ability in comparison with your past capacity? 
M10                  Previously,  I did not have the ability to read materials written in English,            
                         as a result I did not have the interest to read. Since I developed my reading capacity, my   
                         interest has also increased.  
Interviewer:     When do you say you have understood a passge? 
M10                  When I relate the information I get from the passage with my personal life (experience), the   
                        environment I live in and with the other subjects I study. 
Interviewer:    Do you stop and think while reading? 
M10                    Yes 
Interviewer:    Some people say reading is understanding the writers’ views. What about you? 
M10          I read and relate the information I get there with the ideas I get while learning other subjects. For   
                       example, I relate the ideas I get in Social Sciences with the information in the passage. 
Interviewer:    How has the three-month reading lessons programme developed your reading ability? 
M10         My reading ability has developed very much. 
Interviewer:   Have you conception and approach to reading changed? 
M10         Yes 

M11 
 
Interviewer: You have learnt reading for 3 months. Can you tell me how the lessons helped you to change your   
                            conception of reading, to develop your reading ability and to arouse your reading interest? 
M11               I have learnt how I can understand a passage. 
Interviewer:    What do you mean by that? 
M11  To understand the passage and where in the passage I can get the main points. 
Interviewer:   When you say to understand  do mean to understand the writer’s views or what? 
M11  In addition to the writer’s views, there also other things. 
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Interviewer:    What for example? 
M11  Relating the ideas in the passage with things I  have known around me and to understand the   
                            writer’s thoughts. 
Interviewer:  What is reading for you? (How do you define reading?) 
M11  I read to learn new things and relate them with my personal life experience. 
Interviewer:    Has the approach you have been introduced with aroused your interest in reading? 
M11  Yes. Very much. I was reading for an immediate purpose; i.e. to pass examinations. Now,   
                            however, I relate the ideas in the reading passages with my personal experience. 
Interviewer:  Do you apply the reading approach you have gained in the programme to study other subjects? 
M11  Yes 
Interviewer:    Does it have any importance? 
M11  Yes 

 
M12 
 
Interviewer:     You have learnt reading for 3 months. Can you tell me how the lessons helped you to change your   
                         conception of reading, to develop your reading ability and to arouse your reading interest? 
M12           It is very important. The lessons have given us a lot of experiences. We have gained a lot of things   
                         which we were not able to get in learning other subjects. Therefore, I can say we have enriched our   
                         thinking capacity. 
Interviewer:    How do you approach your reading? Do you read to understand the writers’ views or do you relate   
                        the information you get there with your personal life, experience and the enc\vironment you are   
                        living in? 
M12           I read for the purposes stated above. I relate things with my personal life because that was the purpose   
                       of our reading. We think deeply and evaluate the information we get in the passage.                   
Interviewer:   Do you apply the reading approach you have been introduced with in other situations? 
M12         Definitely. For example, while I was reading about “energy”, I was thinking about related concepts in   
                       physics. 
Interviewer:   Do you think that you have improved your reading ability? 
M12         Yes 
Interviewer:   What kind of change? 
M12         When you are confident, you read without anxiety. 
Interviewer:   Can you tell me about your present reading approach as compared with your past reading experience? 
M12         Previously, I skipped words. I  was stressed for fear of making mistakes. Now, I read with confidence   
                      and with interest. 
Interviewer:   To what extent has the reading approach you have been introduced with helped you to develop your   
                      reading capacity? 
M12         It has helped me develop my reading capacity very much. 
Interviewer:   Do you believe that your conception and approach to reading has changed? 
M12

APPENDIX D-1 

        Yes. It has a great advantage. I hope it will help me in my future academic career. 
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Pre-mediation Classroom Observation 
 
 Teacher 1 (T1) 
 
(T: Wrote the title of the passage and steps of the daily lesson on the blackboard) 
 
T1

1. What are trees used for in your area?  

: Today we are going to look at a title Save Our Trees. Now before you come to the reading part   
               before  you come to the reading part what are you to do that there are certain things that must be   
               done that can enable us in order to understand the main idea or the central idea of the passage. 

 
Ok. Now. These are we are going to deal one by one. That means in the first place I will try to introduce 
you the passage. That means using general questions. These general questions are questions that are related 
to the passage based on your background knowledge. After we have answered these, directly we will come 
to skimming and scanning. That means the techniques that we are applying to reading. After doing that 
immediately we will go to reading section. That (not clear) the passage. This time, remember, in your 
textbook you do have two types of words. One content words the other one is functional words. This time 
while reading or when you are reading, you have to stress on content words. Not functional. These are very 
important. The main idea presented in content words. Meaning don't try to read the reading passage line by 
line, not important. Why because your objective is to gain or to know the central idea or the gist of that 
passage. 
 
Central idea. Because you are going to know the main idea or the central idea of that passage. This time it 
is not necessary to know each and every word. You have to stress on content words. Now, then again we 
have to also to guess  meaning. That means in order to understand the main idea of that passage. 
 
How you guess meaning? You can (not clear) mechanisms. One, you can apply contextual. You can apply 
synonyms. You can apply antonyms. Again, you can also use word buildings. Based on these techniques 
into consideration, you can easily understand the main idea or word in that particular word, in that 
particular sentence or in that particular paragraph. What I want to say is that don't reserve yourself from 
being a friend of dictionary. Why because you can get it any time that, but if you practice yourself, this 
mechanism or this way you do have a lot of knowledge in the first place you have. Secondly, you can gain 
a lot of information very easily without any difficulty. Therefore, there are very important to grasp 
meaning in your daily life activity, while you do. 
 
Now let's come to these general questions [ pointing at those written on the black board] 
 

 
Now before you came to the reading part, this must be answered. Why because general questions are very 
important. Why? They are given to you based on your background knowledge. That can give you a clue in 
order to understand the reading passage. Therefore, what are trees used for in your area? Who can tell me? 
 

S1  We know that trees has so many purpose. Example, for furniture, for the oxygen, for electric pole,   
               and so on. 
 
T1           Very nice. Is there anyone who can add in addition to him? Is there anyone who can add the use of   
               trees in your area for example Bahir Dar? You can cite an example or if you want you can   
               mention your homeland. I mean your area where you were born. You can also go back there.   
              Otherwise, you can apply  it here. Ok there. Alright. 
 
S2          For filling house materials like bench, chair, and other things. 
 
T1          Very nice. Ok. Now let's come to the next question, Number 2.Are new trees planted? Now we   
              have said  that the function, the use of trees in our area or in your are, but after you said " Are new   
              trees being  planted?" Ok. 
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S1  From the background society, we are living in our society or we know the society’s behavior.   
              From this we are not educated about the use of plant. I think we have not any clue that their uses.   
               From this lack of  education, whenever we see most of the time either farmers or what are   
               educated persons, we see plants cut. We cannot see planted. There is no custom plants or small   
               trees. 
 
T1 Ok. Additional? Of course this is not adapted. Or even if it is not at least nowadays we are trying   
               to some extent. Do you understand? 
 
 Ok,  now. Let’s come to stage two. That means skimming and scanning. As you know, these are   
               reading   techniques that can enable use the central, the main idea of the passage. Now, by   
               definition when we say skimming, what does it mean? When we say scanning what does it mean?   
              Ok. Who can try? Now from this area. What does scanning mean? First of all, let’s try the meaning   
               of scanning. Yes? 
 
S3 Scanning is the specific information. 
 
T1 scanning is identifying specific information from a passage or any reading material. Do you   
              understand? This is what we call scanning, but what about skimming? 
 Skimming means 
 
T-2 
 
T2:  The topic of the chapter is "Babies are Amazing". In this chapter we are going to  

learn or read how children learn to speak. Before that before read the passage, we shall discuss 
some questions together. Before you read the passage, discus few things. How babies learn to 
speak?' I want you to discus with your partner discus it . How babies learn to speak? Make sure 
that you are discussing with the person whom you sit with. Simply discuss. How babies learn to 
speak.   
(sts discussed ) 
 

T2: Ok 
 
S1: Babies are learn speak 
 
T2: how to speak  yea 
 
s1: when babies are baby he or she listen from the mother of the father and his father   
             and with environment.  
 
T2: Good 
 
S1:  He 
 
T2: Ok thank you.  after that he can speaks it. Thank you student.  
 
S2: Learn speaking by listening 
 
T2: wail listening. Most of the time they listen what their  mother say  or what  
 their carginer say to Ok. And do you have any body sister of baby boy? 
 
S1: Yes  
T2: Can you figure it out how they say certain words? eh? They usually say words  
 inconectg, of course .and there are a to . .  . body they say. Can you discuss it  with   
             your partner? The usually say certain things when they want to say other.  Ok?   
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             Discuss it if you have a baby sister of baby brother. 
 
S3: is that discussion an action 
 
T2: A word 
 Do you have a baby sister or brother? 
 
S4: A baby sister (give) 
 
T2: Now I don't what you tell me what is written in here, I want you to tell me what  your   
             baby brother or baby sisters actually say. 
 
S3:  Mama, baba etc. speaking loudly. 
 
T2: Ok good. Let me give you one example when usually when small children when   they   
             want to say no. 13 they say like this you can make fun of it.  
 
T2: Now, what does fluently mean?  (wrote if on the blackboaard) 
 
T2: Yea 
 
S5 :  Speaking properly 
 
T2:   Speaking properly it can be  
 
S6: Speaking accurately 
 
T2: Do you have any 
 
S: He says  
 
T2:  No, what does fluently mean? 
 
S10:  Speaking accurate withour mistake. 
 
T2: Ok all of you have tried to define the work 'fluently' fluent means being able to speak and   
             understand a language? Speak and understand language. Ok? Now lets proceed to the   
             passage, and you are going to answer the following questions  scanning questions.   
             Ok? 
 
 ( He wrote the questions on the blackboard) 
 
             Scan  

1. At what age do babies practice the sounds of a language?  We read scan. I will give    
          you there seconds scan. Scan the passage. 

2. At what age do babies start to understand. 
 

T2: 12-16- Years. Do you agree? 
 
Ss: Yes 
 
T2:  Do you agree? All of you? 
 
S5: Yes 
 
S: No 
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T2: No? Do you have another answer? 
 
S3: 6m-1 year 
T2: Can you tell me the line or the paragraph is ton in the passage? 
 
S3: Paragraph .4 
 
T2: Paragraph 4 it says from there age of about 6 moths to 1 year, they will  . ..   
 making the sounds of language . 
 
Ss : Yes Yes 
 
T2:  eh? 
 
S3: S 
 
T2: Year 
 
S3:  Being able to understand the language. 
T2: Being able to understand 
 
S5: The language 
 
T2: The language. Good 
 
T2:  : Amazing 
  
S13 : phenomenon 
 
T2: phenomena? 
 Are you telling me the how wither there is the voc. section? 
 
S3: No 
 
T2: eh. please I want you to guess. Ok I want you to guess the meanings of the words. Not. I don't' 

you to tell me the meanings on the voc section ok eh the  Amazing.  
This is amazing situation what can you understand? 

 
S4: Surprise 
 
T2: Surprising astonishing 
 
S3:  Wonderful Yea, wonderful 
 
S14:  Interesting 
 
T2: interesting. Yea 
 
S15:  or sad 
 
T2: No try or sad. It cannot be  
 
T2: Now shoelace yea  
 It is a hope 
 



 271 

T2: Yea. A rope that we use to tie our shoes with Ok a topc that we use to ties our  shoes   
              with . Now the other 3  the other 3 works yea 
 
S16: Express 
 
S19: Phrase 
 
S20:  Sneeze 
 
T2: Mow I want you to guess the meanings of these words guess. I want you to guess express. I want 

you to express what is on your mind eh Ok express 
 
S18:  Idea 
T2: eh 
 
S: Idea 
 
T2:  Express 
 
S3:   Mention 
 
T2: Mentioning what is on your mind. Telling what is on your minds your these  
 
S4: (not audible) 
 
T2: eh.  
 
Ss:  defines 
 
S: Make up of 
 
T2: in what sense? Can you give me example? 
 
S:  Americics  .. . 
 
T2:  Ok that is trade make Ok?  That doesn't indicate eh that material made up of 
 
S7:  To put an idea in words 
 
T2:  To put an idea into words Excellent Nice Express phrose. This is grammatical word  
 
S3:  Yes 
 
T2:  What is it? What's phrase? 
 
S7: Not sentence 
 
T2: Which is not a sentence? 
 
S7: Yes 
 
T2: Ok eh 
 
S6: A small group of words that  
 
T2: A small group of words that 
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S:  no words 
 
T2: A group of words that has no meaning by itself. By itself it has no meaning. Ok  eh 
 
S3:  That has no full meaning 
 
T2: Full meaning, Yea 
 
S3: If you say that has no meaning, no 
 
T2: Sneeze (2) I want you to s how( tell me the meaning with the action Ok 
 
S5: laugh 
 
T2: who can ? who can? Ok Hirut 
 Hirut  
 
T2:  action 
 (Hirut acted ) 
T2: Hirut , very good 
 
T2: Another words? No 7? 
 
S8: irregular 
 
T2: Irregular 
 
S11: Discover 
 
T2: Discover No-9 
 
S12:   Take pass in 
 
T2: Take Pass in 
 
S13: Combining 
 
T2: Combing Good now first discuss the meaning .Guess the meanings of these  words and write 

on your exercise books, please. Write if on you exercise books  first. I will give you few minutes 
write it on your exercises books. 

 
 (s+udentss discussed) 
 
T2: irregular year 
S8: The  opposite of regular. 
T2: The opposite of regular. How did you know that? 
S8:  Teacher 
T2: By using our knowledge of word building eh we can split this word into irregular -  and regular 

yea. Like this. And this is eh? 
 
S5:  ir 
 
T2: Suffix or prefix? 
 
S5:  Prefix 
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T2: Prefix. It's negative prefix. Ok . do you have any other meaning for this (politely to  S3) 
S3: yes 
 
T2: Yea 
 
S3: It a kind of verb when changed to past which doesn't end with –ed 
  
T2: Oh . No it's you gram expression. but I want you to guess the meaning of this word ok. 
 
S3:  That do not have the usual or regular form the past simple tense ad or -d- or d 
 
T2:  that is irregular verb 
 
S3:  Yes 
 
T2: Now I want you to get only the meaning of irregular. 
 
T2: irregular. irregular  (T laughs) 
 
S3: Not in law (S3 laughs) 
 
T2: Not  is law if can be . In our context? In our context ?  Ok discovery  
 
S8: To get a new thing.  
 
T2 : To get a new thing. Any other? 
 
S4: Invent 
 
T2 : Invent 
 
S5: Found 
 
T2 : Found. Take part in. Take part in. Take part in. Have you tried? Try, Frie. Try. 
 
Frie: No.  
 
T2 : Ok, Kirunel? 
 
Kirubel: To participate 
 
T2 : To participate. To take part in means to participate. 
 
 Combining. Combining. Combining. New hands? I want to see new hands. Ok? 
 
S13: Joining. Connecting. 
 
SS: Connecting 
 
T2: �i 
 
S12: Mixing 
 
S4: Together 
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T2: Ehm. 
 
S4: Together 
 
T4: Together 
 
S9: Matches 
 
T2: Ehm. 
 
S9: Matching 
 
T2: Matching, in what sense? 
 
S9: Like joining 
 
T2: I want you to copy down the table on page 9. �ii Listen to me. Copy down the table on page 9.    
              Completing a table it says. Exercise 1, copy down on your exercise books. Do it quickly. I will   
              give you only one minutes. 
 
SS: Oh. 
 
T2: Yea. Copy down in your exercise book. Everybody. Copy down the table. 
 (T2 drew a table on the blackboard) 
 
T2: Ok. Have you noticed the table covered the five stages a child eh a child grows. Ok? How a child   

grows through when learning his his first language . By the way, what does mother tongue or first language 
or mother language mean? 

 
S3: The first language which we spoke. 
 
T2: The first language which we have learnt. Ok? Ehm. 
 
S4: Yea. 
 
T2: Mother language. Mother language. Why do we call it mother tongue? Why do you think, eh?   
              Why do we call? Ok, Woinshet? 
 
Woinshet: When I say, firstly, I learn first any other language. 
 
T2: That is your first language. Of course, our mother language is our first language eh to learn. But,   
              why do we call it eh mother language? 
 
S4: Because it is an exception language for us. 
 
T2: Eh. 
 
S3: Because most time we learn from our mothers. 
 
T2: Yea. That is it. WE learn it from our mother. Good. Now, this table shows the first stages of how   
              children learn how to speak. Ok? Then I want you to scan the passage again because the information that is 

needed to fill in the gaps are there on the passage. So, so scanning for the second part and fill it the first 
row. This one (pointing at the part) only. Ok? Try to fill in the gap in first row. Scan. Scan. The passage 
and fill in the first row. Scan. Scan. Scan it again. Yea.  A rapid way of reading for specific information, 
ok? You are searching for specific information. 
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S3: What is skimming? 
 
T2: For example, what is the reading passage all about? When somebody asks you, what is it all   
              about? The reading passage how baby, it tells us how people learn to speak. 
 
S3: What is scanning? 
 
T2: If you want to search for specific information  it is scanning. 
 
S4: What about newspaper? 
 
T2: Newspaper/ What is it? 
 
S4: When we read newspaper, what kind of--- 
 
T2: reading style? 
 
S4: Yes. 
 
T2: It is , for example, when you want to know what it is all about, you are skimming only the titles.   
             Ok? Skimming. But when you want to know specific information about a certain topic, that is   
             scanning. Good. Continue. 
 
 Ok. Now, in the first gap. Ok, yes, Woinshet? 
 
Woinshet: Three months. 
T2: three months. Do you agree? Ok. 
 
SS: No. 
 
S: (I was not able to identify him). 10 to14 months. 
 
T2: Do you agree? 
 
SS: No.  
 
S8: 6 up to 12 
 
T2: 6 up to 12. Here? Age range. No.4, yea/ 
 
S7: About three years. 
 
SS: Yea 
 
T2: Check your answers. Here? I want you to scan to fill in the gaps in the second row. Fill the gaps. Please 

work in pairs. In group of three. You can work in group of three. 
 
SS: (Discussed as ordered). 
 
T2: 12 to 14 months. 
 
S8: Single words 
 
T2: Single words. What kind of language eh does 18 months up to 3 years old child speak, Kirubel? 
 
Kirubel: Putting two or three words together. 
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T2: Putting two or three words together? Do you agree? 
 
SS: Yea 
 
T2: Yea 
 
S7: Nothing about 100 words? 
 
T2: No. Putting two or three words together . When they are 18 months up to 3 years 
 
S6: ¾}ÑLu=Ùi ’¬:: 
 
T2: Can you say it in English? 
 
S6: Yes because after a baby is about 18 months old and has learned the meaning of about 100 words ÃLM:: 
 
T2: You are asked to tell me what kind of language did they use? Ok? A kind of language putting two or three 

words together. Ok? That is. 
 
S6: Yes. 
 
T2: You got it. 
 
SS: Yes. 
 
T2: What kind of language 4-5 years old use? 
 
S20: Start using grammatical sentences. 
 
T2: Grammatical sentences. Do you agree? 
 
SS: Yea. 
 
T2: Grammatical sentences. Now, scan to fill in the gaps of the last row. Scan first, and discuss with your 

partners, with the person whom you sit with. The informations are on the passage. Ok? 
 
 Eh. Let’s fill in. Can you give me any example for 12 years old? 
 
S9: Top man 
 
S10: Instead of 
 
S11: Top— 
 
S12: Dada 
 
T2: Any other? Dad gone 
 What about here? About three years, Woinshet? 
 
Woinshet: I goed to shop. 
 
T2: Yea. We goed to shop. Why do you think children at this stage say ‘goed’? Why is it? Why do you think 

these children at age three say ‘goed’ instead of ‘went’? Eh? 
 
S3: Because they don’t have grammar knowledge to say what is past tense and what is future. 
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T2: Good. Any other? 
 
S20: Because they have not learned. 
 
T2: Eh. Eh. Yea. 
 
Woinset: Because they are not a fluently speaker. 
 
T2: Fluent speaker. Of course, it can be. You know they generalize rules. You know because they generalize 

rules. They know that the past tense the past form of eh. Tell me a regular verb. 
 
S3: Talk 
 
S4: Want 
 
T2: Want. They know that the past form of ‘want’ is--- 
 
SS: Wanted 
 
T2: The past form of ‘need’ is--- 
 
SS: Needed 
 
T2: And they generalize that the past form of ‘go’ will be--- 
 
SS: goed 
 
T2: goed. You see, they generalize the rule. There is a rule that regular verbs form their past form by adding  -d 

or –ed. They know that. And they generalize this rule in make use of in words. In regular words. In such 
words. Ok? That is why.   

 
 Now. Let’s quickly recapitulate our lesson. Today we read the passage which is interesting and we scanned 

for specific information. We also guessed meanings of some words written in bold in the passage. So, if 
you have question, you are welcome. 

 
SS: No question. 
 
T2: No question? 
 
SS: Yes. 
 
 
 
 
 
 
 
 
 
 
 
 APPENDIX D-2 
          While-mediation observation 

 
 



 278 

DAY 1: LESSON 1 
(The teacher wrote the topic on the blackboard) 
 
T: Good afternoon students? 
 
SS: Good afternoon teacher? 
 
T: Today you are going to read a passage that has three parts, and the title of the passage is Football  Stopped 

War, and this is found on your text on page 3. Before you read, you are supposed to answer some 
questions, and these are listed in your text blank spaces. So, you have to read all the passage and while 
reading, you are to put some important points or information that you get from the paragraphs of the 
passage. These are found on the left hand side and on the right hand side of the text. This is one of the that 
you are going to do. The third thing you are going to do is, after you have read all the passage, there are 
some questions that you are going to answer. These are found on the same page, page 3. There are three 
questions that are provided. So, you have to be careful when you all read the passage it has 3 parts. There is 
also additional task that you do. This is whenever you read the passage, you have to relate it to your 
previous knowledge or prior knowledge. Things that you see in your surrounding uS”Å` uUƒ•\uƒ 
Ñ>²? ¾U�Ñ–<ƒ �¬kƒ ›K:: Through the interaction with your fellows or with your friends. So, you 
have to relate it to some of the things you get in your surrounding. They have close relationship with your 
previous knowledge. What you get from the passage is directly related with what you also know in your 
surrounding. So, you have to try to relate it with what you do in your surrounding. 

 
 These are the main things you do. So, do not count the number of words that are found in every sentence.  

You have to simply read it and pick out the important information wherever it is found. Then try to relate 
with the questions that are found on the left hand side and on right hand side. �Á’uv‹G< �ÁK �’²=I” 
ØÁo­‹ SSKe ›Kv‹G<:&At the end of your reading, you have to write to consolidate all the main 
ideas that are found in the three parts of the passage, because the passage is divided into three parts, parts 
A,B,C. After you all read the passage, you have to get the main idea. What is the passage talking about? 
You have to try to jot it down in clear and precise sentences. 

 
 There is a close relationship between the new idea you get from the passage and the previous knowledge 

that you have in mind. Ok? For example, whenever you come to the classrooms, you get some or you learn 
some subjects such as biology, physics and chemistry. Do you get any new knowledge from the teacher? 
Yes, of course, but the very thing you must understand is that there is some relation between what the 
teacher says in the classroom and what is there in the environment. 

 
 The main idea that you find from pieces of writing such as this passage is directly related with what you get 

from your surrounding or what you know previously. So, you are going to start reading the first part then 
try to answer all the questions on both sides of the text. Before that, you are going to answer nos. 1, 2, and 
3. 

 
T: 1. What kind of local games do you know? U›”vu=Á‹G< ¾T>Ý¨~ Úª�­‹ U”    
                            U” ›K<; 

2. What about international game? Games that are found in many parts of the world. 
3. Which games do you like most? 
 
(Students discussed the questions in pairs) 

 
M1: basketball 
 
M2: football 
 
M3: handball 
 
M4: table tennis Ñu×& Ñ“& ƒÓM /struggle/, chess 
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T: These are all local games. Very good. What about international games? 
 
M1: football 
 
T: Yes. It is one of the popular games we have in the world. ´’— ¾J’:: 
 
M2: Olympics- athletics 
 
T: What is it? 
 
M2: Running race, high jump. 
 
T: What others? 
 
S1: long jump 
 
T: long jump. Very good. This is one of the types of jumps that we have nowadays. 
 Yes? 
 
S8: Throwing 
 
T: Throwing what? 
 
SS: Throwing discuss 
 
T: Yes 
 
S11: Boxing 
 
T: Boxing. Very good. Yes? 
 
S7: Swimming 
 
T: Swimming. Very good. These are that international games we have nowadays. Let’s go to the   
               third one. Which games do you like most? 
 
M5: Table tennis 
 
T: He likes table tennis most.  
 
M6: Football 
 
T: Football. you like football? 
 
M6: Yes 
 
M1: Handball 
 
M8: Swimming 
 
T: You like swimming 

Now, read the passage silently. You do not have to vibrate your lips. Don’t make any noise. You don’t have 
to point to every word in the sentences with your finger. That is simply counting the number of words in 
the sentence. You do not have to move your head while reading. You go. 
(Students read the passage silently) 

 



 280 

T: What is the importance of discussion? 
 To share ideas. So, this is one of the advantages of making discussions in groups. 
 
 Hurry up. You are given only 2 to 3 minutes. 
 

‘That’ refers to---- As you know, such kinds of words are called pronouns. A pronoun is a word that 
replaces a noun. So, this word comes instead of a noun. What is that specific noun that this word stands 
for? What does it mean? 

 
M6: The University of Cambridge made the first (not audible) 1948. 
 
T: Is it? 
 
SS: No 
 
M4: 1848 
 
T: ‘that’ refers to--- 
 
SS: 1848.  
 
T: Yes. Very good. ‘That’ comes in place of this figure (showing them on the blackboard) 1848. That is the 

right answer. Very good. 
 
 Let’s go to the opposite side of the written material. Many countries--- the first rules came from--- 
 
M: Many countries started football but the first rules came from the University of Cambridge. 
 
T: Very good. From the University of---- 
 
SS: Cambridge. 
 
T: Many countries started football but the first rules came from the University of---- 
 
M3: Cambridge 
 
T: Now we go to the opposite left hand side of the written material. The second one says ‘they’ refers to----- 
 
M9: 1848 
 
SS: No 
 
T: Does it refer to the same figure as the first one? 
 
M6: Games 
 
T: Games. ‘These games often became dangerous, and they became..” So, ‘they’ refers to---- 
 
M6: Games 
 
T: Yes, games. To the noun ‘games’. 
T: As I have told you earlier, these words (pointing at the written words on the black  board) come   
              instead of nouns. So, this is used as a noun that comes instead of 1848. Because this is a date.                   
       So, that comes the date 1848. Similarly, they is a pronoun. It comes instead of the noun---- 
 
SS: Games. 
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T: Games. Because it is plural. This one is plural. The pronoun has to be similar with the noun that is 

provided in the sentence. So, they have to be similar in nature. They is plural. What about if the 
noun is game? If it is given in a singular form game, what will be the noun that refers to it? 

 
SS: it. 

 
T: So, you have to relate the words that are provided in all the sentences. Now let’s go to the opposite position 

of the written material. The word soccer comes from---- 
 

M1: Association. 
 

T: Very good. It comes from----- 
 

SS: Association. 
 

T: Association. And the last question on the left handside of the material is this game  refers to---- 
 

M7: England. 
 

T: England. Is it? The word  soccer comes from the word Association and in England many people call the   
              game by this name. (T: Repeats it.)  Which game? 
 
M4: Association. 
 
SS: No.No. Soccer. 

 
T: The game soccerby this name. What is it? Yes? 

 
M11: Soccer. 

 
T: Soccer. Soccer means football. Where does it come from? What is the source of the name? 

 
SS: Association. 

 
T: It comes from the word association. Very good. That is it. Now, you are going to answer all the questions 

that are, use the same words to explain the answers or to explain the right answers of the questions 1 to 3.                     
Then you are going to give us the answers orally. 
 

T: You can get the answer of no.1 in this part. What about the others, 2 and 3? 
 

SS: 2 and 3. 
 

T: You cannot get the answers from ( inaudible)  the first part. Very good. Now we go to the next part, and try 
to read everything and pick out important information  from part B. before you go reading the second part 
of the passage, would you please discuss each other and find the answers of questions 1,2,3, and 4 on page 
4. What is the main idea of this part of the passage? What happened in Cambridge? What is tsu-chu? What 
do you think the next part will be about? You are going to go back to the first part of the passage and find 
the answers of these questions.  Would you please tell us within few words? 
  
             Discuss with each other for question 1 to 4. 
 

SS: (Students did the questions together.) 
 
T:  The main idea of this part of the passage? 
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Natnael: Football started in Britain. 
 
T: Very good. The first of the passage tells us how football started. It tells us how football started.           So, 

we have to consolidate the answer from what is said in the paragraphs or from the first part of the passage. 
It tells us how football started. Ok. Let’s go to the next question. What happened in Cambridge? Yes? 

 
M2: The first rule about football come. 
 
T: The first? 
M2: rule about football. 
 
SS: rule about football. 
 
T: The first rule about football. Cambridge is a place where the first rules of football came from. Very good. 

Three, what is tsu-chu? 
 
M12: The main game. 
 
T: The main game. Yes? 
 
M6: Kick ball. 
 
T: Tsu-chu is  
 
SS: kick ball. 
 
T: Who can read for us the sentence that mentions tsu-chu? Where is it found? You can go back and try to 

refer to one of the paragraphs. Where is it found? 
 
M1: kick ball. 
 
M4: kick ball 
 
T: There is a semtence that says something about what tsu-chu is. 
 
M4: kick  ball. 
 
T: Very good. This word means “kick ball”. So, the right meaning of tsu-chu is “kick ball”. Ok. What about 

the last question? What do you think the next part will be about? 
 
M2: It may be about the present about football present. 
 
T; It might tell something about---- 
 
M2: The present. 
 
T: The present conditions of football. Very good. Any other? Any other possible answer? It might tell us 

something about the present conditions of football or what is happening about football. 
Abebe: Teacher? 
 
T: Yes. 
 
M11: Things change slowly in football. 
 
T: Things? 
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M11: Things change slowly in football. 
 
T: It might tell us something about the changes that are made in football. �Ó` £e LÃ ÁK< 

K¬Ù‹ U“Mvƒ Ã’Ñ\ ÃJ“M:: Ok. These are some of the possible answers. 
 
M12: Group of people started football. 
 
T: I beg you pardon? 
 
M12: Group of---- football. 
 
T: Do you know what the question is? We have already got something from the first part of the 

passage. Now what do you think will happen next? What will be the main idea of the next part of 
the passage that you’re going to read in this particular page, page4? G<K}—¬ ¡õM eKU” 
Ã“Ñ^M wKI ƒÑU�KI ’¬ ØÁo¬:: I think this is one of the possible answers that we get 
from one of your friends. Is there any other possible answer? Yes? 

 
M4: I think it may be (not clear). 
 
T: Ok. The next part of the story might tell us about something how football became popular. 

´’˜’~” �”Èƒ �”ÇÑ–¬ Ã“Ñ` ÃJ“M }wKA ÃÑS�M:: This can be possible. Anyway, 
why not we come to the passage and read something  about what will happen about football in the 
world. You please do the same thing as you did earlier. You are going to answer all the questions 
that are found on both sides of the material. Try to read it silently. Don’t make noises. You don’t 
have to point with your finger to every word in the sentence. This must be prohibited.  It is not a 
good habit. Ø\ MUÉ ›ÃÅKU : ›G<” �”Å’Ñ`£‹G< ÁK¬:: 

 
 
 (T: told students the students to discuss. SS discussed what they read. T moved to each group and 

helped.) 
 
T: In the left hand side, what does it say?  
 
M2: Most players 
 
T:  What happened to most players? 
 
M2: There are most players. 
 
M9 :There are most players. 
 
T: There are 14 
 
SS: Million players. 
 
T: Million players. Very good. This is appropriate. 
 
SS: Yes. 
T: In Europe there are 14 million players. The next one says here  refers to? Who can read the word 

here in the sentence? Where is it found? 
 
M11: Teacher? 
 
T: Yes. 
 
M11: Here there are five pair players but they do well in the world cup. 
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T: Very good. There are five pair players, but they do well in the world cup.  Now, what does the first 

word at the initial position of the sentence refer to? 
 
M1: South America. 
 
T: Here refers to? 
 
SS: South America. 
T: South America Very good. This is the right answer. Here refers to 
 
SS: South America. 
 
T: South America. As you have said previously, such kinds of words are pronouns. And the nature of 

pronouns is they simply replace nouns in sentences. So, South America is a noun. Here comes 
instead of… 

 
SS: South America.  
 
T: South America. The next one Pele is from…. 
 
M5:Teacher? 
 
T: Yes. 
 
M5: Brazil. 
 
T: Pele is from 
 
Ss: Brazil. 
 
T: Brazil. Very good. He is a Brazilian. Pele is from Brazil or we can say Pele is a 
 
SS:  Brazilian. 
 
T:  Brazilian. Professional  means 
 
SS: Teacher? Teacher? 
 
T: Professional means or what does the word professional mean? 
 
SS: Teacher? Teacher? 
 
T: Yes? 
M9: Just ( not audible) 
 
T: Any other possible answer? 
 
M11: Teacher? 
 
T: Yes? 
 
M11: Famous. 
 
T: Yes? 
 



 285 

M11: Professional means famous. 
 
T: Famous or popular. Yes? 
 
M1: He is a player of one club who plays for money. 
 
T: Very good. A professional is a player who earns money. Such kind of a player is called… 
 
SS: professional. 
T: Professional. What is the opposite of it? A player who doesn’t get any money from what he plays 

is called Amateur. Amateur ids a player of any one of international games who doesn’t get any 
money from what he plays. Such a kind of player is called amateur. Professional is the opposite of 
amateur. Professional player who earns money from what--- 

 
SS: he plays. 
 
T: he plays. And the last one is the best refers to .. Did you get the words in one of the sentences of 

the paragraph? Where do you get it? Would you please read it for us? 
 
M2: The end of it. 
 
T: Where do you find it? Yes? 
 
M10: Eventually. 
 
T:  Where did you find it? 
 
M4: Players earns 600 pounds a week, but the best earned a quarter of. 
 
M2: The last paragraph. 
 
T: Very good. So the best is found in the last part of the paragraph. So what does it refer to? Yes? 
 
M2: Most 
 
T: Does it mean most? 
 
SS: No. 
 
T:  Yes. 
 
M4: Liverpool lions. 
 
M2: It is most. 
 
T: Read the part again. Yes, of course. The best refers to most or Liverpool players. 
 
 Now, let’s shift to the second part of the questions that are put on the right hand side. 
 
M2: I have a question about the past. 
 
T: Ok. What is your question? 
 
M2: The best earned a quarter of a million pound a year. Liverpool players earned 600-pound each. a 

year. 
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T:  The best of what? 
 
M2: The players. 
 
T: The best of Liverpool players. 
 
M2: earned 600 pounds a week, but 
 
T: Yes there are a lot of Liverpool players. Most of the best earn 600 pounds each a week, but the 

best Liverpool players get a quarter of a million pounds. What does it mean? 
 
M2: There is a negative conjunction but 
 
T: There is a negative conjunction. So, 
 
M2: Yes. How can we use Liverpool players here? 
 
T: The sentence is talking about the same place. Isn’t it? 
 
M2: Yes. 
 
T: The sentence is talking about Liverpool players. 
 
M2: Yes. 
 
T: These are divided into two. Most of Liverpool players got 600 pounds a week, but the best ones, 

the best Liverpool players get a quarter of a million pounds. So, this sentence divides the whole 
Liverpool players into two groups. One part of the group of Liverpool players get some hundreds 
of pounds, but the best ones get a quarter of a million. �c< �¢ ’¬ �ÁM” ÁK’¬:: 

 
M2: And the best refers to Liverpool players? 
 
T: ›­:: eK K=y`ùM }Ýª‹ ’¬ ¾T>“Ñ[¬:: The last sentence is talking something about 

Liverpool players. There are a lot Liverpool players. Most of them got 600 pounds each week, but 
some of them get a quarter of a million. Which ones? The best ones. 

 
SS: Yes. 
 
T: U`Ø ¾}vK< }ÝªŒ‹ G<K}} S„ HUd iI ÁÑ—K< TKƒ ’¬:: A quarter of  TKƒ 

�¢ ¼  x 1,000,000 
 
 (SS helped in the calculation) 
 
T: So, the sentence is talking about players in the same club, Liverpool. 
 
 Let’s go to the second question. Europe ha blank, but S. America has blank, blank. What will be 

the specific information that fills the blank spaces? 
 
M4: The first answer. 
 
T: Europe has 
 
M8: Most players. Most players. S. America is very strong. 
 
T: Very good. Europe has 
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SS: Most players. 
 
T: but S. America 
 
S: Very few 
 
SS: Fewer players. 
 
T: What about the next one? Professional football started in 
 
SS: in 1978. 
 
T: In 1978. It is just after 100 years after 1978 that professionalism started in Europe. And the last 

one is, now----more than 250,000 
 
SS: The best players. 
 
T: The best players earned more than  
 
SS: 250,000 pounds a year. 
 
T: A year. That is it. The best players. These are the words that should be built in the last (not 

audible) 
 
 What does the word earned mean? 
 
SS: Got 
 
T: This is enough for today. You are going to answer all the next questions. You will discuss them in 

groups. 
 
 
DAY 2:  LESSON 2 
 
 

T: Yes 
 
M11: About sport fighting for two days. 
 
T: About sport fighting. 
 
M11: for two days 
 
T: Ehm 
 
M2: Pele went to Nigeria wanted to talk for 2 days. 
 
T: There was a war in between 2 groups. 
 
M2: Stopped war 
 
T: This was called by the name Bifra war. So, what happened lastly? The war stopped for a while. 
 
M2: for two days. 
 
T: Very good. This is one of the main ideas. Any other possibility? 
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M1: Football stopped war. 
 
T: Football can stop  
 
SS: War 
 
T: Very good. This is one of the main ideas that can be extracted from what is read in the last  paragraph of 

the last story.  
 
 
 Now we are going to answer all the questions that are provided on these consecutive pages, of pages 5,6,7 

and the last one. The instruction says now do the following exercises based on the information in the 
passage. While reading all the questions, there are four alternatives that are provided for each question 
A,B,C, and D. Try to pick out the right one according to the information that you get from the passage. If it 
is not possible to pick out for you the right answer, go back to the first part of the story and try to find the 
right information from what is here. For example, the first part says (T read the question from the material). 

 
 So as to get the right answer from the given alternatives or choices, be sure that your answer is true 

according to the passage. So, you go back and refer to what you read earlier. Either to the first part . part A 
or the second part, part B or if it is possible to find the answer in the last part of the story, part C, you can 
do the same thing. So, what is the right answer? Would you please discuss each other and find answers for 
the questions 1 to 3?  

 
M2: We haven’t done three questions in part A. Before we do this, let’s do that. Why we are not do that, in page 

3 three questions. 
 
T: Page 3. 
 
M2: Yes. 
 
T: Which questions? 
 
M2: Questions 1 to 3. 
 
 
T: Oh. You are right. Anyway, you just do these questions, and we will go to that later on. 
 
SS: (Discussed). 
 
T: You should make a discussion…. You are going to tell us where you get the right answers. That means you 

have to refer to one of the parts of the story A,B, C and which lines, which paragraph. Where do you get 
the answer of the first question, the second and the third one. 

 
 Is my instruction clear? 
SS: Yea. 
 
T: The first question. Would you please read the first question as it is? Yes? 
 
M2: Read no.1 and answered. 
 
T: Football started in the 19th c. Where did you get it in the passage? Would you please cite where do you get 

the answer of it? 
 
M2: In part A. 
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M12: The second line. 
 
T: In part A. 
 
Ss: The second line. 
 
T: Second line. 
 
M2: Line 2, the University of Cambridge. 
 
T: The University of Cambridge made the first rules in 1848. In fact, there may be other countries before that. 
 
SS: Yes. 
 
T: So where is it? 
 
M4: Teacher? 
 
T: Yea. 
 
M4: The answer is B, in 1848. 
 
M2: No. 
 
M4: Line 2.  
 
T: Where did you get the answer? 
 
M4: Line 2. Part A, line 2. 
 
S: (Helps) 
 
T: Why do you say so? Why do you say that football started in 1848? 
 
M2: The question? 
 
T: How do you relate the answer and what the sentence says on the 2nd line in part A? Try to relate the answer 

with what the sentence says. Because the 2nd one says the University of Cambridge made the first rules in 
1848. 

 
M2: Yes. 
 
T: Why do you say A is the right answer, you fellow? Why do you say football started in the 19th c.? Would 

you tell us the evidence? 
 
M2: Because before 1848 the Chinese began to play it. They call it tsu-chu. Tsu-chu means  kicking a ball. It is 

the beginning of football. 
 
T: Ehm. So, the answer is 
 
M2: A 
 
T: Any other possible answer? What about the third alternative? Why don’t we say football started in China? 
 
M4: It is impossible. 
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T: Why? 
 
M4: Because football started in Britain so that we can’t say China. 
 
T: Ok. How do you interpret these sentences? The first paragraph the third line. The Chinese played tsu-chu 

over 2000 years ago. 
 
M2: Yes (with low voice). 
 
T: What do you understand from this sentence? 
 
M2: (Not audible). 
 
T: Is it not possible to say football started in China? 
 
M4: It has  two alternative. Either place or time. So that it has two answer. 
 
T: Which one and which one? 
 
M4: China and 2000 years ago. 
 
T: China and 2000 years ago. 
 
M4: Yea. 
 
T: That means C and D are the possible answers. Do you mean so? Is the answer football started in China? 

This is one of the possible answers and the other one is football started 2000 years ago. What century is 
1848? 

 
SS: 19th century. 
 
T:  That means the first A and B are the same. 1848 is a specific day. 19th c. is general. What about C and D? 
 
 Is it possible to get a right answer from the alternatives given? Do you have any opinion about the answers 

that are provided A to D? Let's come to a point. Make discussions. You can also raise questions. Argue 
each other and come to a point or to a specific answer.  

 
 The second sentence says the University of Cambridge made the first rules. The first rules of what? 
 
SS: Football. 
 
T: That means…. That football was existing. Without the existence of football, there will never be any rules. 

So, you can say football started in 1846 or before that. It is possible to say. 
 
M4: Yes. 
 
T: There is no any difference if we say football started in the 19th c. because 1848 and 19th c. are the same. 
 
M2: The paragraph says that before the 19th c, but it says "in". But the paragraph is before 19th c. 
 
T: In fact, there were some other countries that started before, which were playing football before 
 19th c. 
 
M2: The fifth sentence that shows it started before 19th c. It says before the 19th c tsu-chu is "kick ball" before 

the 19th c. 
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T: Before the 19th c, hundreds of people played at one time. 
 
M4: In 1848. 
 
T: Is it an appropriate answer? 
 
M4: It can be a 19th c. 
T: A and B are the same. 
 
M4: Half. 50 u=J” •a 19th c ÃJ“M:: But 
 
T: �i 
 
M4: It is 1848. So,  
 
T: So, in the 19th c cannot be the appropriate answer. Do you mean so? 
 
M4: Yes. 
 
T: Ok. So, what will be the right answer? If we drop the first alternative, do you mean the second one is the 

right answer? It started in 1848? 
 
M4: Yes. 
 
T: But 1848 says this the date when the University of Cambridge made the first rules of football. Does it say 

that football started in 1848? Are they one and the same? 
 
M2: No. 
 
T: When it says the University of Cambridge made the first rules in 1848 and football started in 1848, are they 

the same? 
 
M2: No. 
 
T: Why? 
 
M2: Because the rule and began they different. They do the rule. Other peoples are before that play. 
 
T: They were playing football.  
 
M2: Yes. 
 
T: Before rules were stated by the University of Cambridge/ 
 
SS: Yes. 
 
T: So, let's go to the next ones, the next alternatives. Which one of the alternatives is the right one? Is it 

possible for us to say football started in China? Or is it possible to say football started 2000 years ago? 
 
SS: D 
 
T: D. Where did you get the answer of it? Is there any sentence that says football started 2000 years ago? 
 
M4: No. It started before 2000 years ago. 
 
T: Eh. So/ 



 292 

 
M4: So that it is the start of playing football. 
 
T:  Eh. 
 
M4: So, football started before this. 
 
T: So, it is possible to say football started 2000 years ago. Is there any argument? Ã¤” ¾T>n[” ›K; Yes? 
 
M1: I will argue. I think the answer is in China.  
 
T: Ehm. 
 
M1: Because 2000 years ago, people play in China. 
 
T: Ehm. 
 
M1: So, the appropriate answer is C. 
 
T: Do you agree that is the answer? 
 
M2: Yes. 
 
T: The right answer is in China, according to him. 
 
SS: No. 
T: Because tsu-chu started in China. This is a kind of football. ‘Tsu’ means ‘kick’ and ‘chu’ means ‘ball’. So, 

the Chinese were playing football at this time. So, it is possible for us to say football started in China. This 
is his argument. Yes. 

 
M2: Here is the sentence which (nit audible) our idea if we say in China. Because it says at Part A, the first 

sentence “football started in Britain”. So,, how can we say in China? 
 
T: Have you heard what he said? 
 
M4: I support him. 
 
T: Ok. Why? 
 
M4: Because football started in Britain. He said that football started in China, Why? I don’t understand this. For 

his alternative. 
 
T: Do you agree with Natnael? 
 
M1

T: Have you got his idea? Even though one of the statements says football started in Britain, the Chinese were 
playing football. They started playing football. Because they started playing football 2000 years ago. So, it 
is possible for us to say football started in China. Any argument against him? SŸ^Ÿ` Ã‰LM:: 
Ñw…‹G<ªM ÁK¬; u=MU �¢ ’¬ ¾T>M:: w]�’>Á }ËS[ u=MU ‰Ã“¬Á” tsu-chu (kicking 
the ball) ÃÝ¨~ eK’u` Ÿ2000 ¯Sƒ uòƒ it is possible we say football started in China instead of in 
Britain U“Mvƒ ¾çNò¬ 

: No. Football started in Britain. But before many years other countries like China began 2000 years ago tsu-
chu, means ‘kick ball’. By this reason, in China before 2000 years ago played football. After that, Britain 
was started to play football. 

 

eT@ƒ ÃJ“M �”Ï football kÅU wKA u‰Ã“ ¬eØ ’u` ’¬ ¾T>K”:: 
 

mailto:eT@ƒ�
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Hab.: Are you sure ‘kick ball’ is with only a foot? They can kick a ball with their hand. Are you sure 
with foot? 

 
T: Does it mean kicking a ball is with our hands/ 
 
M2: If it is a hit, they can kick with the hand and with other part of the body. But football is only with a foot. 
 
T:  Ehm. Any argument? Do you agree with his idea? 
 
M1: No. 
 
T: No. Why? 
 
M1: Because football is we play with our foot, not with our hand.  If it is on our hand, it is a hand ball. 
 
T: Either it is a handball or volleyball. Ok. 
 
M1: But we kick the ball by only our foot. 
 
T: Ok. Very good. 
 
M1: Kicking a ball is by  foot. 
 
T: Very good. We cannot kick a ball with our hands. That is it. Kicking a ball is with foot. So, you cannot kick 

a ball with your hands. You can simply kick a ball with your foot. 
M2: There are other balls and other balls. 
 
T: Can you kick a ball with your hands? 
 
M2: We can when we play handball. 
 
M1.: It makes you penalty when we touch with hand. So, accidentally he kick the ball with hand it is penalty. 
 
T: That means there is a confusion with the meaning of what the word ‘kick’. What is kick? 
 
SS: Yea. 
 
M4: A child he kicks. 
 
T: A child. With which parts of your body, with hands or foot? 
 
M4: Yea. 
 
M2: I think all. 
 
T: Is it? Is it possible? What does the word ‘kick’ mean? 
 
M4: Hit. 
 
T: To hit a ball with your hands or? 
 
M4: With your hands or foot. 
 
T: Is it? 
 
M4: Yes. 
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T: I don’t think so. This is a confusion. You can only kick a ball with your foot. 
 
SS: Yes. 
 
T: This the meaning of what ‘kick’ is. Ok? You can refer to dictionary otherwise. So kicking a ball is with 

foot. You can’t kick a ball with your hand. Ok? Otherwise you can refer to dictionary and bring it to the 
classroom. Keep it in mind. 

 
 So, the right answer for the question is C or D. Which one is it? Let’s come to the point. We have discussed 

a lot so as to get the answer for this question. 
 
M1: My alternative answer is in China, because we said football started 2000 years ago. We don’t the place 

where. 
 
T: It started 
 
M1: But, it is 2000 years ago began to play football in China. 
 
T: Is there anyone who says the right answer is in China instead of 2000 years ago? Ehm? Any argument? 

Yes? 
 
M11: My answer is B, in 1848. 
 
T: Because it is stated in the 2nd line of the first paragraph of part 1. 
 
M11: Yes. 
 
T: Football started in 1848 in Cambridge. Football started in Britain, the first rule was made in Cambridge in 

1848. 
 
SS: Yes. Yes. 
 
T: This is another argument. 
 
M2: No. 
 
T: Why do you say ‘no’? 
 
M2: I think the answer is D. If we say C, there is a (not audible) sentence which are related in the passage, part 

A in the first sentence. So, in Britain. You can say also in China. If we say in Britain, why we say in China. 
If the writer are not correct, if you refuse the writer, we can say C, but the writer says football started in 
Britain. So, it say why we say in China? 

 
T: Have you got his argument? Why do we say football started in China because on the first line of the 

paragraph, it is already provided football started in Britain. The writer is saying that football started in 
Britain. Why do we say football started in China? We have already been informed  that football started on 
the beginning of the story, especially in the first paragraph. So, why do we say football started in China? 
This is his argument. Would you please say something about his answer? Ñw„“M ›ÃÅM; KU” 
�”LK”; SËS]Á LÃ football started in Britain wKA” �ÁK  

 Why do we distort the writer’s information and say football started in China? Yes? 
 
M1: The writer can be wrong, but we must not be in the wrong direction. I say football started in China. When? 

2000 years ago. 
 
T: Ehm. 



 295 

 
M1: I think the writer is Britain and because he says football is started in the Britain. 
 
T: Ehm. 
 
M1: But before that the Chinas playing football. 
 
T: It is a good argument, anyway. I’m not going to give you the right answer for the given choices. You know, 

because there are a lot of alternative as you said. A lot of questions can be raised and there will be lots of 
arguments in the classroom. So, I am not going to tell you which one of the answers is right from the 
answers that are provided as alternatives A,B,C,D. Now, keep them in mind and whenever you came to the 
classroom next week, try to get the right answer and we will just make the same argument in the classroom. 
Ok? Now let’s go to the second one. When did people call soccer ‘football’? When did people call soccer 
‘football’?  

 
 (T read the choices given). 
 
M12: Football stopped war. 
 
S: No. 
 
T: Which one do you say, A,B,C,D? 
 
M12: D 
 
T: Between the years 1948 and 19 
 
M4: 63 
 
T: Would you give evidence for your answer, where you find it? 
 
SS: Part A. 
 
T: (Read the part) So, what is it? 
 
SS: C 
 
T: C. After the British have found football association. Ok? Your friend is saying C is the right answer. How 

do we see it? 
 
M12: Why? 
 
T: After the British have found football association. This is the right answer. Would you please say something 

about why we say C is the right answer? 
 
M2: Because it says finally in 1863…. The word has come from the word ‘associatiuon’. 
 
M4: Teacher? 
 
T: Yes. 
 
M4: The answer is D. 
 
T: The answer is D. Why? 
 
M4: Because the question asks that indicates time so that the answer is D. 
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T: Doesn’t the part of the sentence start with ‘after’ indicate time? 
 
M2: It indicate time. 
 
T: Any clause that begins with ‘after’, ‘before’, ‘when’, ‘while’, ‘as’ indicate what are these? 
 
SS: Time clauses. 
 
T: Time clauses. Very good. So, it indicates time. Ehm. Let’s come to the point. Which one is the right 

answer? 
 
M2: C 
 
T: You all have to agree whether the right answer is C or D. Ehm? 
 
M11: It is possible for us to say the correct answer has to be C, because it is the point of time that (not audible) 

the soccer. 
 
T: Ehm. What about the last one? Who can say something about these dates? People called football ‘soccer’ 

between 1848 and 1863. Where do you get the date 1848? Yes? 
 
M2: I choose this because it says 1848 is the University of Cambridge give rule. 
 
T: Ehm. 
 
M2: And finally sport association is found or started in 1863. So, we cannot say from 1848 up to 1863. The case 

is the association is started in 1863. 
 
T: Ehm. 
 
M2: So, why can we say up to 1848. 
 
T: Ehm. 
 
M2: There are not association in 1848. So, we cannot say like this. 
 
T: Have you heard his answer? Why do we say people called football ‘soccer’ between 1848 and 1863? 

Because it is already indicated that people say football ‘soccer’ in 1863. It is already specified in one of the 
paragraphs of Part A. So, where did we get 1848? Because this is the time when the University of 
Cambridge made the first rules. Do you agree with his answer? 

 
SS: Yes. 
 
T: Is there anyone who disagrees with the answer given by your friend? ¾�c< }n¬V; 
 
M1: I say between 1848 and 1863. That means 1863 there was association. So, the people called ‘soccer’ the 

football. After this 1848, rule by Cambridge University for football. By this case the answer is  
 
T: The last one. 
 
M1: D 
 
T: The last one. 
 
M2: I disagree. 
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T: I disagree with him. Yes? 
 
M2: The year 1848 is before 1863. So, we cannot say he says the year 1863 is after 1848. So, it is not correct. 

1863 is after 1848. So, why do we say this? 
 
T: Have you got his idea? In 1863 the people made an association. It is from this word that the word ‘soccer’. 

So, why do we say it is between 1848 and 1863? 
 
 Do you have any idea that makes him agree with your answer? Yes? 
 
M1: I disagree because when I look the question when did people call football ‘soccer’ when did call football 

‘soccer’ means it asks time. 
 
T: Ehm. 
 
M1: And in 1863 before ruled Cambridge University of football in 1863. The association of football people 

called ‘soccer’. After that in 1848 the Cambridge University ruled the association football . By this reason, 
I said it’s between 1848 and 1863. 

 
T: Do you agree with what he said? 
 
M2: He had done one mistake. He say 1848 is after 1863. 1848 is before 1863, not after 1848. So, he said like 

that. In the year 1848 and 1863, which one is before? So, my question is this? Is the count of the year like 
this? 

T: Ehm. Have you got his idea? 
 
M8: Yea. 
 
T: Any idea that goes with his answer that says it is between the year 1848 and 1863? Do you agree with his 

answer? 
 
M4: Yes, I agree with him. In 1848 the Cambridge University made rules at that time. So, association, a football 

association comes from in 1863 so that football soccer build in 1848 and 1863. So that the appropriate 
answer is  

 
T: The answer is 
 
M4: D 
 
T: Do you agree with him? 
 
M2: No. He said in 1848 the Cambridge University made rules so that is association. But it says finally 1863 

people started association. It is 1863 it started, why we say 1848? Is this correct? It says finally in 1863 it 
started the association, but he says in 1848. If we say 1848, it is the Cambridge University of rule. It is not 
the time for association. Association is started in 1863. So, we can say like this. So, I disagree his…. 

 
T: And the word ‘soccer’ came from the word 
 
M2: From the word ‘association’. 
 
T: So, if we have this information, why do we say 1848 to 1863? 
 
M1: The Cambridge University ruled the football in 1848. After that people called  ‘soccer’ or ‘association’. I 

write what he says. 
 



 298 

T: So, you agree with his answer? 
 
M1: No. I agree that the answer is D. Because 1848 the rule of football in Cambridge University. By this reason, 

in 1848 up to in 1863 football is also association. 
 
T: Ehm. When did people call football ‘soccer’? It doesn’t say when did people started football. These are 

quite different questions. It doesn’t say when did people started football. It says when did people call 
football ‘soccer’. S† ’¬ football” soccer wK¬ ¾Ö\ƒ;  

 
 Don’t you agree with my idea? 
 
SS: Yes. 
 
T: c­‹ football” soccer wK¬ ¾Ö\ƒ S† ’¬; Before football association or after the football 

association? 
 
SS: After. 
 
T: Very good. So, we have to forget 1848. 
 
SS: Yes. 
 
T: 1848 is the date when university of Cambridge made the first rules of football and 1863 is a date people 

started making an association. The word ‘soccer’ came from the word ‘association’. Is it possible to say 
people called football ‘soccer’ between 1848 and 1863? This is his basic question. You have to give him a 
convincing answer. �c<” ¾T>ÁdU” �”ƒ” ›UÖ<::1848 TKƒ ¾  Cambridge University U” 
ÁÅ[Ñvƒ ’¬; 

 
SS: Rule 
 
T: IÓ ÁekSÖuƒ ’¬:: ›­::¾  football rule state ÁÅ[Ñuƒ ’¬:: 1863 ÅÓV c­‹ U” ÁttS<uƒ 

’¬; 
 
S: Football association. 
 
T: TIu` football TIu` ÁttS<uƒ ’¬:: eK²=I what is the relation between the dates of 1848 and 

1863? It is his question U” ›Ñ“—†¬ �’²=I” G<K~” Ñ>²?Áƒ;  You will read individually and give 
answer to this question. Come after reading the passage. ›”Ç”É Ñ>²? ¨× ÁK Hdw K=•` Ã‹LM:: 
This is one of the advantages of discussion. Ok? 

 
 
T: We all are human beings. Human beings can make a lot of mistakes, you know. Even though the writer said 

at the very beginning of the first part of the story football started in Britain and in some other lines of the 
paragraph he said there was a football by the Chinese tsu-chu. And in some of the lines of the paragraph, 
the writer says football started 2000 years ago.  So, there are a lot of ideas that contradict with each other. 
�“ }óß�‹G< ’¬ ¨Å›”É ›p×Ý SU×ƒ ¾T>‰M �”Ï It doesn’t mean Ã¤ ìNò ÃI”” 
eLK Ã¤ ’¬ This is the exact answer of the question KTKƒ ›Ã‰MU:: Ok. 

 
 
 
 
 
UNIT 12: THE PUZZLE 
 
T: --- “The Puzzle” on page 64. Before you go to the puzzle, there are some questions that are 

provided. Be in groups and try to say something about the questions that are listed on page 64. 
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 Before you read the passage, answer the following questions. So, the instruction says, before you 

go deep to the puzzle, you will answer questions 1,2,3.  
 
 What is a puzzle? Can you tell us a puzzle? Which questions do you expect the writer will answer 

in this essay? Write three questions as usual? 
 So, what do you know about a puzzle? What is it? 
 
M1: Puzzle is a game or play. It test your mental skill. 
 
T: Very good. This is a kind of a game that asks you to question a lot of things in it or it simply asks 

you to answer questions that are not easy to be answered by most of the people. So, we call it a 
puzzle. Is there anything that you can say? Yes? 

 
M4: Puzzle is a proverb that cannot be known easily. 
 
T: A proverb that cannot be known easily. Ok. Any idea? Can you tell us any puzzle you know 

before? Even though the things that are going to be mentioned under the title “The Puzzle” here in 
the text is quite different from what you know before, would you tell us something? What you 
know about puzzle before, previously. 

 
T:  (Gave them an example puzzle) 
 
  ? 
SS: Yes. 
 
T: It is a kind of problem that is not easy to solve or get solution. (T translated It into Amharic), It is 

a kind of game. Who can solve this problem? 
 
M2: First we take a dog. 
 
T: The goat. 
 
M2: Goat. Yes. 
 
T: Ok. You take the goat first. 
 
M2: Yes. 
 
T: ehm. 
 
M2: And you return back and you take the cabbage. The cabbage and we return the dog again. 
 
T: The goat. 
 
M2: The goat again. And  after that we take a tiger. 
T: Very good. You take the tiger and keep it with the cabbage there. Ok. 
 
M2: The cabbage, and we return back and take the goat. 
 
T: Very good. Have you understood? 
 
SS: Yes. 
 
T: (Translated all into Amharic). Anything you know before? 
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M2: There is two women, or man and woman which weighs 100 k.g. and they have to carry which 
weigh 50 k.g. 50 k.g. 

 
T: Ehm, they want to go from one place to another. Ok. 
 
M2: That transport is take only one hundred k.g. 
 
T: Hundred k.g. 
 
M2: How can they go? 
 
T: How do they go? How is it possible for them to go? 
 
M2: First they take the woman. 
 
T: Ehm. 
 
M2: I made a mistake. There are four. Two weigh hundred, hundred k.g. two weigh fifty, fifty k.g. 
 
T: What is it by the way? Is it maize or what kind of an object or material? 
 
M2: Men 
 
T: Ok. 
 
M2: First two fifty k.g go first. 
 
T: Ehm. 
 
M2: They go and one of them stay there and one of them back to and one of the men go another time. 
 
T: Ehm. 
 
M2: And one of the other fifty k.g. come and take two of them in the second time. 
 
T: Ehm. Very good. It is almost similar to what we solved before. Ok. Let’s come to the questions. 

Which questions do you think the writer will answer in this essay? Write three questions. Hurry 
up. It doesn’t take you more than three minutes. 

  
 
T: Ok. Time is up. Do you think this is a new thing for you? Or do you know something about it 

early. You have said a lot before. There are a lot of problems you faced in your life, didn’t you? 
Some of them are easy to be solved, to get solutions for them and some of them are very difficult 
problems that you cannot get any solutions for them unless you work hard. 

 
T: Do you feel that this puzzle will be a new thing or something that will be related to your life? You have to 

relate it with what you knew about. Ok? Who can tell me his questions? 
 
M2: How can we solve a problem? 
 
T: How can we solve a problem? Or how is a problem resolved? This has to be answered in the article. Any 

other one different from this? 
 
M11:   How can puzzle be solved? 
 
T: How can puzzle be solved? Or how could puzzles be solved? Any other one? 
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M7

 

: What is a puzzle important? 
 
T:  Why is a puzzle important? Or what is the importance of a puzzle? Or in short what  What is a puzzle? I 

think the writer should get an answer for what a puzzle is. The writer is going to tell us what a puzzle is. 
We expect this. �c<ª ÁK‹¬ ’¬:: What else? 

 
 Now let’s go to the article, the puzzle. This is a dialogue. Read the dialogue. What are the people in the 

dialogue? 
 
SS:  Emebet and Abyot. 
 
T: Emebet and Abyot. Read the first part. 
   
 (Habtamu and Natnael acted the first part orally) 
 
T: What do you understand? It says the magazine.  This is something written in the magazine. Do you know 

what magazine is? 
 
SS: Yes. 
 
T: Find out which man does what? Find a solution from the hints given from the written piece.  (not audible). 

How do we solve? 
 
 (SS read the dialogue orally) 
 (T helped them in solving the first problem, and gave the rest of the activities to be done by the students 

themselves) 
 
T: Discuss and try to get solutions for these. 
 
SS: (The students solved the problems by ticking   At last SX stood and completed a table.) 
 

UNIT 11: RAW MATERIALS 
 
T: … about the raw materials that are useful for investors and this helps you to recall what you knew before 

because there are a lot of materials that are used as raw materials in industries. There are goods in 
industries. There are some raw materials that are used here in industries. So, it doesn’t mean you are going 
to get new things as   raw materials that are used to industries., but you are going to add or get some 
information, additional information  about you knew before. And there are some questions in the middle of 
some of the paragraphs in the article. This helps you to increase the number of information you know 
before. And know something about the raw materials that are used for different industries. 

 
 Whenever you read this material, you have to try to relate the information you get here with what you know 

before, with what you get in the future or with your environment. So, what are the types of raw materials 
that are produced in the environment you are living in? This is a starting point to go through the whole 
article. 

 
 For example, when you go down to the Southern part of the town, when you go to Adet or the way to Adet 

or Tis Abay, there is a big industry or a factory.. The factory produces edible oil. So, what do you think will 
be the raw material that is used in the factory? Anyway this will be information that helps you to go 
through the article and get some raw materials that are used for industries. There is also another factory 
here in this town, the textile mills. What do you think is the raw material used to produce different types of 
clothes? 

 
SS: Cotton. 
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T: What about the edible oil? 

 
SS: ’<Ó 
 
T: Very good. ’<Ó is the  raw material. So, these are called raw materials anyway. So, you have to just relate 

what you get as information from the article with your previous or prior knowledge. It doesn’t mean by 
reading all the article , you are going to get new things. So, you are going to add new information to the old 
ones you have in mind. 

 
 During reading, eh while reading, you are going to face some questions. For example, on page 54. There 

are two questions in the middle of the first and the second paragraphs. Get some information about it. After 
getting some information, you go to the next questions 1 and 2. What happens, what will happen in the next 
paragraphs? So, you have to predict or say something in advance about by reading the first paragraph as 
usual.  
 

T: Would you please read? 
 
S(X): We read it. 
 
T: Have you all read it? 
 
SS: No. 
 
T: So, now you read. Before you read the passage, what are raw materials? 
 
M2: Raw materials are things that are used in industries to produce something. 
 
T: Raw materials are things that are used in industries to produce something. Any additional opinion? What   
              raw materials do you know? For example, in textile mills the most useful material used is 
 
SS: Cotton is useful material in textile. 
 
T:  Think of which materials can be used in which industries. Who can tell us--- for example, a soap factory? 
 
M7: Fats 
 
T: Very good. Fats or some by-products of edible oil. Ok. What others? For example, if there is an industry   
              that produces cars, Amare: Iron ore. 
T: Yes. Iron ore is one of the important raw materials. What other factories or industries do you know? Yes? 
 
SX: Shoes factory 
 
T: Very good. Shoes factory. 
 
M1: Animals hides or leather is used to produce. 
 
T: Very good. Animal hides or leather is useful to produce shoes. 
 
T: Which questions do you expect the writer will answer in this essay? Would you write three questions you 

expect the writer will answer in the following article? Yes?  
 
M1: What kind of raw materials are there? 
 
T: What kind of raw materials are do we have in our surrounding? Yes? 
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M1: What is the use of raw materials? 
 
T: What is the use of raw materials? 
 
M8:   (not audible) What are raw materials? 
 
T: What are the important raw materials used in factories and industries?  
 Can you now read the paragraph to answer the first two questions found between the first and the second 

paragraphs? And when you go down, there is also another question, question number 3. It is between the 3rd 

and the 4th paragraphs. 
 
SS: (read the passage silently) 
 
T: Ok. What do you think is the main idea of the paragraph? Ehm. 
 
M8: Raw materials are  (not audible) 
 
T: Very good. 
 
M1: Most modern industries withdraw materials. 
 
T: Most modern industries need materials. 
 
M2: Nowadays many clothes are woven from artificial fibers. 
 
T: Nowadays many clothes are woven from artificial fibers, like nylon. 

Does it tell us something about the material nylon? When we say this one is the main idea of the paragraph, 
the whole paragraph has to be concerned with this specific idea. Anyway, the raw material nylon comes at 
this paragraph doesn’t mean that this one is the main idea of the whole paragraph. Let’s come to the point. 
There are two different suggestions. Now, which one do you think is appropriate? 

 
 
APPENDIX -E 
 
Evaluation of the reading materials  
 
The following passages are taken from different teaching materials for the purpose of research. They are taken to use 
them as reading texts for selected grade 9 students, so as to research the effects of teacher mediation on students 
conceptions and approaches to reading. The texts are chosen to suit the different subjects they study in their 
academic carrier. This is done with the belief that the English language serves the students to study other subjects. 
 
The exercises are deliberately prepared to require textual (which is surface) information and other information as 

related to their personal experiences, judgment and evaluation (deep understanding). 

 
The final two passages are a little more difficult but they are included with the belief that there will be a lot of 
teacher mediation, and that they will be presented to students in parts. 
 
Would you please give me your genuine evaluative response of the passages based on the following questionnaire? 

 
I am very grateful for your cooperation and invaluable contribution to my research. 
 
Thank you. 
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Part A:  About the passages 
 
1. How do you evaluate the difficulty level of the passages for grade 9 students? This   

     refers to the vocabulary level, sentence length, and idea. If you find some of the   

    passages to be more difficult than the others, would you please inform me which ones? 

vocabulary level: 
 

sentence length: 
 

idea: 
 
 
 
2. What do you suggest needs to be improved? 
 
 
3. How do you see the difficulty level of the passages in light of those reading texts in   
    grade 9 textbooks? 
 
 
4. What is your suggestion about the length of the passages? Which ones should be   
     improved? 
 
 
5. Do you think the topics will be interesting to the students? 
6. Other comments 
 
 
Part B: The exercises 
 
1. Do the tasks in each of the passages incorporate the following types of questions? 
 

questions that require facts; i.e. textual information 
 
 

inference questions 
 
 

questions that require the students to relate textual information with their   
experiences 

 
 
 
questions that train them to solve problems 

 
 
 
2. How much, do you think, the tasks can help in doing the tasks that required of them in   
     their other academic subjects? 
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APPENDIX F-1 
 
Form 1-B 
Teacher Self-reflection  form 
 
      Date-------------------------- 
Reading Lesson  
 
To the teacher: 
 
In this diary (self-reflection report ) form, you are required to write the reading and mediation activities you have 
performed, reasons for your performance, student receptivity, and the problems you observed. Thank you for your 
cooperation!  
 
Lesson topic Reading 

activity 
Mediation 
activity 

Reasons for 
using the 
activities 

Student 
receptivity 

Observed 
problem (s) 

  
 
 
 
 

    

  
 
 
 
 
 

    

 
 
 
 
APPENDIX F-2 

 
SÖÃp    1 / K / 

Form 1-A 
       k” ------------------------------ 
 
        eU-------------------------------------- 
 
 
¾}T]­‹ ¾¾°Kƒ ¾”vw ¡”ª’@ ]þ`ƒ TÉ[Ñ>Á pê:: 
 
 Reading Lesson ------ 
 
ÃI pê uU”vw ƒUI`�‹G< ¾U�Ÿ“¬’<ª†¬ }Óv^ƒ U” �”ÅJ’< ¾T>ÖÃp ’¬:: eK²=I uØ”no 
�”Ç=VL �ÖÃnKG<:: 
 
 
¾U”vu< `°e 
(Title)  

 
¾U”vu< Ã²ƒ/ õ[? 
Ndw 
(Main idea) 

SUI_ eKU”vu< 
ŸcÖ¬ SÓKÝ 
¾}Ñ’²wŸ<<ƒ 
(What I learnt from 
teachrer mediation) 

Ÿòƒ eKU”vw 
¾’u[˜ ƒ`Ñ<U/ 
›SKŸŸƒ 
(My past conception 
of reading) 

›G<” eKU”vw 
U”’ƒ ¾}[ÇG<ƒ 
(What I think 
reading is) 

 
U”vu<” eT` 
¾†Ñ[˜ 
(The problem I 
faced while I 



 306 

learnt reading)  
1. 
 
 

     

2 
 
 

     

 
 APPENDIX G 

 
 

Ÿ²=I u�‹ ¾}²[²\ƒ ¾}T^‹%E†¨< U”vx‹  “†¨<:: ¾�’²=I” G) ¡wÅƒ K) 

ÖkT@� N) ¾T>cu< eKSJ“†¨< ›e}Á¾�‹G<” �”ÉƒcÖ< �ÖÃnKG<:: 

Below are listed the reading lessons you have studied. Would you please give your evaluation 

concerning their a) difficulty level, b)importance, and c) their attractiveness. 

 

U”vw `°e 

(Title) 

u×U 

ÃÖpTM

(Very 

importan

t) 

ÃÖpTM 

(Important

) 

U”U 

›ÃÖpU

U 

(Not at all 

important) 

SMSÍ­‹  

u×U ŸvÉ 

“†¨< 

(The 

exercises are 

very 

difficult) 

SMSÍ­‹ 

u×U kLM 

“†¨< 

(The exercises 

are simple) 

SMSÍ­‹ 

S"ŸK— 

“†¨< 

(The tasks 

are fairly 

difficult) 

1. Football Stopped War        

2. Green Plants       

3. Microscopic Organisms       

4. Energy       

5.Banking Services       

6.Investment       

7.Gandhi       

8. The History of the  English Language       

9. Atoms       

10. Raw Materials for Industry       

11. A science Experiment        

12. The Puzzle        

13. Circle Graphs       

14. Organizational Charts       
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U”vw `°e ¾U”vu< Ã²ƒ 

Åe ¾T>M“ 

T^Ÿ= ’¨< 

(The content of 

the passage is 

interesting) 

¾U”vu< Ã²ƒ Åe 

›ÃMU ›ÁeÅeƒU 

(The content of the 

passage is not 

interesting) 

U”vu< 

u=K¨Ø 

¾hLM 

(Change 

the 

passage) 

U”vu<” 

ÁKU”U K¨Ø 

SÖkU Ø\ 

’¨< 

(Use the passage 

is very good to 

use it another 

time) 

U”vu<” SÖ’— 

Ã²ƒ K¨<Ø 

uTÉ[Ó 

SÖkU Ø\ 

’¨< 

(The passage 

needs some 

changes in 

content) 

U”vu<” 

SÖ’— 

¾SMSÍ­‹ 

K¨<Ø 

uTÉ[Ó 

SÖkU Ø\ 

’¨ 

(The passage 

needs some 

changes in the 

exercises 

content)<  

1. Football Stopped War        

2. Green Plants       

3. Microscopic 

Organisms 

      

4. Energy       

5.Banking Services       

6.Investment       

7.Gandhi       

8. The History of the  

English Language 

      

9. Atoms       

10. Raw Materials for 

Industry 

      

11. A science 

Experiment  

      

12. The Puzzle        

13. Circle Graphs       

14. Organizational 

Charts 
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U”vw `°e ŸU”vu< w²< 

}U_ÁKG< 

(I have learnt a lot 

from the passage) 

ŸU”vu< U”U 

›Ç=e ’Ñ` ›LÑ–

G<uƒU 

( I did not find a 

new thing from 

the passage) 

 

ŸU”vu< ÁÑ–G<ƒ ƒUI`ƒ 

(What I learnt from the passage) 

1. Football Stopped War     

2. Green Plants    

3. Microscopic Organisms    

4. Energy    

5.Banking Services    

6.Investment    

7.Gandhi    

8. The History of the  English 

Language 
   

9. Atoms    

10. Raw Materials for Industry    

11. A science Experiment     

12. The Puzzle     

13. Circle Graphs    

14. Organizational Charts    
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Appendix H 
READING LESSONS 

 
 

READING LESSON  1 
 
 

FOOTBALL STOPPED WAR 
 

 This passage is in three parts: A, B, and C. Answer the questions on the left as you read through the  passage. 
Then read the passage again and complete the notes on the right. Some blanks may need more than one word. 
 
Exercise 1.1. Before you read the passage answer the following questions. 
 

What kind of local games do you know? 

What about international games? 

Which game(s) do you like most? 

Read and Search Read the passage quickly and then answer these questions: 
 

Where did football start? 

What is professional football? 

What happened in Nigeria? 

                                  
   
 
 
that refers to---------
? 
 
 
they refers to--------? 
 
 
this name refers to--
-------------------------
---? 

   
                                       Part A 
Football started in Britain. The University of Cambridge made the 
first rules in 1848. In fact, many other countries before that. The 
Chinese played tsu chu over two thousand years ago. 'Tsu' means to 
kick, and 'chu' means ball. Before the nineteenth century, often 
hundreds of people played at one time. These games were very 
often dangerous, and they became illegal. In the nineteenth century 
the game was very popular in English schools and universities. 
Finally, in 1863, a group of people started the Football Association. 
The word 'soccer' comes from the word 'association', and in 
England many people call the game by this name. 

 
Notes 
 
 
Many countries-------------
but the first rules came 
from-----------------------. 
 
 
 
 
 
 
The word 'soccer' comes 
from-------------------------- 

 
 
Discuss in groups 

What is the main idea of this part of the passage? 

What happened in Cambridge? 

What is tsu chu? 

What do you think the next part will be about? 
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In Europe there are--------
--------------- 
Here  refers to--------? 
 
Pele is from------------- 
 
 
 
professional means--------
---------------- 
the best refers to------ 

                                       Part B 
 
 
 
Today, football is the most popular sport in the world. 
You can see the World Cup on television in about one 
hundred different countries. But Europe still has the most 
players—fourteen million. South America too is very 
strong. Here there are far fewer players, but they do very 
well in the World Cup. Perhaps the most successful team 
of modern times is Brazil, and the most famous player, 
Brazil's Pele.  
 
 
People started to watch football in the industrial towns of 
Britain in the late nineteenth century, mostly on Saturday 
afternoons. In 1876 a Scot, James Lang, was the first man 
to earn money from football—the first professional. Just 
over one hundred years later, in 1978, most Liverpool 
players earned six hundred pounds each week, but the best 
earned a quarter of a million pounds a year. 

Notes 
 
Now football----------
-- 
 
 
Europe has-------------
--but South America -
---- 
 
 
 
 
 
Professional football 
started -----------------
-- 
 
Now -------- more 
than £250,000 a year. 

                  
 Discuss in groups 

What is the main message of this part of the story? 

Name two areas of the world where football is very popular. 

When did the first professional earn money from football? 

 
  
 
 
 
The Scottish teams 
areo------------------- 
 
one major country 
refers to -------------
---? 
 
 
 
 

   
                                       Part C 
Things change slowly in football. Liverpool, the English champions 
of 1900-1901, were still the best team in the late 1970s. In Scotland, 
two teams, Celtic and Rangers, have won sixty-six of the eighty-one 
championships up to 1978. Now there are many international 
competitions and football is of interest world-wide. Only one major 
country today- the USA- still does not have enough good players for 
international football. 
For the rest of the world soccer is very important. When Pele went to 
Nigeria during the Biafran war, both sides stopped fighting for two 
days. 

 
Notes 
 
In football------------
----For example,-----
-------- 
 
 
 
 
Now, only one-------
----------------. 
 
 
 
 
 
 

 
 
 
 
 
 
 
NOW DO THE FOLLOWING EXERCISES BASED ON THE INFORMATION IN THE PASSAGE  
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 Exercise 1.2. Choose the correct alternative based on the information in the passage. 

Football started 

a) in the nineteenth century  c) in China 
b) in 1848    d) two thousand years ago. 
 

 2. When did people call football 'soccer'? 
      a) over two thousand years ago.  c) after the British had founded Football   
                                                                                       Association  
      b) Before the nineteenth century. d) between the years 1848 and  1863                                                           
 
           

3. Which of the following is true of football? 
 a) It is played only in Europe and South America. 
 b) Professionalism in football was not known before 1876. 
 c) It has been a money earning enterprise since its start. 
 d) Football stops war. 
 

Exercise 1.3. Say if the following statements are true or false. 
---------1. The Chinese played football before anyone else. 
---------2. Europe has many more players than South America. 
---------3. Television is very important for football. 
---------4. All major countries in the world today play football. 
 
Exercise 1.4. Answer the following questions based on the passage. 
 1. What is the central idea of the passage?-------------------------------------------------------------------- 
       ------------------------------------------------------------------------------------------------------------------ 
      ------------------------------------------------------------------------------------------------------------------- 

 2. Why do you think the writer said ' football stopped a war'?---------------------------------------------     

-----------------------------------------------------------------------------------------------------------------------------
------------------------------------------------------------------------------------------------------- 

3. Which war has the writer mentioned as an evidence for football stopping war?-------------------------------
--------------------------------------------------------------------------------------------------------------------------------
-------------------------------------------------------------------------------------------------- 

4. Where do you find the evidence for no.3 in the passage? -----------------------------------------------  

      ------------------------------------------------------------------------------------------------------------------  

      ------------------------------------------------------------------------------------------------------------------ 

5. Do you agree with the writer that football can stop war? 

----------------------------------------------------------------------------------------------------------------- 
  Give reasons for you answer.----------------------------------------------------------------------------------  
     ------------------------------------------------------------------------------------------------------------------- 
 
6. Do you think football can stop war? -----------------------------------------------------------------------  

       ----------------------------------------------------------------------------------------------------------------- 

       ----------------------------------------------------------------------------------------------------------------- 

7. What is the difference between tsu chu and football?----------------------------------------------------  
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     -------------------------------------------------------------------------------------------------------------------  

      ------------------------------------------------------------------------------------------------------------------ 

8. Do you agree with the writer that football started in Britain?------------------------------------------      

             ------------------------------------------------------------------------------------------------------------------ 

Why?----------------------------------------------------------------------------------------------------------  
         ---------------------------------------------------------------------------------------------------------- 
 

Exercise 1.5. Match the words in Column A with their meanings  in Column B.. 
 
 
  COLUMN A      COLUMN B 
 
  1. earn       a) more important 
  2. popular      b) winner 
  3. champion      c) liked; admired 
  4. successful      d) get 
  5. major       e) gained one's purpose 
 
 
Exercise 1.6. Look at the notes on the right side of the passage. Use your notes to     
                      write your  own summary. 
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READING LESSON  2 
 

Green Plants 
Preview:           Discuss the illustration and the importance of green plants with your teacher and  

 classmates. 
 

 
                                               GREEN PLANTS 
  

Plants are necessary for life on earth.  All living things need plants because they provide food for animals. 
During photosynthesis, plants change the sun's energy into food and energy for animals.  They use carbon 
dioxide (CO2) and produce oxygen. All human beings and animals need oxygen to live. 

 
   Discuss in groups 
 

 1. What is the main idea of the above paragraph? 
 2. How is the central idea supported by the other sentences in the   
                   paragraph? 
 3. What do you think the next paragraphs will be about? 
 

5         During photosynthesis, all the parts of a plant work together to produce food.  Plants   
           have three important parts: roots, stems, and leaves.  Two other parts are flowers and   
           fruit. 
 

Roots usually grow underground.  They help keep the plant in the soil. They also absorb water and minerals 
from the soil and then carry them to the other parts of the plant. In some plants, such as carrots or potatoes, 
the roots store food for the plants. 

10      Plant stems are usually above the ground. They hold the leaves and flowers.  There are   
           two kinds of stems.  The stems of many flowers and vegetables are soft and green. They   
           bend easily.  These plants live for only one year.  They are annual plants.  Other plants   
           have hard and woody stems.  Trees have brown, woody stems.  They are perennial   
           plants.  They live for several years. 
 
15      Leaves are an important part of the plant.  The leaves grow on the stem. Most leaves are   
          green because they contain chlorophyll.  Chlorophyll is necessary for photosynthesis.    
          The leaves make food for the plant.  This food gives energy for the other parts of the             
           plant. 
  4. What is the writer's intention in paragraphs 2 to 4? 
  5. How has he related paragraph 1 with paragraphs 2 and 4? 
  6. What does the phrase in bold on line 22 below refer to? 
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  7. How does the writer conclude the passage in the following paragraph? 
 

In the process of photosynthesis, roots, stems, and leaves of green plants work together to make sugar from 
sunlight.  Photosynthesis is a Greek word.  It means "putting together with light."  During the process of 
photosynthesis, plants use sunlight, chlorophyll, carbon dioxide (CO2

1.                                                                                   1. 

), and water to make food.  In this 
way, green plants use the sun's energy to make food for the plant and other living things.  Other living 
organisms, such as animals, get their energy by eating the plants.  Human beings eat both animals and 
plants to get energy.  Without green plants, the sun's energy could not be used on the earth, and all other 
organisms living on the earth would die. 
 
NOW DO THE FOLLOWING EXERCISES BASED ON THE INFORMATION IN THE 
PASSAGE. 

  
Exercise 2.1 Choose the main idea of this article. 

a.  Plants have only three parts.  c.  Plants are necessary for life. 
b.  Annual plants have green stems. d.  Leaves are an important part of the plant. 
 

Exercise 2.2. Based on the passage, write T before true statement, write F before false   
                       statements.  Do not look at the article. 
______ 1.  Plants are necessary for life. 
 ______2.  Roots sometimes store food for the plants. 
______ 3.  Roots, stems, and leaves are the only parts of plants. 
______ 4.  The stems of all plants are soft and green. 
_____   5.  The plant makes sugar by a process of photosynthesis. 
_____   6. Leaves contain chlorophyll. 
 _____   7. Sunlight, carbon dioxide, chlorophyll, and water are necessary for photosynthesis 
. 
Exercise 2.3. How did you recall the answers for each of the statements above? 
 
  ( Discuss this with your partners ) 
 
Exercise 2.4.  Find evidence from the passage. 
 
        1. Write the line number of the sentence that states the main idea of this article. 
             ----------------------------------------------------------------------------------------------------------------------- 
        2. Write the line number of the sentence or sentences that support your answer to7 above. 
            ------------------------------------------------------------------------------------------------------------------------ 
 
Exercise 2.5. Read the passage again and answer the questions that follow. 
 
1. How are plants important for animals?--------------------------------------------------------------------------------  
     ----------------------------------------------------------------------------------------------------------------------------- 
 
2. What is the importance of planting trees around us?---------------------------------------------------------------- 
     ----------------------------------------------------------------------------------------------------------------------------- 
 
3. What are the differences between annual and perennial plants?------------------------------------ 
   --------------------------------------------------------------------------------------------------------------- 
 
4. Think of any annual and perennial plants in your environment, and write three examples for    
     each. 
    Annual plants       Perennial plants 

2.                                                                                   2. 

3.                                                                                   3. 
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 5. How do green plants make food? Write about the process.------------------------------------------------------  
      ---------------------------------------------------------------------------------------------------------------------------  
      --------------------------------------------------------------------------------------------------------------------------- 
 
6. Write the summary of the passage in 4 to 6 lines. 

 --------------------------------------------------------------------------------------------------------------------------------------
---------------------------------------------------------------------------------------------------------------------------------------
---------------------------------------------------------------------------------------------------------------------------------------
---------------------------------------------------------------------------------------------------------------------------------------
---------------------------------------------------------------------------------------------------------------------------------------
---------------------------------------------------------------------- 

 
 
 
 

READING LESSON  3 
 

Microscopic Organisms 
Preview  Discuss the title and illustration withyour teacher and classmates. Read the first  

paragraph, and write down what you think the main idea will be.  
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
MICROSCOPIC ORGANISMS 

 
In the seventeenth century, Antonie van Leeuwenhoek was the first person to see tiny organisms with a microscope. 
He called them animalcules. Later, scientists in the eighteenth and nineteenth centuries named these animalcules 
bacteria and protozoa.  This was the beginning of the sciences of bacteriology and protozoology, the studies of 
microscopic organisms.  Bacteriologists and protozoologists have studied these organisms for many years, but it is 
difficult to classify them. 
 
 1. What is the main idea of this paragraph? 
 2. What do you think the writer will tell us next? 
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Scientists cannot classify some of these microscopic organisms in the plant or animal kingdom, so they put them 
into another kingdom, protist.  Some protists are like animals.  They do not have chlorophyll, and they cannot make 
their own food.  These protists get their food from other organisms.  
 
Other protists are like plants.  They have chlorophyll, and they can make their own food.  They usually live in water.  
Both animal and plant-like protists provide food for other plants and animals that live in the water.  Many protists 
are single-celled organisms.  They have only one cell.  Others, however, are multi-celled.  They have many cells.  
Because these organisms are neither plants nor animals, scientists put them in another kingdom. 
 
Bacteria are also difficult to classify in the plant or animals kingdoms.  They have only one cell, but the cell does not 
have a nucleus.  It contains only a cell membrane and a cell wall.  Bacteria cannot make their own food. They must 
get the food from other organisms.  Some bacteriologists classify bacteria separately in the monera kingdom. 
 
Another microscopic organism is the virus. It is much smaller than protists or bacteria.  Scientists can see it only 
with the electron micro-cytoplasm or a nucleus.  It has a cover of protein, and inside the protein, there is 
reproductive material.  This reproductive material helps the virus reproduce.  It makes more viruses. 
 
 3. Can you tell us the classifications of micro-organisms? 
 4. Which of these are you familiar with? 
 
The virus reproduces only when it is inside another cell.  When it enters another cell, it begins to reproduce. It 
makes more and more other cells.  For this reason, scientists have difficulty classifying it as living or nonliving. 
Outside another cell, the virus is inactive.  It does not become active and reproduce until it enters another cell. 
 
 5. Discuss with your friend/s how the writer has concluded his writing. 
 6. Discuss also how each of the paragraphs in the passage is related.  
 
Although we cannot see them, microscopic organisms are everywhere.  They are an important part of life on the 
earth.  It is difficult to classify these organisms, because they are different from other plants and animals.  Some of 
them have chlorophyll like plants, and others do not.  Some of them are not complete cells.  Bacteria do not have a 
nucleus, and viruses do not have cytoplasm.  To help classify microscopic organisms, some bacteriologists have 
added two more kingdoms: the protists and the monera. 
    
Exercise3.1. Choose the main idea of this article. 

a.  It is difficult to classify microscopic organisms. 
b.  Microscopic organisms are very small. 
c.  Viruses cause many dangerous diseases which doctors cannot cure. 
a) Some protists are like animals and some are like plants. 

Exercise 3.2. Write the line number of the sentence that states the main idea of his article.   
           --------------------------------------------------------------------------------------------------------------- 
 
Exercise 3.3. Circle three reasons why microscopic organisms are difficult to classify. 
 

a.  Some are not like either plants or animals. 
b.  Some are plants because they have chlorophyll. 
c.  Some are not complete cells. 
d.  Some are animals and cannot make their own food by photosynthesis. 
e.  Some have different shapes. 
f.  Scientists are not sure if some are living or nonliving. 
 

Exercise 3.4.  Write T before true statements.  Write F before false statements.  Do not look   
                     at the article. 
 
  ______1.  All microscopic organisms have only one cell. 

______2.  Microscopic organisms belong to the animal kingdom. 
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______3.  It is easy to classify microscopic organisms. 
______4.  Animal-like protists can make their own food from chlorophyll. 
______5.  Plant-like protists have chlorophyll. 
______6.  A virus is a cell. 

  ______7.  The protist and monera kingdoms include microscopic organisms. 
  _____  8.  All microscopic organisms are part of the plant kingdom. 
 
 Exercise 3.5. Now, go back to the article to find out the reason for your answer to each of   
                       the statements 1-8 above. Try to understand new words from the context. Then   
                      discuss your answers with your partners. 
 
Exercise 3.6.. Answer the following questions based on the passage. 
 

a) Work individually 
 

1. Why is it not easy to classify microscopic organisms? ------------------------------------------------------------- 
     ----------------------------------------------------------------------------------------------------------------------------- 
 
2. Scientists somehow have classified microscopic organisms. 
 a. What are the classifications? --------------------------------------------------------------------------------  

      ------------------------------------------------------------------------------------------------------------------ 
b. How are they classified? -------------------------------------------------------------------------------------  
      ------------------------------------------------------------------------------------------------------------------ 
 

3. HIV is a virus. How do you express it in terms of the characteristics of the virus stated in the   
    passage? -------------------------------------------------------------------------------------------------------------------  
    ------------------------------------------------------------------------------------------------------------------------------ 
 
4. Why, do you think, the writer has said that microscopic organisms are important part of life   
     on earth?   
     -----------------------------------------------------------------------------------------------------------------------------  
     ----------------------------------------------------------------------------------------------------------------------------- 
 
b) Now discuss your answers for questions 1-4 above with your partners. 
 
Exercise 3.7. a) Write notes about how bigger animals are/can be/ classified based on the   
                          information you got from your biology studies or from materials in the   
                         library. 
 
   b) Think of any other classifications you know and discuss how they are   
                        classified with your partner. 
Exercise 3.8. Write the summary of the passage within 5 to 6 lines. 
 

---------------------------------------------------------------------------------------------------------------------------------------
---------------------------------------------------------------------------------------------------------------------------------------
---------------------------------------------------------------------------------------------------------------------------------------
---------------------------------------------------------------------------------------------------------------------------------------
---------------------------------------------------------------------------------------------------------------------------------------
--------------------------------------------------------------------- 
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READING LESSON  4 
 

Energy  
 

Perivew.  Look at the illustrations and pictures in this article about energy . What is 
energy? Read the article to find out what forms it takes. 

 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
ENERGY 

 
 
Before you read the passage, prepare questions of your own you want them to be answered in the passage. Check if 
any of your questions are answered. 
 
The word energy has different uses.  In the sentence "Young people have more energy than old people," it means 
strength, power, and activity.  In physics, energy is a very important idea.  It is the ability to do work, and it has two 
forms. 
 
In physics there are two forms of energy:  kinetic and potential.  Kinetic energy is movement or motion.  A moving 
car has kinetic energy.  If it hits another car, it will damage the other car.  The amount of kinetic energy depends on 
the size and speed of the car.  A truck can do more damage than a bicycle, and a car going 50 mph can do more 
damage than a car going 5 mph. 
 

 1. What are the main ideas in the two paragraphs above? 
 2. A man parked his car on the roadside near Ghion Hotel. A certain car came moving fast and   
          collided with the car parked. Which do you think will be damaged more? Why? 

 
The formula KE = 1/2 mv2 represents kinetic energy.  In other words, kinetic energy is one-half of the object's mass 
(size) multiplied by its velocity (speed) squared. Potential energy is the energy inside something.  Wood has 
potential energy.  Oxygen (O) has potential energy.  Burning the wood releases, or lets out, the energy.  Processes 
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that release energy are exothermic processes.  Processes that absorb energy are endothermic processes.  The total 
energy of an object is the sum of its potential and kinetic energy. 
 
The amount of total energy in the universe is constant.  The amount of energy does not change.  There is no new 
energy.  No energy is lost.  This is the law of conservation of energy.  There is never more energy, and there is never 
less energy. 
 

3. What do you understand from the above paragraph? 
4. How much do you agree? Discuss. 
 

Energy does change, however.  It can change from one form to another.  This process is transformation of energy.  
Energy may change from water to electricity.  Light, sound, electricity, and heat are ways to transmit energy. 
 
Most of the world's energy comes from the sun.  Plants produce food for energy during photosynthesis.  The sun's 
energy is in wood, oil, and other things that people use for energy. 
 
People use many sources of energy. Ancient people used only their arms, hands, and simple tools until they 
discovered fire.  Later, people learned to use animals to do work.  In the eighteenth and nineteenth centuries, people 
began to use machines.  The first machines used steam.  They burned coal to heat water.  The hot water turned into 
steam, and the steam engine did the work.  Later, people began to use the gasoline engine, and today people are 
using nuclear energy.  There are many sources of energy. 
 

5. Please see below how the writer has concluded the essay. What has he done? 
6. Can you write your own conclusion? 
 

Energy is one of the basic concepts, or ideas, of physics.  It is the ability to do work.  There are two forms of energy 
and two important laws that explain energy.  Without energy we could not live.  We need energy to work, and 
scientists are always looking for news sources of energy.  
 
NOW DO THE FOLLOWING ACTIVITIES BASED ON THE PASSAGE. 
 
 Exercise 4.1.  Choose the main idea of this article. 
 

a.  There are two kinds of energy. 
b.  There are many sources of energy. 
c.   Energy is the ability to do work, and it is a basic concept in physics. 
      The law of conservation of energy means that the amount of energy does not   
     change. 
 

Exercise 4.2. Mark the statements T if they are true or F if they are false.  Do not look    
                            back at the article. 
 

 ______1.  Energy is the ability to do work. 
  ______2.  A moving car has potential energy. 

______3.  The amount of kinetic energy depends on the size and speed of the   
                 object. 
______4.  At the same speed, a small car has more kinetic energy than a large   
                truck. 

  ______5.   Potential energy is either exothermic or endothermic. 
  ______6.  None of the world's energy comes from the sun. 

______7.  Wind, seam, and gasoline are sources of energy. 
 

Exercise 4.3. Write the line number of the sentence that states the main idea of this   
                      article.   ------------------------------------------------------------------------------------------------------ 
 
 Exercise 4.4. After you have answered exercise 4.1., go back to the article and find out   
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                      the reason for the correct answer.  Try to understand the words from the   
                     context. 
 
 Exercise 4.5. This article about energy has four parts.  Answer the questions and   
                      complete the  outline. 
 

I.  What are the two definitions of energy? 
  A.  -------------------------------------------------------------------------------------------------------  
 B. .  ----------------------------------------------------------------------------------- ------------------ 
 

II.  What are the two kinds of energy? 
  A.  ------------------------------------------------------------------------------------------------------- 

 B.  -------------------------------------------------------------------------------------------------------III.  
What are the two laws of energy? 

   A.  ------------------------------------------------------------------------------------------------------  
   B.  ------------------------------------------------------------------------------------------------------ 
 
 

IV.  What are the sources of energy? 
  1.  _________________________________________________ 
  2.  _________________________________________________ 
  3.  _________________________________________________ 
  4.  _________________________________________________ 
  5.  _________________________________________________ 
  6.  _________________________________________________ 
  7.  _________________________________________________ 

_________________________________________________ 
 
          Exercise 4.6. Answer the following questions based on the passage. 
 

Work individually 
 

1. What are the concepts of law of conservation of energy and transformation of   
     energy?------------------------------------------------------------------------------------- 
 
2. There are many sources of energy. 
 a. What different sources has man used at different times? -------------------  
                     ------------------------------------------------------------------------------------- 
 
 b. Did man create new forms of energy? If he didn’t create them, where   
                 did he get them? --------------------------------------------------------------------  
                 ---------------------------------------------------------------------------------------- 
 
3. How is energy important to life? ----------------------------------------------------------- 
      ------------------------------------------------------------------------------------------------- 
 
4. State any object around you. Then write about the kinetic and potential energy   
    it possesses. 
      -------------------------------------------------------------------------------------------------- 
      -------------------------------------------------------------------------------------------------- 
 
5. Do you find the concepts in this passage similar or different from what you   
     knew about energy before?-------------------------------------------------------------------  
      --------------------------------------------------------------------------------------------------- 
 
   How?------------------------------------------------------------------------------------------------  
        ---------------------------------------------------------------------------------------------------- 
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Now discuss your answers for questions 1-4 above. 
 

Exercise 4.7. Write the summary of the passage in 4 to6 lines. 
 
--------------------------------------------------------------------------------------------------------------------------------------------
--------------------------------------------------------------------------------------------------------------------------------------------
--------------------------------------------------------------------------------------------------------------------------------------------
--------------------------------------------------------------------------------------------------------------------------------------------
-------------------------------------------------------------------------------------------------------------------------------------------- 

 
 
 

READING LESSON  5 
 

Banking Services  
 

Preview .  Read this article to find out the dirrerent services offered by most banks in 
the United States. 

  
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
     BANKING SERVICES 

 
 

1. Before you read the passage, Write as many questions as possible which you expect to get  answers 
from the passage. 

2. While reading the passage, write the main idea of each of the  paragraphs on the right side of the 
paper. 

3. Find out the main idea of the passage, and see how it is supported by the writer. 
                              
 

Everyone needs money to buy food, clothes, and housing.  Very few people can produce everything that they need.  
Today, most people use money to buy these things.  Buying and selling are necessary for living.  Money is an 
important part of life, and banks control the money in most places.  In the United States, there are many different 
banks, and they offer many different services. 
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4. What is the main idea of the above paragraph? 
5. What kind of information do you expect in the next paragraphs? 
 

The most common banking service is the checking account.  People deposit, or put, their money in the bank, and 
then they can write checks to buy things.  A check is a piece of paper.  It tells the bank to pay the seller.  The bank 
must pay the seller from the customer's account.  The customer usually pays the bank a service charge for a 
checking account.  The service charge is sometimes five or eight dollars a month.  There is not always a monthly 
fee, but then customers pay 10 or 20 cents for each check that they write.  
 
Another banking service is the savings account.  People can deposit some of their money in a savings account.  They 
do not usually need this money right now.  They will leave the money in the bank and withdraw it when they need 
it - next month or next year.  Because the money will stay in the bank, the bank can use the money.  It will pay 
interest on the savings account.  Interest is the money that the bank gives to the customer.  For example, imagine 
that a customer put $3,000 in a savings account on January 1.  If the bank pays 5 1/2 percent interest, the customer 
will have about $3,045 in March.  The bank paid $45 in interest for three months. 
 
Loans are another important banking service.  A bank can give money to businesses and to individual people.  The 
bank may loan money to a business to buy more machines or tools.  For example, a bakery may borrow money from 
the bank to buy more ovens.  The bank may also lend money to individuals.  The bank may loan money to someone 
to buy a car or to buy a house.  Some people borrow money from the bank to build swimming pools or to repair their 
houses.  The bank always charges interest on loans.  The borrower must repay the loan plus the interest.  The interest 
on loans is always higher than the interest on savings accounts. 
 
Banks in the United States usually have safe deposit boxes.  These boxes are in the vault at the bank.  The vault is a 
room that has a very heavy door with a very safe lock on it.  Because it is very difficult to get into the vault of a 
bank, a safe deposit box is a good place to keep important things.  Customers can rent the boxes from the bank for a 
small fee each year.  Many people keep their important papers, such as their birth certificate, marriage certificate, or 
passport, in their safe deposit boxes.  Some people keep gold, silver, and other valuable gems such as diamonds or 
emeralds in their safe deposit boxes. 
 
Another important banking service is the automatic teller machine.  Many banks have bank machines outside the 
bank so that customers can get their money any time they want it, day or night.  Customers can deposit (put money 
into the bank) or withdraw (take money out of the bank).  They can get cash any time - if they have money in their 
accounts! 
 
 
 6. What the different services banks can offer? 

7.Are your expectations similar to what you find here? 
8.  What about your questions set before you read the passage? Are they answered? How many of   
    them are answered? 
 
Now see below how the writer concludes his essay. 
 

Banks control the money.  They keep money for people, and they give loans.  Banks control the interest rate.  In this 
way, they can control the amount of money for business and individual loans.  Banks also offer their customers 
many useful services, such as savings and checking accounts and loans.  In addition, banks try to make using money 
easier with electronic machines. 
 
   
 Exercise 5.1. Choose the main idea of this article. 
 

a. The most important service is a checking account.  
b. Banks offer many services to their customers. 
c. A safe deposit box is very safe.                   
d. Everyone needs money. 
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Exercise 5.2. Write the line number of the sentence that states the main idea of this   
                      article.___________________________________________________ 
 
Exercise 5.3. Which of the following bank services available to bank customers are   
                     discussed  in the reading?  Circle the correct answers.  This time you don't have   
                      to read the passage. 
 

a.  buying and selling      d.  savings accounts      g.  service charges      
b.  loans                           e.  building a swimming pools             h.  safe deposit boxes 
c.  valuable jewelery        f.   automatic teller machines               i. Checking accounts 
 

 Exercise 5.4. Write T before true statements and F before false statements.  Do not   
                      look back at the reading. 
 

______1.  Most people need money to buy the things that they need. 
______2.  Buying and selling is not important for most people. 
______3.  Some people write checks to buy food and clothes. 
______4. Checking accounts are free.  People do not need to pay money to the   
                bank for this service. 
______5.  Banks pay interest on savings accounts. 
______6.  Banks only loan money to businesses. 
______7 .  Some people borrow money from the bank to buy houses or cars. 
______8.  Loan customers must pay interest on their loans. 
______9.  Safe deposit boxes are not a safe place to keep gold and important   
                 papers. 
_____10.  Most banks do not offer many services. 
 

Exercise 5.5. Answer the following questions based on the passage. 
 

a) Work individually 
 

1. What are the different banking services? ----------------------------------------------------------------- 
     ------------------------------------------------------------------------------------------------------------------ 
 
2. Describe each of the banking services. -------------------------------------------------------------------- 

-----------------------------------------------------------------------------------------------------------------------------
-----------------------------------------------------------------------------------------------------------------------------
-------------------------------------------------------------------------------------------- 

 3. Why is interest paid for the customer? --------------------------------------------------------------------- 
                 -------------------------------------------------------------------------------------------------------------------- 
 
 4. What are the conditions for interest payment? ------------------------------------------------------------ 
                 -------------------------------------------------------------------------------------------------------------------- 
 
 5. If you were an investor, what kind of bank services do you want to get? Why?                   
                 --------------------------------------------------------------------------------------------------------------------  
                 -------------------------------------------------------------------------------------------------------------------- 
 

b) Discuss  questions 1-5 above in groups. 
 
Exercise 5.6. What kind of bank services are given in the private and government banks in   
                       Bahir Dar? 
 
 1.---------------------------------------------------------- 
 2.---------------------------------------------------------- 
 3.---------------------------------------------------------- 
 4.---------------------------------------------------------- 
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Exercise 5.7. Try to get the meanings of the following words from the context in   
           the passage. Can you tell how you could understand the words? 

 
1. deposit 
2. charge  
3. fee 
4. withdraw 
5. ovens 
6. vault 
7. gems 

 
 Exercise 5.8. Now summarize the passage within three to  four sentences. Answer the   
                                            following questions as a guide for the summary. 
 

1. What is the main idea of the passage? 
 
2. What are the different services a bank can offer? 

 ------------------------------------------------------------------------------------------------------------  
       ------------------------------------------------------------------------------------------------------------  
       ------------------------------------------------------------------------------------------------------------  
       ------------------------------------------------------------------------------------------------------------ 
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READING LESSON  6 
 

Investments 
 

Preview. Do you ever have extra money? What do you do with it? Read this article to see  
what some people do with their extra money. 

 
 

 
INVESTMENTS 

 
 
 
 

Before you read the passage 
 
 . Ask three questions whose answers you expect to get in the passage. 
 
While reading the passage 
 
 . Write the main idea of each of the paragraphs. 
 . See how the main idea is supported by the details.  
 
 
   
Some people have more money than they need.  In the United States, these people want to make more money from 
their extra money.  How can they get more money? They invest it.  There are many ways to invest money. 
 
 1.What do you think the next part of the passage will discuss? 
 
The safest place to invest money is at the bank.  Banks have savings accounts and other savings plans.  The 
bank pays interest, but it is often a low rate.  However, money is safe in most banks. 
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A bank does not keep the money that customers put in savings accounts.  The bank invests the money to make more 
money for the bank.  It might use the money for loans, or it might invest the money in other ways. 
  

2. What are the advantages of saving money in the bank? 
To the customer:--------------------------------------------------------------- 
To the bank: ------------------------------------------------------------------- 

 
Bonds are another investment.  Investors can buy government bonds or bonds from a company such as Exon or 
General Motors.  A bond is a loan from the investor to the borrower.  The borrower must repay the loan plus 
interest.  The interest on bonds is usually higher than in savings accounts.  For example, the city government wants 
to build a new highway around the town. The city needs money, so it sells bonds.  People buy the bonds, and the city 
promises to repay the bonds in a certain number of years.  The city will also pay interest.  Bondholders will receive 
their money plus the interest. 
 
Another investment is in stocks.  A stock is a share or part of a company.  If a company needs money, it may take a 
loan from the bank.  It may sell bonds, or it may sell some stock.  In other words, the company sells a part of itself.  
The stockholder owns part of the company.  People can buy the stocks.  Stocks are not as safe as money in the bank 
or bonds.  Buying stocks is risky because the investor does not know if the company will succeed or fail.  If a 
company succeeds, it earns more money.  The money that the company earns for itself is called a profit, and the 
stockholder also earns some profit.  If the company fails and loses money, the stockholder loses money, too.  
Because the investors own part of the company, they might earn more money or lose money.  It depends on the 
success or failure of the company. 
 
Another investment is buying property.  Some people buy real estate:  buildings, houses, or land, because they hope 
that the value will increase.  People sometimes buy art (paintings or sculpture), gold, antiques (very old things), or 
precious gems (diamonds, emeralds, sapphires, or rubies).  The value of all of these things usually increases with 
time, and investors can then sell them for a lot of money. 
 
 
 3. Can you give your own conclusion to the passage? Now see how the writer   
                    concludes it? 
 
Investment is a way to make more money.  Some investments are quite safe, but they do not earn a lot of money.  
Other investments are risky, but they earn much more money. 
How will you invest your extra money?  Are you a conservative investor (one who plays safe) or a gambler (one 
who takes risks)? 
   
 
 
 Exercise 6.1. Choose the main idea for this article. 
 

a. Some investments are risky.  
b. Money is usually safe in a bank. 
c. Many people invest money in stocks.    
d. There are many ways to invest money. 
 

Exercise 6.2. Write the line number of the sentence that states the main idea of this   
                     article.   _______________________________ 
 
 Exercise 6.3. Write T before true statements and write F before false statements.  Do   
                       not look back at the article. 
 
 ______1.  All people invest their extra money. 
 ______2.  Money in savings accounts is not very safe. 
______ 3.  Money in savings accounts gets very high interest. 
 ______4.  Stocks are a part of a company. 
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_____   5.  Stocks are sometimes risky investments. 
 _____  6.  The value of gold (Au) usually increases over time. 
_____   7.  All investments are safe. 
_____   8. Buying property is the best form of investment. 
 
 Can you tell the evidences from the passage? 
  
Exercise 6.4. Select the most appropriate answer according to the information in the       
                     passage. 
 

According to the passage, more money is obtained: 
a. through investment   c. by working in the bank 
b. by hard work    d. from savings 
 

If you want more money, which of the investments do you choose? 
a. saving money in savings accounts c. stocks 
b. bonds     d. buying property 
 
Can you give  reasons? 

If you do not want to take risks, which investment do you prefer? 
a. that enables you to get more money c. that can be owned in groups  
b. the one that pays less extra money d. stocks 
Can you give  reasons? 

 
Exercise 6.5. Answer the following questions based on the passage. 
 
 1. What are the different ways of investing money? 
    a.---------------------------------------  c.------------------------------------------- 
    b. --------------------------------------   d. ------------------------------------------ 
 
 
 2. How does the customers’ investment differ from that of the bank’s investment?  
                ---------------------------------------------------------------------------------------------  
                ---------------------------------------------------------------------------------------------  
 
 3. What are the differences between bonds and savings accounts? --------------- 
               ----------------------------------------------------------------------------------------------  
               ---------------------------------------------------------------------------------------------- 
 
 4. Which of the investment types is/are the safest? Why?  ----------------------------- 
                ------------------------------------------------------------------------------------------------ 
 
Exercise 6..6. Match the investment type in Column A with its characteristics in Column B.   
 
         Column A        Column B 
 
 1. opening savings account        a. a company sells a part of itself 
 2. buying property        b. loans from the investor to the borrower 
 3. stock           c. to get interest from the bank 
 4.  bonds         d. buying a building for the value   
                                                                                                increases later 
 
Exercise 6..7. Read these sentences from the text. Choose the meaning for the italicised word.. 
 
      1. Some people have more money than they need. They sometimes want to earn    
            more from this extra money. 
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not enough money  b. more money than necessary 
c.    the right amount of money. 
 
Which part has given you a clue to select your answer? 
 

People sometimes by a real estate, gold, or diamonds because their value   
      usually increases in time. 
  a. stays the same  b. becomes less smaller 
  c. becomes more 
 

 Which part has given you a clue to select your answer? 
 

To get money, the city sells bonds and promises to repay them in a certain number of years. 
a. sell more bonds  b. pay the interest 
c. pay back the money 
 

  Which part has given you a clue to select your answer? 
 

Some investments are quite safe; the investor will not lose money. Other   
      investments are risky; the investor may lose money. 
  a. not a risk  b. safe 
  c. not make profit 
 

  Which part has given you a clue to select your answer? 
 

If the company succeeds, there is more profit and more money. 
a. do well  b. lose money 
c. not make profit 
 

Which part has given you a clue to select your answer? 
 
 
 

Exercise 6..8. Summarize the story in three to four lines. 
Include: The main idea of the passage; the different kinds of investment; their advantages 
 Evaluate: Which one do you prefer? 
 
 
--------------------------------------------------------------------------------------------------------------------------------------------
--------------------------------------------------------------------------------------------------------------------------------------------
--------------------------------------------------------------------------------------------------------------------------------------------
------------------------------------------------------------------------------------------------ 
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READING LESSON  7 

 
Gandhi 

 
Perivew.  To Preview this article,look at theillustrations. Also, discuss with your classmates  

what you already know about Mahata Gandi. Read the article to learn more about 
his life  

 
 
 

MAHATAMA GHANDI 
 
 

  
Before you read the passage answer the following questions 
 
 1. Can you name any famous Ethiopian? What did he do do? 
 2. Did you read a story about someone? Did you like the story? Why? 
 3. What do you expect from the passage? 
  4. Write three sentences which you believe should be answered in the passage. 
 5. Write the main idea of each of the paragraphs on the right side of the paper. 
 
 
 
Mahatma Gandhi was one of the great leaders of the world.  He wanted freedom and peace for all people.  He helped 
to free India from British control. 
 
His name was Mohandas Karamchand, but people called him Mahatma.  This name means "great soul."  Mohandas 
Karamchand was born on October 2, 1869 in Porbandar, India.  He studied law in London, and in 1893 he began to 
practice law in South Africa.  
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In South Africa, Indians did not have the same rights as others.  Gandhi did not like this racism.  He believed that 
everyone should have the same rights.  He worked for the Indian people in South Africa for twenty-one years.  At 
one time, he organized a strike of Indian miners.  The Indian mine workers did not go to work.  Gandhi did not use 
violence.  He fought with non-violence, resistance, and strikes.  The Indian word for non-violent resistance is 
"satyagraha." 
 
 6. Can you see how the paragraphs are related? 
 
In 1915 Gandhi returned to India.  He became the leader of the Indian Nationalist Movement, and he worked for the 
Independence of India.  He wanted India to be free from Great Britain.  Gandhi fought for freedom.  He did not want 
India to be a British colony.  He continued to use satyagraha, non-violent means such as strikes and fasting.  Fasting 
is when people do not eat. 
During the fight for independence, Gandhi did many things.  For example, he began a national program for spinning 
and weaving.  The Indian people used to wear a long white cloth.  The cloth was made of cotton.  The Indian people 
grew the cotton, but then they sent it to England.  Factories in England made cloth from the Indian cotton and sent it 
back to India.  The people had to buy the British cloth in India.  Gandhi wanted to make the cloth in India.  Then it 
would not be as expensive as the British cloth, and more Indians would have jobs.  It would help India have 
economic, social, and political freedom. 
 
Gandhi's non-violent fight for independence ended when Britain gave India her independence in 1947.  However, 
after independence, different religious groups fought for power.  The two major religions in India wee the Muslims 
and the Hindus.  Each group wanted to control the power in the new government.  The two groups fought for that 
power.  Gandhi tried to stop the fighting by fasting.  He did not eat until the two groups agreed to stop fighting.  He 
was successful in two large cities, Calcutta and Delhi, in 1947 and 1948.  On January, 30, 1948. Gandhi was 
assassinated in New Delhi. He was shot when he was on the way to a prayer meeting. 
 
Gandhi died for peace, and the whole world respects him for his peaceful ways of getting independence for his 
country. 
   
Exercise 7.1. Choose the main idea for this article.  All of the statements may be true, but   
                      one is the most important idea. 
 

a.  Gandhi fought without violence for peace, freedom, and equality. 
b.  Gandhi began his law practice in South Africa. 
c.  Gandhi helped India get her independence in 1947. 
d.  Gandhi died for peace. 
 

Exercise 7.2. Write the line number of the sentence that states the main idea of this article.                  
                               ________________________________________ 
 
  Exercise 7.3. Write T before true statements.  Write F before false statements.  Do not look   
                          at  the article. 
 

_______1.  Mahatma was Gandhi's real name. 
_______2.  Gandhi was a young lawyer when he went to South Africa. 
_______3.  Indians did not have the same freedoms as others in South Africa. 
_______4.  Gandhi began to use non-violent protest in South Africa. 
_______5.  To refuse to eat is to fast. 
_______6.  Gandhi wanted India to buy cloth from Great Britain. 
_______7.  India did not grow cotton. 
_______8.  Fasting was never successful for Gandhi. 
_______9.  Gandhi wanted the Muslims and Hindus to live together in peace. 
______-10.  Before independence, Britain controlled India's economy. 
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Exercise 7.4. Match names of places and time in column A with the incidences in column B. 
 
 Column A     Column B 
 
 1. Porbandar    a. Ghandi returned to India 
 2. South Africa    b. Ghandi organized a strike 
 3. 1915     c. Ghandi was born 
 4. 1948     d. Ghandi died 

                                 
Exercise 7.5. Answer the following questions based on the passage. 
 
 1. How does the non-violent resistance differ from the violent resistance? 
 2. Which one do you think is better: non-violent resistance or violent resistance? Give   
                  reasons. 
              3. Read paragraph 4 again and write what you have understood. 
 4. Discuss  your answer for number 3 above with your friends. 
 
 
Exercise 7.6. Write about what Ghandi has done to his people, and compare his duties with   
                       anyone's duties whom you know. 
 
Exercise 7.7. Write the summary of the passage within three to four lines. 
 
 

---------------------------------------------------------------------------------------------------------------------------------
---------------------------------------------------------------------------------------------------------------------------------
---------------------------------------------------------------------------------------------------------------------------------
------------------------------------------------------------------------------------- 

  
 

    READING LESSON  8 
 

Atoms 
 

Preview. Atomic and nuclear energy are becoming important sources of energy. Nuclear  
energy comes from dividing the atom. Read this article to learn about the basic 
parts of the atom. Before you begin to read, look at the illustrations. 

 
 

                       ATOMS 
 

                        
Energy and matter are the two basic ideas in physics.  Anything that takes up space and has weight is matter.  It can 
be solid, liquid, or gas.  Matter must have both volume and weight.  Light and heat do not have weight, so they are 
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not matter; they are energy.  Matter is everywhere around us.  Scientists study matter and divide it into smaller and 
smaller parts. 
 
The smaller parts that scientists divide matter into are called molecules.  A molecule is the smallest part of 
something that is itself.  For example, a molecule of water (H2O) is two parts hydrogen and one part oxygen.  A 
molecule is the smallest part of water.  Hydrogen and oxygen alone are not water. 
 
Scientists divide molecules into smaller parts.  These smaller parts are atoms.  A sugar molecule contains three 
different kinds of atoms.  One atoms, and eleven oxygen (O) atoms.  Atoms are small pieces of matter.  At present, 
scientists know about 100 different kinds of atoms in the world.  These 100 atoms combine in different ways to 
make all matter in the world. 
 
The ten most common kinds of atoms in the world are oxygen (O), silicon (Si), aluminium (Al), iron (Fe) calcium 
(Ca), sodium (Ba), potassium (K), and magnesium (Mg).  These are elements.  Atoms of different elements combine 
to make compounds.  A compound consists of different elements. 
 
Atoms are very tiny.  Scientists can see them with an electron microscope, and they study atoms in other ways too.  
Ann atom has two main parts: the nucleus and electrons.  The nucleus is the center of the atom.  Electrons are tiny 
parts that go around the nucleus.  The nucleus also has two parts: protons and neutrons.  There are the same number 
of protons in the nucleus as there are electrons in the atom.  Electrons, protons, and neutrons, then, are the three 
parts of an atom. 
Parts of the atom have electrical charges.  Protons have a positive (+) electrical charge; neutrons have no electrical 
charge; and electrons have a negative (-) charge.  In an atom, there are the same number of protons and electrons.  
Therefore, the positive protons balance the negative electrons, and an atom is electrically neutral.   
 
All atoms contain protons, neutrons, and electrons.  Different atoms have different numbers of these particles.  For 
example, aluminium has thirteen electrons, thirteen protons, and fourteen neutrons.  Iron has twenty-six protons, 
twenty-six electrons and thirty neutrons. 
 
Scientists divide matter into its smallest parts.  Atoms are small parts of matter.  They are made up of electrons, 
protons, and neutrons Scientists study atoms to learn more about matter. 
    
 Exercise 8.1. Choose the main idea. 
 

a.  An atom is electrically neutral. 
b.  Scientists divide matter into elements and atoms. 
c.  Atoms of elements combine to make molecules of compounds. 
d.  The number of protons in an atom is the atomic number. 
 

Exercise 8.2. Write the line number of the sentence that states the main idea of this article.     
                              ________________________________ 
 
 Exercise 8.3. Write T before true statements and F before false statements.  Do not look   
                        back   at the reading. 
 

______1.  Atoms are small parts of matter. 
______2.  Protons, neutrons, and electrons are parts of atoms. 
______3.  Scientists divide matter into smaller and smaller parts. 
 ______4.  Oxygen is an element. 
______5.  Protons and electrons are part of the nucleus of an atom. 
______6.  Protons have negative electrical charges. 
______ 7.  Light and heat are forms of energy. 
______ 8. Scientists cannot study atoms, because they are too small. 
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Exercise 8.4. After correcting your answers, go back to the article and find out the reason   
                         for the correct answers.  Try to understand the new words from the context. 
 
 Exercise 8.5. Answer the following questions based on the passage. 
 

  A. Work individually 
 

             1. How are matter and energy different? ---------------------------------------------------------  
                   ------------------------------------------------------------------------------------------------------- 
 
 2. What are the similarities and the differences among atoms? -------------------------------- 
                  -------------------------------------------------------------------------------------------------------- 
 
 3. Draw illustrations for aluminium and iron, and explain the different components.  
 
 
 
Discuss your answers for questions 1-3 above in groups. 

  
 
 

      READING LESSON  9 
 
 

THE HISTORY OF THE ENGLISH LANGUAGE 
 

Answer the following questions before you read the passage.     
 1. How do languages grow? 
 2. Languages can grow and die. Do you know any dead language in Ethiopia? 
 3. Now write two questions you think should be answered in the passage.           
 
         THE HISTORY OF THE ENGLISH LANGUAGE 
 
The history of the English language is well known to scholars.  Linguists who study it are fortunate because there 
are many written records to help them.  The history of English began 5,000 or 6,000 years ago and continues to the 
present time. 
 
 4. What is the main idea of the above paragraph? Can it the main idea of the   
                passage? Why? 
 5. See how each of the paragraphs is used to develop the idea in the first paragraph. 
 
English is a part of a group of languages called Indo-European.  There are many Indo-European languages today.  
There is, for example, the Italic group.  This group includes Latin and all Latin languages (French, Spanish, Italian, 
and others).  There is also the Slavic group.  This group includes Russian, Polish, and Czech.  Urdu is a member of 
the Indic group, and Latvian is a member of the Baltic group.  English is a member of the Germanic group.  German, 
Dutch, and Swedish are also members of the Germanic group.  There are other groups, too. 
 
Germanic people brought English to England in the fifth century A.D.  Before this time, the Romans, who spoke 
Latin, were living in England and in Western Europe.  When the Roman Empire lost power, four Germanic groups 
from Western Europe (the Saxons, the Angles, the Frisians, and the Jutes) wee able to conquer England.  The Celts, 
who were already living in England, moved to the north of England. 
This period of time, the fifth century A.D., is the beginning of the time when Old English was used.  Old English is 
similar to modern German.  This means that Old English has many endings for words.  These endings are for nouns, 
verbs, and adjectives.  Because of the endings, the order of words was not very important in Old English.  Also, 
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spelling, pronunciation, and vocabulary were very different in Old English.  There were few Latin or French words 
in English at that time.  Today, there are many Latin and French words in English. 
 
The Middle English period is from the eleventh century to the fifteenth century.  An event during this time caused 
great changes in English vocabulary.  In A.D. 1066, England was conquered by the Normans from France.  Their 
leader was William the Conqueror, and they spoke French.  During this period, from 1066 to approximately 1200, 
the upper classes in England spoke French.  Most other people still spoke English, but many people were bilingual, 
speaking both French and English.  Beginning at this time, many Germanic words were lost.  French words took 
their place.  French words appeared in many areas such as in government, law, warfare, art, and medicine.  Some 
examples of words that came from French during this time are parliament, empire, justice, crime, combat, sculpture, 
beauty, and surgeon.  There are many more examples. 
 
There are many vocabulary changes during the Middle English period, but there were more changes in grammar.  
Many of the word endings of Old English were lost, and word order became more important.  There were many 
more grammatical changes than vocabulary changes during the Middle English period. 
 
The Modern English period began around the fifteenth century.  Today we are still in the Modern English period.  In 
this period, vocabulary is changing rapidly; grammar is changing slowly. At the beginning of this period, the 
printing press, education, and better communication helped English vocabulary to change.  Today, it is interesting to 
look at words in a science lesson, for example.  Many science words did not exist several years ago.  Words from the 
computer industry are also examples: microprocessor, chip, bit, and byte. 
 

6. How does the writer conclude? 
 

English has had a very long and varied history.  It began in the fifth century and continues to the present.  It has 
passed through three periods: Old, Middle, and Modern English.  Today's English has different vocabulary, 
grammar, pronunciation, and spelling from Old English.  English is related to German, but much of its vocabulary 
comes from French and Latin. 
        
Exercise 9.1. Choose the main idea for this article. 
 
      a.  The English language is 5,000 or 6,000 years old and has gone through three separate   
            periods. 
      b.  The English language is an Indo-European language. 
      c.  Many European languages belong to the Indo-European family. 
      d.  The Norman invasion of 1066 caused a great change in the vocabulary of English. 
 
Exercise 9.2.Write the line number of the sentence that states the main idea of this article.      
                           ___________________________________ 
 
Exercise 9.3. Write True or False for the true and false statements according to the   
                     information in the passage. 
 
           ______1.  The history of English is 10,000 years old. 
           ______2.  Russian, German, French, Latvian, and English may all have come from the     

                same language - Indo-European. 
          _______3.  The fall of Rome permitted Germanic people to conquer England. 
          _______4.  Modern English is like modern German. 
          _______5.  Word order is not very important in modern English. 
          _______6.  There were many grammatical changes during the middle English period. 
           _______7.  After the Norman Conquest, people in England stopped speaking English. 
           _______8.  The English language is not changing today. 
           _____    9.  Modern English vocabulary and grammar are different from Old English. 
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Exercise 9.4. SEQUENCE 
 

Putting idea in order is a very important reading skill.  Arrange the list of events in English history in 
order.  Write the numbers 1, 2, 3, and so on.  If necessary, go back to the article and check which 
events happened before others. 
 

_______ Many French words came into English. 
_______ Germanic people came to England. 
_______ The Normans conquered England. 
_______ The Celts moved to northern England. 
_______ The Modern English period began. 
_______  English had many word endings. 
_______ The Roman Empire fell. 

 
Exercise 9.5. Select the most appropriate answer according to the information in the   
                      passage. 
 
 1. Which of the following is true? 

English and German languages were the same. 

The English  languages originated from Germany. 

The German language substituted English in England when the Germans invaded England. 

Latin was used as the language of communication before English was introduced in England. 

2. A person who speaks old English 
        a. can be understood by German speakers. 
      b. uses similar endings for each of the parts of speech. 

c. can also understand modern English without problem. 
d. cannot speak modern English. 
 

3.  German and old English are similar because: 
a. they have the same word endings for nouns, verbs, etc. 
b. they are brought by the Germans. 
c.  they are from the same family. 
d. they share a number of vocabularies. 
 

Exercise 9.6. Insert the missing information in the following table that indicates the periods   
                     for the old, middle and modern English. 
 

 
Period 

 
Type of English 

 
---------------------- 

 
Old English 

 
11-15th

 
------------------------   century 

 
-------------------- 

 
------------------------------ 

 
Exercise 9.7. Answer the following questions based on the passage. 
 
 1. What was the cause for the spread of the French language in England? Do you think   
                a language can also spread now in the same way as before? Why? (Discuss) 
 
 2. During the middle English period, the changes in the English language were: 
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  a.-------------------------------------------------------------------------------------- 
  b. ------------------------------------------------------------------------------------- 
  

3. What is the main change in the modern English period? 
     ---------------------------------------------------------------------------------------------  
                   --------------------------------------------------------------------------------------------- 
 
 4. What do you think the reason is?------------------------------------------------------------  
                   ---------------------------------------------------------------------------------------------------- 
 
 5. Why, do you think, new vocabularies are being created in many languages from time   
                 to time?   
                ---------------------------------------------------------------------------------------------  
               ---------------------------------------------------------------------------------------------- 
 
 6. Do you appreciate all the ways the English language has developed and spread?  
 

7.  How do you think we can develop the many Ethiopian languages? (Discuss) 
 

 
 
Exercise 9.8. Write the summary of the passage within three or four lines. 
 

---------------------------------------------------------------------------------------------------------------------------------
---------------------------------------------------------------------------------------------------------------------------------
---------------------------------------------------------------------------------------------------------------------------------
------------------------------------------------------------------------------------- 

 
 
 

READING LESSON  10 
 
 
 

RAW MATERIALS FOR INDUSTRY 
 
 

Exercise 10.1: Before you read the passage answer the following    
              questions. 
 

What are raw materials? 
What raw materials do you know? 
Think of which raw materials can be used in which industries. Can you 

tell us? 
Which questions do you expect the writer will answer in this essay? 

Write three questions. 
 

  
Most modern industries need raw materials. Raw materials are those things which are grown or mined and then used 
in the making of something else. For instance, iron ore is changed into steel, wood is made into furniture, cocoa 
beans are made into chocolate, and so on. Sometimes, a raw material which has been used for a long time in industry 
is replaced by another. Animal hides used to be the only raw material for shoes, but now shoes are often made of 
plastic. Cotton and wool used to be the main raw materials for clothes, but nowadays many clothes are woven from 
artificial fibers like nylon. 
 

1. What is the main idea of the paragraph? 
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2. What do you think the next paragraphs will tell you about? 
 

The word artificial is important when raw materials are being discussed. Forty years ago there were no nylon 
clothes, because had not been invented. Nylon is a raw material which has been invented and made by man. It is 
therefore a different kind of raw material than things like metal ores, cotton, coal and so on. Theses are natural raw 
materials; that is they are found in the earth or they are taken from growing plants and trees. Different industries use 
different raw materials; some use artificial ones, and some use both artificial and natural. 
 
If new factories are going to be built in a country, and if useful goods are going to be produced in those factories, 
one question that always has to be asked is this: where are the factories going to get their raw materials from? 
  3. How does the writer conclude? 

 
The necessary raw materials may be found inside the country, or they may have to be imported. What industrial 
raw materials have already been found in our country? Which ones already being grown on our farms, or are 
already being extracted from the mines or oil-wells? Most countries want to develop their industries, and you can 
be sure that many of the possible raw materials in our country have already been investigated. Perhaps, when you 
are grown up, you will find that a lot of goods which are now imported will then be made at home. And you may 
also find that a lot of people who now work on farms, or have no jobs at all, will then be employed in factories. 
 
Exercise 10.2: Select the most appropriate answer based on the passage. 
 

Which of the following things are natural raw materials? 
a. ink  b. palm kernels c. paint  d. steel 
 

Which of the following things are artificial raw materials? 
a. cotton  b. plastic  c. copper ore d. rubber 
 

Which of these statements is not true? 
a) Imported raw materials are local ones. 
b) Imported raw materials are often brought in ships. 
c) Some industries need imported raw materials. 
d) Imported raw materials come from other countries. 

 
What is the main purpose of the second paragraph in this passage? 

a) To give examples of natural raw materials. 
b) To tell us when nylon was invented. 
c) To explain the differences between natural and artificial raw materials. 
d) To tell us that different industries need different kinds of raw materials. 

 
Which two of the following are suggested by the last two sentences of the     

Passage? 
a) That factories will be able to make things which we now buy from other countries.  
b) That we can make things in our homes instead of importing them. 
c) That when more factories are built we shall not have as much to eat. 
d) That when more factories are built, more people will have jobs. 

 
Exercise 10.3.: Do the following as to the instruction given to each question. 
 

In the first paragraph there are two statements about raw materials followed by examples which illustrate 
them. Here are the statements:  
a. Raw materials are those things which are grown or mined and then used to   
     the making of something else. 
b. Sometimes, a raw material which has been used for a long time in industry   
     is replaced by another. 
 
Give examples which illustrate each statement. 
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In the last paragraph, is the writer thinking mainly about different kinds of raw materials, or about where 

raw materials come from? 
 

Write down two sentences which help you to answer the question. 
 

                     a.-------------------------------------------------------------------------------------------- 
b. ------------------------------------------------------------------------------------------- 
 

Exercise 10.4: Answer the following extended questions. Use your library or ask your   
                        Geography teacher. .Then discuss them with your partner. 
 

1. What raw materials are found in our country? 
----------------------------------------------------------------------------------------------------------------------------
------------------------------------------------------------------------------------------------------ 
 
 
 

2. What industries are they used in? 
----------------------------------------------------------------------------------------------------------------------------
------------------------------------------------------------------------------------------------------ 
 

3. Are these industries in our own country or abroad? 
----------------------------------------------------------------------------------------------------------------------------
------------------------------------------------------------------------------------------------------ 
 

4. What products are made by these industries? 
----------------------------------------------------------------------------------------------------------------------------
------------------------------------------------------------------------------------------------------ 
 

5. What industries are there in our country for which raw materials have to be imported? 
----------------------------------------------------------------------------------------------------------------------------
------------------------------------------------------------------------------------------------------ 
 

Exercise10.5: Summarize the reading passage by filling in the missing parts. 
 
 a. Things which are--------------------into other things in factories are called ---------------    
                 -------------------------------------------------------------------------------------------------------- 
 
 b. Both natural and ---------------------------- raw materials are -------------------------------.   
 
              c.   Nylon is an ---------------------------raw material which -----------------been---------------- 
                 ------------by man. 
 d. The ---------  ---------------------------may be local or ------------------------------------------- 
 
 e. More factories will reduce ---------------------and provide more ------------------------------ 
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READING LESSON  11 
 
 

A SCIENCE EXPERIMENT 
 
 
 
 Before you read the passage answer the following questions. 
 

1. What is a science experiment? 
2. Have you ever had an experiment in your science class? What as an 

example? 
3. Which questions do you expect the writer will answer in this essay? 

Write three questions. 
 
    
This is a conversation between two students. One of them, Tinsae, has a book of science experiments. His friend, 
Zelalem, has just come into the room. 
 
Tinsae  What are you doing, Zelalem? 
 
Zelalem   I’m looking at this book from the library. It’s a science book. I can see lots   
                             of experiments I’d like to do. 
 
Tinsae  Let me look too. 
 
Zelalem  Of course. Perhaps you can help me. Look at this one. I can see what the   
                            boy is doing, but I can’t understand what is happening. How do you think   
                             the coin got into the bottle. 
 
Tinsae  I don’t know. I think it’s a trick. Let me look more closely at the picture. I   
                             can only see a corner of the page. 
 
Zelalem  Oh, I’m sorry. I forgot you’re looking from that side. 
 
Tinsae  Well, isn’t that funny. What is the match stick doing on top of the bottle? 
 
Zelalem  I don’t know. I think the match stick is broken, that is why it isn’t straight. 
 
Tinsae  Of course I know it’s broken, but I still don’t know how the coin got into   
                             the bottle. Perhaps I’ll understand better if I read the book. Shall I read it   
                             aloud? Are you listening? 
 
Zelalem  Yes, I am. I can hear you quite well, you don’t have to shout. 
 
Tinsae  Well, then, I hope I can read all the words. I want to know what happens. 
 
Zelalem  I’m listening, so hurry up. 
 
Tinsae  All right, it says… Break a match so it is still in one piece like V. Lay it   
                             on top of a bottle. Lay a small coin on top of the broken match…   
                             Wouldn’t it be easier if we did this instead of talking about it. 
 
Zelalem  Yes, it would, but where are we going to find a match and a bottle now?   
 
                             And I haven’t any money. Go on, I think I can imagine what’s happening. 
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Tinsae Yes, but I wish we could do it properly. We’ll try to do the experiment tomorrow. I’ll go on. It 
says… Now dip your finger into some water and let drops of water fall on the place where the 
match is cracked. The wood takes in the water which makes it swell. This is called capillary 
action. 

 
Zelalem I don’t understand that, do you? 
 
Tinsae No, but I think we could find out what it means from our science teacher. Don’t interrupt. Let me 

go on… The two halves of the match widen out . They open so wide… 
 
Zelalem Let me see. Where are you looking now? Oh yes, I can see. I’ll read now…They open so wide that 

they can no longer hold the coin and it drops into the bottle. 
 
Tinsae It’s magic! 
 
Zelalem I don’t believe it’s true. 
 Zelalem’s elder sister Rahel comes into the room. 
 
Rahel What are you talking about? 
 
Tinsae Look at this experiment in Zelalem’s book. I don’t believe it’s true. How could it happen? 
 
Rahel Let me see. Oh yes, it is true. I’ll show you tomorrow. I’m not sure I understand it myself, but our 

teacher did it for us. I think the fibers of the match would take in the water like a root does. I’m 
sure our teacher said it was very useful to know. 

 
Zelalem It’s fun to know about, but how is it useful? 
 
Rahel Oh, I remember now. Our teacher said that dampened wood fibers swell so much that they can 

split blocks of stone. The ancient Egyptians used to make holes in rocks, hammer wooden wedges 
into the holes and pour water on them. 

 
Zelalem I think I understand. 
 
Tinsae I don’t think I do. I don’t think I know why it happens. 
 
Rahel Tomorrow I will ask my teacher to show us again. I don’t think I remember all the things he told 

us. 
 
Tinsae Good, and we’ll get a bottle and some matches and some water and try it ourselves. 
 
Zelalem And don’t forget the coin. I haven’t any money. Have you got any? 
 
Exercise 11.1: Select the most appropriate answer based on the passage. 
 

1. Zelalem and Tinsae were reading about 
        a. a trick   c. a book 

                       b. an experiment  d. science 
 

2. Tinsae was 
a. Rahel’s brother  c. Zelalem’s friend 
b. Zelalem’s brother  d. a teacher 
 

3. The match on top of the bottle was 
a. broken in two  c. burnt 
b. bent   d. bending 
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4. Rahel understood the experiment because 

a. she was older.   c. she had read the book. 
b. she had seen it before.    d. she had done it herself. 
 

5. If you did this experiment the coin would fall into the bottle because  
a. this is called a capillary action. 
b. Drops of water fall  on the place where the match is cracked. 
c. The wood swells and the two halves widen out. 
d. Wood fibers swell so much. 
 

6. To do this experiment you need 
a. a science book, a coin and a bottle. 
b. A coin, a match, a bottle and some water. 
c. Two matches, a bottle and a coin. 
d. A science book, a coin and a broken match. 
 

7. Why do you think Tinsae said it would be easier to do the experiment instead   
       of reading about it? 

a. They would be able to see what happened. 
b. They could do it properly. 
c. The coin would go into the bottle. 
d. They would have known it was magic. 
 

8. What do you think would happen if the neck of the bottle was too small? 
a. The match would not swell. 
b. The water would not go into the bottle. 
c. The match would break. 
d. The coin would not fall into the bottle. 
 

9. Who understood the experiment properly/ 
a. Rahel   c. None of them 
b. Tinsae   d. Zelalem 
 

10. This experiment is very useful to know about because 
a. the ancient Egyptians knew about it. 
b. The ancient Egyptians used this method to split rocks. 
c. You can split blocks of stone in this way. 
d. The wood swelled and split the rock. 
 

Exercise 11.2: Try the experiment yourself at home and report to class. 
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READING LESSON  12 

 
 

THE PUZZLE 
 

 
 
 Before you read the passage answer the following questions. 

1. What is a puzzle? 
2. Can you tell us any puzzle? 
3. Which questions do you expect the writer will answer in this essay? 

Write three questions. 
 

Now read the dialogue 
 

  
Emebet  Hello, Abyot. It looks as if you’re something very hard. Let me see. 
 

              Abyot     It’s this puzzle. Look… here in this magazine. This is what it says: Adamu,    
Bekele, Chane and Dilnesa all work in the same town. One of them is a teacher, one is an 
engineer, one is a clerk, and the other is a mechanic. Can you find out from the following 
information which man does which job? 

 
How do you solve this problem? (Discuss) 

 
The clerk thinks it a waste of time to watch football matches, but Chane does not. 
Dilnesa is not the teacher , and Adamu is not the mechanic. 
The clerk’s wife used to go to the market with Adamu’s wife. 
It often happens that Chane goes to work with the mechanic and Bekele. 
The teacher used to have Adamu’s son in his class, but he does not know Adamu 

 
Emebet  Oh, I’ve seen this kind of puzzle before. They’re often put in magazines.   
                             It’s not very difficult to do them. 
 
Abyot  Oh, isn’t it! It may be easy for you to do them, but it isn’t easy for me. I   
                             don’t even know how to start. 
 
Emebet  Well, let’s try. It seems to me the best thing to do is to make out a table   

                      with the names and the jobs. But it is not really necessary to write down the names. 

Abyot  Why not? 
 
Emebet  Look at them. The initials are A, B, C and D. It’s obvious that the names   
                             were chosen for that reason. It’s only necessary to write down the initials.   
                             Like this: 
 

1. What do you think you can do? (Discuss) 
 

 A B C D 
Engineer     

         Clerk     
Teacher     

  Mechanic     
 

  Now it says in the second sentence that D isn’t the teacher, and A isn’t the   
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              mechanic. So we can put two crosses in two of the squares, like this: 
 

 A B C D 
Engineer     

         Clerk    x 
Teacher     

  Mechanic x    
  

Now look at the first sentence. It’s obvious that, what? 
Abyot  Uh? 
Emebet  Is Chane the clerk? 
Abyot  No, he can’t be. I see! It isn’t possible for Chane to be the clerk, so put a   
                            cross in another square, like this. 

 
 A B C D 

Engineer     
         Clerk   x  

Teacher    x 
  Mechanic x    

 
Emebet  Now go on with the other sentences. No.4, for instance.  
 
Abyot  Ah! No.4 makes it clear that neither C nor B is the mechanic. Two more   
                            crosses. 
 

 A B C D 
Engineer     

         Clerk   x  
Teacher    x 

  Mechanic x x x  
 

Emebet  And that also makes it obvious that D must be…. 
 
Abyot  … the mechanic! 
 
Emebet  So? 
 
Abyot  Uh? Ah! So it can’t be D who is the clerk or the engineer. Two more   
                            crosses and a trick. 
 

 A B C D 
Engineer    X 

         Clerk    X 
Teacher    X 

  Mechanic     
 

Emebet  Now can you finish it yourself? 
 
Abyot  Yes, I think so. It’s so difficult to get the answers when you’ve been   
                            shown how to do it. Thanks! 
 
Exercise12. 1: Finish off the puzzle. 
 
Exercise 12.2: Read the following and solve the problem. 
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Four children were reading in the school library. Their names were Teferi, Yonas, Kassahun and Nati. One was 
reading a book on biology, one was reading a geography book, one was reading a novel, and the other was reading a 
history book. Which child was reading which book? 
 

 

Guide: 

The child who was reading the history book was sitting at the same table as Kassahun. 
Nati is not interested in Geography. 
Nati and Yonas are not in the same class as the child who was reading the book on biology. 
Nati always sits next to the novel reader in class. 
Yonas and Kassahun sleep in the same dormitory as the reader of the biology book. 
Kassahun does not enjoy reading novels. 

 
 
 
 
 
 

READING LESSON  13 
Circle Graphs  

 
 

CIRCLE GRAPHS 
 
  

Circle graphs show percentages or proportions of a whole.  They show exactly what percentage each item takes of 
100 percent.  Another name for a circle graph is "pie graph" because the graph looks like a pie, something that you 
eat for desert, cut into pieces. 
 
To read a pie graph, look at the title first.  It tells the subject of the graph or what is represented by the 100 percent.  
Second, look at the parts, or slices, of the pie.  Each triangular shape represents a percentage of the whole.  The 
percentage is represented by the size of the piece. 
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PRACTICE WITH CIRCLE GRAPHS 
 
  
Exercise13.1. Look at the Figure above and answer the questions. 
 
1.  Restate the title in a complete sentence that shows its meaning. 
2.  What is the source of these data? 
3.  In the smaller pie, what does the number 6.7 percent represent? 
4.  How does this 6.7 percent relate to the larger pie? 
5.  What percentage of recreational expenditures is made on toys? 
6. What percentage of recreational expenditure is made on books, magazines, newspapers, spectator, and 

commercial amusement? 
7.  In the pie that shows recreational expenditures, what do you think the category "other" includes? (24.3%) 
8.  In the small pie, what do you think "other" means? 
 
Exercise13.2. List as many generalizations as you can make from this graph. 
 
 
 
 
 
Exercise 13.3. Look at figure 1 on page ---- and answer the questions. 
 
1.  Look at the title.  What does this graph show? 
2.  Restate the title in a complete sentence. 
3.  What do the two pies represent? How are they different? 
4.  How many times did the use of nuclear energy increase between 1970 and 1984? 
5.  Did the use of coal for electricity increase or decrease between 1970 and 1984? 
6.  which sources of electricity wee used less in 1984 than in 1970? 
7.  What was the most important source of energy in 1970? In 1984? 
8.  What happened to the use of gas and oil? 
 
Exercise 13.4 List as many generalizations as you can make from this graph. 
 
Exercise 13.5. Construct your own graph 
 
Draw a circle graph of your monthly personal expenditures.  The circle will represent your total monthly income. 
You may divide the circle into the following: rent, utilities (including gas, electric, water, garbage, and telephone), 
food, clothes, school expenses (including tuition or books), and entertainment.  You may use amounts of money or 
percentage of money in your circle. 
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READING LESSON  14 
 

ORGANIZATIONAL CHARTS 
 

 
 
 

An organizational chart shows levels of an organization.  The top of the chart shows the leadership (the president, 
director, and so on).  The organizational chart of a company might look like this.( See the chart) 
 

  
Blocks on the same level are generally equal.  In other words, the three vice presidents are equal to each other, and 
the supervisors are equal to other supervisors.  The bottom of the chart shows the lowest levels of the organization. 
 
PRACTICE WITH ORGANIZATIONAL CHARTS 
 
Exercise 14.1. Figure 2 shows the structure or organization of the United States government. Look at a   
                        chart carefully and answer the questions. 
 
  (Figur2) 
 
1.  The government of the United States has three branches.  What governs, or controls, all three branches? 
2.  According to the chart, are the three branches (legislative, executive, and judicial) equal in  power? 
3.  which branch of government is the Department of Agriculture part of? 
4.  which branch of government is the Library of Congress part of? 
5.  Does the United States Supreme Court report directly to the President?  How do you know? 
6. The Department of State has a leader called the Secretary of State. To whom does the Secretary of State report? 
 
Exercise 14.2. Make as many generalizations about this data as you can. 
 
CONSTRUCT YOUR OWN GRAPH 
 
Exercise 11.3. Draw a chart that shows the organization of your school, institute, company or business. 
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