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ABSTRACT

The principal objective of the study was to investigate the reading achievement of the first
cycle students and then compare this with the achievement level expected of them. As a
corollary to this, the investigation sought to discover whether the reading objectives of the
first cycle are met or not.

To this end, an achievement test and two sets of questionnaires were employed to collect
the data. To prepare the test, the profile for the first cycle was closely analyzed. The
textbooks for grade one, two, three and four were surveyed. Based on the objectives of
the syllabi and the proportional representation of the sub-skills in the textbooks, a table of
specifications was prepared. A test comprising literal comprehension, vocabulary in
context, word recognition (identification), information transfer, comprehension-at-word
level, comprehension-at-sentence level, reordering jumbled sentences and reading for the
main ideas was developed as this would most likely gauge students' expected performance
at the level. This test was administered to /80 randomly selected students from six
schools: three from Government and three from Public Schools.

The test was piloted on 40 students and then was administered to the 180 sample
students. The result of the test indicated that from the total of 180 sample students 94
students or 52% scored below the overall average of the test (54%).

A close examination of student's performance further revealed that students performed
better in comprehension-at-word level, information transfer and reordering jumbled
sentences tests. They performed adequately in literal comprehension test. The students
performed below average in comprehension at sentence level, in Reading-for-the main
idea and word identification tests.

The results of teachers' questionnaire also corroborate the test results. The response of
teachers' questionnaire indicated that students' reading performance was below standard.
Further analysis of the questionnaire revealed that there were some problems which
account for such poor performance.

On the basis of the results, some recommendations were forwarded  These
recommendations call for some remedial activities on the part of the teachers, supply of
reading materials on the part of the parents and school administrators, syllabus and other
minor policy adjustments on the part of the bodies concerned and improving reading
practice on the part of the students.



CHAPTER ONE: INTRODUCTION
I.1. Statement of the problem

In the Ethiopian educational system, English is used as a medium of instruction both at
the secondary and tertiary levels. It is taught as a subject starting from grade one on
wards. [t is also an outlet to the outside world since it is a language of international
communication. “Since English is increasingly becoming the language of international
communication, scientific and technological advance, it will continue to be
indispensable for the modern development of Ethiopia™ (Stoddart, 1986:11). Although
English occupies this prominent place in Ethiopia, many teachers are complaining
about the declining of their students’ language achievement (Tewolde, 1988; Dejenie,
1990; Teshome, 1999). This may be explained in terms of the sum total of many
variables like the methods we use, the materials we prepare, the number and
background of students in a class, the motivation of the students and the teachers, the
learning context (foreign language context) lack of well - defined and properly graded

objectives, the assessment methods we use, and so on.

Notably, the lack of properly graded objectives, that is a series of clearly defined,
short term goals, through which a learner can quickly progress (Page, 1983: 292) at
the end of each grade level, makes the whole situation worse. Students (and to a
certain extent teachers) may not understand what is expected of them at the
completion of a certain language course. This may be reflected in what they do in

classes and in what they test which may not be goal - oriented as such. Consequently,



students may be promoted to the next grade level without achieving what is targeted

at a certain grade level.

Though this is the case, investigations into these areas are not enough. The limited
pieces we have address issues only at the higher level. Rea - Dickens and Rixon
(1997: 152) and Williams (1994: 203) seem to share this idea when they say research
in language testing and teaching has focused almost exclusively on older foreign
language learners. For example, say Rea-Dickens and Rixon (1997: 152) in the more
than ten years of its existence, the specialist journal of language testing, has only had

two articles on assessment of young learners.

But as many would agree, problems that affect language learning at the later stage may
be the sum total of problems that have not been solved at early stages. The limited
research findings available in the area of assessment of young learners seem to be the

result of this understanding.

The situation in Ethiopia also seems to be no exception as the focal points for
researchers are older students (Tewolde, 1988). Young learners, on the other hand,
have been neglected. The result of which is stated by Rogers, “most grade 7 students
are linguistically incapable of studying every subject except Amharic in English”
(Rogers, 1969: 29). This is because many of the research pieces that have been
conducted even in the area of assessment are either on nature and qualities of
teacher made tests and examinations at Junior and Secondary levels from reliability

and validity (content and face) point of view (Mazengia, 1982; Bogale, 1994; Kifle,



1995), or on format and content of national examinations (Alemu, 1983; Dejenie,
1990). From this, it is clear that young learners (up to age |2) in general and their
level of achievement in particular are not researched. As a result, it would be
appropriate to explore students' reading achievement level at the end of the first

cycle.

1.2 Objectives of the Research

A. General Objectives:

English in Ethiopia has many facets: academic subjects are given in it, it is taught as a
subject in itself and different mass media use it. This may clearly show what a great
role it plays in the life of many Ethiopians. In school environment, for example, the
success and failure of achieving educational objectives is sometimes attributed to
students' linguistic ability. Hence, it might be of vital importance to explore the
students’ achievement level before embarking on other variables that could hinder
educators and learners from achieving their objectives. Of course, some studies have
been conducted (Tewolde, 1988 ; Seime, 1989) to investigate students’ listening
abilities (whether students are up-to-the standard) at Junior and Tertiary levels.
Students’ achievement level at the end of the first cycle, however, is an area that has
not been investigated so far. The general objectives of the present study are,
therefore, to find out:

|. the reading achievement level of the first cycle students and then compare

this with the achievement level expected of them.

2. whether the reading objectives of the first cycle are met or not.

(%)



Research Questions

Based on the general objectives of the study, the following research questions have

been formulated.

|. What does the first - cycle students’ reading achievement look like?

2. What general areas of weaknesses, pertaining to reading, would be
prevalent among students, and which would therfore need to be taken
in to account by textbook writers, syllabus designers, and other

concerned bodies!?

3. What are some of the salient variables that hinder educators and

learners from achieving their objectives!?

In addition to the above main research questions, the study was specifically designed

to address the following two additional questions;

|. Is there any significant difference among High, Average, and Low

achievers!?
Il. Is there any significant difference between Teacher - Made Test and

Operationalized - Test results!?

1.3 Significance of the study

The findings of this research are hoped to help teachers of English at the first - cycle,
material writers, syllabus designers and policy makers by increasing their awareness of
the achievement level of the students, what is targeted at the end of that cycle and

what possible solution might address current problems (if any) in the area.



The findings of the study are also expected to help textbook writers and syllabus
designers understand what areas students are weak at and what should be
emphasized. This study is particularly intended to help these people in making

adjustments, improving teaching materials and in preparing supplementary materials.

In addition, the findings will give some insights into conditions and circumstances that

affect the reading progress of first - cycle students.

Finally, the outcomes of this study will hopefully call for more rigorous investigations
to enrich the limited research findings available in the area of assessment of students’

linguistic achievement level vis-a-vis the level required .

I.4. Limitation of the study

Out of the total number of 65 Government and 185 public schools in Addis Ababa,
this study was confined to 3 Government and 3 public schools. This was due to time,

material, and financial constraints.

Thirty students were selected from each of the six schools identified for the purpose
of this study. In addition, the study was limited to subjects who attended grade four

in 1999/2000 academic year.

The other limitation in this study was a factor related to coverage of the test. The
test did not include the last two chapters of the Grade four English reading course as

it was administered in April, 2000.



1.5. Definition of terms used

Threshold level: The threshold level or T- level will be the lowest level of general

foreign language ability to be recognized (Van Ek, 1975:13).

Government Schools: Government school, in Ethiopian context are those schools

which are financed, administered and supervised by the Government.

Public schools: Public schools, according to Ayalew (1999:99) “are those which were
established as private schools but were nationalized by the Military Government and

brought under the community’s administration”.

Graded Objectives: Graded objectives means says Page, (1983: 292) “the definition
of a series of short-term goals, each building upon the one before, so that the learner

advances in knowledge and skill”.

Achievement Tests: ‘“Achievement tests measure what students have learned in

school” (Capper, 1996: 29).

First - Cycle: According to the new educational policy, First - Cycle is the lower

primary level which includes Grade One, Two, Three and Four.



CHAPTER TWO: LITERATURE REVIEW

2.1 The Concept and Aim of an Achievement Test

Teachers usually administer tests to determine the extent to which a course has been
mastered. We usually label this kind of test as an achievement test. The very idea of
such tests, according to Chater (1984:107), is not to compare one pupil's attainment
with that of others, but to see if a pupil had mastered a ski!l he/she was expected to
master or need to master at a particular stage of learning. 2oth the students and the
teachers are commonly interested in observing progress than in discriminating who is
who in the class. Spratt (1985:145) also seems to be of the same opinion when she
says: "an achievement test is one of the means available to t-nchers and students alike
of assessing progress"”. Regarding such tests, Heaton (1988:172) goes to the extent of
saying that "all public tests which are intended to show mastery of a particular syllabus
are also achievement tests since these tests are based on what the students are

presumed to have learnt”.

While attempting to determine the extent to which a certain language skill has been
mastered, elements of comparison might be introduced to the system. This
comparison is, however, made between students' score and some standards "usually
some specified behavioral criterion of performance" (<avale, 1973: 2I). One
interesting nature of this type of test is that "the focus is on what the student can do
"(Kavale, ibid.) and not on what they should do. Every activity of the class is thus

usually geared towards enabling the learner to do somethin: new.



The discussion thus far indicates that with the introduction of this kind of test in
educational settings, one of the most widely held misconception about testing that is,
the notion which says the purpose of a test is to discriminate who is who in the class,
seems to have lost ground. According to this old conception, one of the very nature
of tests in general is to cultivate a feeling of competition than co-operation. In
achievement tests, on the other hand, co-operation is encouraged since the primary
aim of this test is to provide guidance towards progressively more complex and

varied skills as well as enabling learners to do things which used to be difficult.

Achievement tests thus give feedback on students' progress to both teachers and
students (Kavale, 1973:17-18, Chater 1984:107; Williams 1985:144; Spratt, 1985:145;
Heaton, 1988:172). This is because "it looks back over the syllabus that has been
covered and looks forward in that the test may indicate directions for future remedial

work at the class, group or individual level" (Spratt, 1985:145).

The Content of Achievement Tests

Lessons usually have objectives and teaching is, albeit with some constraints, again
usually geared towards achieving these objectives. At any stage of this instructional
process, teachers might assess students to know whether or not instructional
objectives have been met. The contents of these tests coul' therefore, be a fair
representative of the skills and topics covered over a period of time “as any
achievement test constitutes a sampling,” and “it is never entircly complete” (Tinker,

1973:76). More importantly, this kind of test should s mple as widely and



unpredictably as possible from the content of the course, bearing in mind time
constraints (Harris and McCann, 1994:51). The content of any achievement test is,
therefore, closely related to instructional objectives as objectives should determine

teaching and testing content.

2.2 Investigation of Achievement Level

Achievement tests are widely used in various levels and conte ts to determine the
achievement level of students as this might gauge the quality and standard of
education in general and language education in particular in a givon educational setting.
Although some of the attempts are not specifically on reading he practice of some

countries reveal the findings given below.

Studies that reveal the low level of achievement of young learners at earlier stages
seem to pervadec every continent. For instance, studies made in the USA show that
most minority children are unable to function through English (Mckay 1997). Since
they have not achieved what they were supposed to achiev:. "in the 1960's the
federal statutes cntitled these children to learn in their first lang iage if they were not

proficient enough in English" (Ibid.; 164).

The situation in Europe also seems to be no exception as many expressed their
dissatisfaction of the achievement level of learners (Page, 1983). However, the
reasons given for the decline in students' performance are different. The first reason,

as to Rea - Dickens and Rixon (1997), is related to the objectives of education in



general, and objectives of the language course in particular. These objectives are not
usually put in terms of what learners can do. Rather, they are put in terms of what
they should be able to do at a given stage in the curriculum. The second reason is
related to the nature of the assessment teachers usually employ to evaluate their
students. In most cases, what is practiced is the traditional pencil - and - paper test
which, according to the above cited authorities, cannot reflect the kind of activities
students may experience in their real life or the kind of activities they would like to
demonstrate. The assessment component of primary French teaching in England and
Wales is a notable example. Justifying this, Rea - Dickens and Rixon (1997) have the
following to say:

Because of the assessment methods used,

and because the early starters at the ages of

4 and 16 had already been in the secondary

schools for a number of years, the results

which showed that primary school learners

of French did no better than those who

started later have been somewhat

discredited. As a result, for many years, the

negative conclusions drawn from the

research discouraged similar programs in
other countries (1997:152).

Mckay (1997) also obtained a similar finding in Australia. According to this finding,
many educators were not satisfied with the achievement level of primary school
students learning English as a second language. One of the main reasons is attributed
to lack of proper and well-defined objectives. Being one of the causes for poor
performance of the students in the language, the objectives of language courses were
severely criticized for not being comprehensive and realistic. They (the objectives) do

not reflect what the students can do in the language, and what the students want to

10



perform in the language adequately. Even if these elements, to a certain extent, are
included in the objectives, they do not appear in the examination. This, in turn, has

what Mckay (Ibid.) calls ‘a negative wash-back effect’.

Investigations into the Achievement Level of Ethiopian Students

The fact that students at various levels do not perform at the level they are expected
to is well established (Stoddart 1986). This has been proven in different ways by the
limited research undertakings available. The first groups have tried to present the
problem by talking about general proficiency (Rogers, 1969; Stoddart 1986). The
second groups have also tried to present the problem by comparing actual abilities

with the levels required (Tewolde, | 988; Seime, 1989; Genene, 1994).

As already indicated, among the limited pieces of local research we have, the first one
that can be cited, though conducted thirty years ago, is Rogers’ work on the
assessment of young learners in Ethiopia (1969). Rogers attempted to reveal the state
of English teaching and level of students in Ethiopia by saying that, "The stage of
English teaching in Ethiopia is critical. And that the crisis has its origin in the

“

elementary school” (1969). Based on his findings, he suggested that “the
postponement of English teaching to grade 7 might be desirable as the teaching of

English at this level is ineffective and wasteful” (1969:30).

Stoddart (1986), on his part, assessed the proficiency level of students in elementary,

junior and secondary schools. He visited many of the English language and content



area classes. The result of his classroom observation revealed that the English
possessed by the vast majority of students at all levels in our schools was totally
inadequate for the purpose of learning other subjects through it. The gap between
the level of students and what was required of them was so wide that it might not be
bridged or minimized. Stoddart says, “as a result of students’ inability to function
through English, the quality of teaching and learning in schools has been very adversely

affected” (1986:6).

The ground for both Rogers' and Stoddart's argument is the inability of students to
properly function through English (as the level of students is far from adequate). Had
there been any other proper mechanisms like graded objectives and tests through
which a student would be promoted to the next higher level, the problem may have

not been any worse than it is now.

The other researcher who tried to study the problem by comparing students' actual
levels or abilities with the level required is Tewolde. Tewolde (1988), in attempting
to compare the listening abilities of junior secondary school students with the
listening level required of them, tried to investigate the student's listening level.
According to his findings, the level of the students is much below the standard. From
this, one can understand that if their listening - receptive ability- is inadequate, their
ability to communicate will not be good either as the whole business of

communication, in most cases, is conveying or receiving information.

Seime's (1989) investigation has also addressed the same issue. His investigation is
similar to that of Tewolde's in that both studies focus on listening abilities of students.

12



However, Seime's is different because it was conducted on tertiary level students.
Having analyzed the result of his study in three stages: the student’s ability to use
strategies, their ability in the language functions, and their overall listening ability, he
showed that "students are below the level expected of them in understanding their

lectures’.

More importantly, the poor level of reading ability which many students posses has
been reported by various researchers, (Genene Mekonnen, 1994; Dubale Lawgaw,

1990; Chefena Hailemariam, 1988).

Chefena's study was primarily concerned with investigating the practices of beginning
reading instruction in Government and Public Elementary Schools in Addis Ababa.
Chefena conducted his study on 50 teachers from 31| various schools. Using
questionnaire and observation as data collection instruments, he found out that the
most dominant beginning reading instruction method was look-and-say. However,
few teachers were using a combination of 'phonic’, 'word', and 'sentence’ method.

Similarly Dubale (1990) has undertaken a study on 318 students to show whether or
not success in reading in English correlates more closely with content subjects than

any other subjects selected to be tested in the research.

To achieve these objectives, he administered a test to the 318 sample students. The
results of the test were compared using statistical analysis. The findings revealed that
there is a significant relationship between English and each one of the content

subjects, and the content subjects with each other.



The other study was the one conducted by Genene (1994). This study attempted to
compare the comprehension abilities of the 7" grade students with the level expected
of them in the content areas. Questionnaire and Interview (to investigate the kinds of
reading habit they have and problems the students face and how they try to
overcome the problems), cloze tests (to investigate the actual level of students), Fog
Index (to assess the readability of reading tasks) were the major instruments used in

the study.

The result of his findings revealed that the comprehension level of the 7" grade

students is at the frustration level.

The studies reported, notably in Ethiopian context, provide examples that
demonstrate the poor level of reading ability which many students possess. However,
the problem of low performance has been widely addressed, no empirical study about

the performance of first cycle students has been done to date.

The present study on its part seeks to investigate the minimum threshold - level
towards the end of the first cycle. To this effect studies related to ‘threshold - level’,
reading as a skill, reading sub - skills involved at the elementary level coupled with

their assessment have been reviewed and are presented below.

2.3. The Concept of Threshold - Level

Threshold - level, as defined by Van EK, will be the lowest level of general foreign

language ability to be recognized (1975:13). The first introduction of this concept was

14



not purely on pedagogic motives. This is because the introduction of ‘threshold -

level’ was closely associated with the establishment of the European Union.

In their attempt to establish a European Union, member states needed to have a
working language that could serve as a bridge among the member states. Any one
who wished to serve in this Union, therefore, was expected to acquire the minimum
proficiency level of that working language (in this case, English) (Van EK, 1975). In
addition, the question: ‘If a student moves from one member state to the other,
should he/she start from the very beginning or from the level where he/she has
stopped’ captured the attention of many educators. Most probably the dissatisfaction
with the narrowness of the then examinations also seemed to encourage the search
for better ways of meeting public demand. In response to these public demands,

‘Threshold - level' came to the floor (Van EK, 1975).

After being introduced in the educational systems of many member states, the
concept of threshold - level was treated with ‘Graded objectives’. Various scholars
treated threshold - level as a product of ‘Graded objectives’. According to Page,
(1983), Graded objectives are a series of clearly defined, short term goals through
which a learner can quickly progress. Each group of short - term goals is called a
‘level’; each level represents a small step towards the ‘Threshold - level’ of linguistic
competence (Page, 1983: 292). In ‘Threshold - level’, then, objectives with series of
short - term plans are encouraged. This is because “learners may be strongly

motivated by a sequence of short - term objectives than by one single long - term



objective” (Van EK, 1975: 13). These short - term objectives are designed in such a
way that one language objective leads to the other. Similarly, students can progress
by the ‘mastery learning’ of a given short term language course. One important
element of such practices is that ‘learners may take a test at any time and should take

tests when learners are ready to pass (Page , 1983).

The question of readiness seems to be of vital importance for students. For a student
to be promoted to the next stage, he/she has to achieve the objective at hand. On
the contrary, “if a student has not yet gained the necessary degree of skill or has not
mastered the knowledge specified, entry [to the next course] can be delayed”

(Mortimore, et al. 1986: 51).

This seems to be one of the remedial activities in areas where educators are suffering
from low educational standards. Learners will be provided with a series of attainable
objectives, where they can master the objective at hand and quickly progress to the
next stage. If any low achievement is recorded, promotion will be delayed. This is
interesting on the surface but not without problem. The actual height of the
threshold - level, according to Van EK (1975), has been a matter of discussion for a
long time. Describing the problem, Van EK writes: “the difficulty is that we cannot
really know just what constitutes [threshold - level], survival level, and an absolute
minimum of general ability . . the height might be determined somewhat arbitrarily on

"

the basis of an estimated average learning time. . .” (1975: 13).



Regardless of these problems, there could be a possibility of classifying proficiency
levels into three: Threshold - level, Survival level and Absolute minimum of general
ability. In this study, too, an attempt has been made to establish a similarity with this
classification. (X + SD) or higher achievers which can be equated with Van EK'’s

Threshold - level, [(X + SD) — (X - SD)] or average achievers which can be equated

with Van EK's “Survival - level” (1975: 14). Finally, (X - SD) or low achievers can be
equated with Van EK’s “an absolute minimum of general ability”. (Where X = mean

score and SD = Standard Deviation).

2.3.1 Objectives in ‘Threshold - level’

While setting the objectives, an emphasis is placed on the ‘communicative nature of
language and, as such, great importance is attached to the skills of speaking, listening
and reading. Language, according to Van EK, is defined in practical, rather than

grammatical terms (Van EK, 1975).

Van EK (1975) described this feature stating “Language is usually presented in its
realistic situational contexts which are readily understood by both the teachers and

learners” (1975: 14).

Another important aspect of objectives in threshold - level is that while setting the
objectives, they must be set in such a way that they could accommodate almost all
kinds of interests, and should be appropriate to learners of all ages and abilities at the

level. This makes the scheme motivating as it is not used for discriminating purposes.



Viewed from this angle, objectives in threshold - level, like those of Graded

objectives, are interested to see what the learners can do.

As a result of this unique nature of the scheme, “pupils of limited ability had a source

of achievement and pride” (Mortimore, et al, 1986: 46).

2.3.2 Achieving Threshold - level

One of the ways of achieving ‘Threshold - level' could be ‘Graded - assessments’.
These kinds of assessments, according to Mortimore, et al. (1986) “are based, not on
set proportions of candidates gaining particular grades, but on the achievement of
specified levels of skill, regardless of age” (1986: 50). This is particularly so as the
very principle of this series of tests is to secure success. Success at one level

encourages the learner to progress to the next. (Van EK, 1976).

2.3.3 Definition of Levels

Both threshold - level and graded objectives are divided into three levels: Level One,
Level Two, and Level Three, or Beginners, Intermediate, and Advanced. The activities
involved in these skills are usually different. The reading tasks involved in these levels,
for example, move from the identification of signs and public notices, advertisements,
time-tables, in early levels, through the reading of pen-friend letters at the

intermediate stage to extracts from newspapers and magazines at advanced level
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(Page, 1983: 298). Similarly Van EK outlined reading activities involved at T - level, in

this way.

At T - level, the learners will be able to read:

typewritten letters and simple brochures sent in return for

letters written by the learners themselves;

generally used texts on cod - signs;

generally used public notices and announcements,

generally used new terms.

Van EK, 1975: 16

While outlining these reading objectives, Van EK did not decide whether these
objectives are designed for Level One, Level Two or Level Three. He left them out
saying: “they are a minimum reading objective as derived from estimated needs at T -
level” (1975: 25). Despite this minor limitation reflected in this area, his classification

seems to have acceptance in our educational system as well.

In the Ethiopian context, the educational levels are divided into three: First Cycle
(Grades | - 4), Second Cycle (Grades 5 - 8), and High School (Grades 9 - 10). This is
similar to that of Van EK’s classification in that both involve three levels: First cycle,
Second Cycle And High School for Ethiopian Educational System (excluding
preparatory and territory level education); Beginners, Intermediate and Advanced for

T - level or Graded objective.



From these three levels mentioned above, that is First Cycle, Second Cycle and High

School, objectives included in the First Cycle will be highlighted.

In this cycle, much emphasis is given to the basic sub - skills of reading. It moves from
establishing sound - symbol relationships, through word-recognition to literal

comprehension.

The literal Comprehension tasks involved:
e reading and understanding compound sentences,
e reading and understanding 75 - word passages on the syllabus topics,
e arranging the sentences of a paragraph in the correct order,

e reading paragraphs and short passages and:

¢ extracting the main idea,
¢ finding the information needed to answer questions, and

¢ putting sentences and pictures in the correct order (ICDR:

1994: 19 - 20).

All these tasks involve topics related to students’ everyday lives. For a student to be
promoted to the Second Cycle, he/she has to adequately achieve the above stated

reading objectives.

One clear difference that exists between the implementation of our classification and
that of Van EK’s is that in our First Cycle, it is only in grade four that students sit for
examination due to the new automatic - promotion policy. In Van EK’s classification,

at Level One, students sit for a series of tests with the purpose of ensuring success.
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Having completed the objective at hand, students sit for a test. If they successfully
do the test, they are promoted to the next stage. If they do not, promotion will be
delayed. This decision is followed by identification of area of weaknesses for remedial

activities.

In our educational system, on the other hand, students are entitled to promote to the
next level regardless of their performance. Of course, emphasis is given to the basic
sub - skills of reading. This emphasis, however, is not accompanied by tests.
Although our educational system is characterized by lacking this important practice,
the discussion on the skill and sub - skills involved at the elementary level coupled

with their assessments are presented hereunder:

2.4 Reading as a Skill

Current views on reading assume that the task of reading is re-creating meaning. The
reader, based on the interaction between his/her background knowledge and the
reading material, creates meaning. Based on his/her background, the reader keeps on
guessing to make meaning from the text. The guessing, however, is far from random.
It is principled guessing which draws upon two sources to guide it: first, the text itself

and, second, what the reader brings to the text (Goodman, 1967 in Williams, 1984:3).

Apart from these, reading can be viewed from other numerous points and it will be

unwise to consider the above ones as the only views about reading.
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Regardless of this unique nature and various views about it, the skill does not seem to
be taught properly (Chefena, 1988). This has been so because during the years when
theorists defined learning and language in terms of observable behavior, the assumed
language model was radically different from the one currently accepted. As a result,
both language teachers and learners have tended to overlook the importance of this
skill in facilitating language learning. Clarke (1988) has also spelled out his frustration
in the improper teaching of the skill in this way "Reading is ... the least understood
process in education today. In spite of a multitude of books and journals devoted to
the study and the teaching of reading, no theory of reading has won general
acceptance (Clarke 1988: 14). Citing Eskey (1973); Harris (1976); Robinett (1976),
Clarke (1988:14) further elaborates this view by saying "recently a number of authors
have cited the lack of a generally accepted theory of L, reading as a major obstacle to
teaching and testing ESL reading skills." All these can be considered as additional

indicators for the improper teaching of the skill.

Harris and McCann (1994:17) also seem to question the practice and teaching of this
important skill. “We", the above authorities argue, “often do reading tasks in class in

lockstep fashion: the whole class reading one text and answering questions on it".

In reading, readers engage in a variety of mental processes in an effort to comprehend
information from written texts; yet, there is rarely a perfect match between input and

knowledge; gaps in comprehension occur. Special effort to deduce meaning or to
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facilitate new learning may be required. The discussion on views about the skill lead

to the description of two important points: the Goals and the Importance of reading.

2.4.1 The Goals of Reading

While discussing the goals of reading instruction, it would be sensible to establish a
dichotomy between long - term and short-term reading goals. Long-term reading
goals are concerned with gains in achievement over a term or a year. Clearly put, this
kind of goals deal with progress in skills over a period of time. Short - term reading
goals, on the other hand, are concerned with day-by-day and week-by-week learning

(Tinker, 1973:87).

In setting the goals of a reading programme, the cognitive development and grade
level of learners are usually taken into account. |t may not be possible to teach a
grade one or two pupil to draw a conclusion in the same way as does a grade four or
five pupil. Although this is the general consideration while setting the goals, there
seems to be room for introduction of such tasks that involve higher cognitive domain.
This has been supported by studies conducted by Jenkinson (1973:46), Feitelson
(1973:35), Graves, et al. (1999:19). Extending this view, Jenkinson (1973:46) states:
"even at an early age children can be taught to anticipate out-comes by suggesting the

ending of a story or an alternate conclusion for example.”

The first reading goal is teaching how to establish a relationship between a sound and

its corresponding symbol. Establishing sound-symbol relationships is considered to be



the major reading goal (Chastain, 1988:216). "Early in a beginning course", says
Chastain (1988), "much time should be spent on the relationship between sounds and
their written symbols and vice-versa through reading aloud and dictation practice".
This activity is believed to facilitate the precondition for the teacher to identify the

pronunciation problems of students and specify what their weaknesses are.

Having achieved the first objective, that is, establishing sound-symbol relations, the
student gradually moves to the other main objective of reading : comprehension. As
defined at the beginning of this section, reading is the act of responding to printed
symbols so that meaning is created. As the child progresses through school, there
must be increasing emphasis on developing more than the literal meaning of what is
read and on undertaking the two latter aspects of comprehension (Jenkinson,
1973:47). At this stage, the goal is designed in such a way that it encourages "students
to guess, to tolerate ambiguity, to link ideas, to paraphrase, and to summarize so that

they stop dwelling on isolated words often not vital to comprehend" (Chastain,

1988:224).

2.4.2 The Importance of Reading

Reading is one of the most important skills students need to develop since it is an

important component of learning a second language. Concerning this, Carrell

(1988:1) writes:



For many students, reading is by far the most

important of the four skills in a second language,

particularly in English as a second or foreign

language. Certainly, if we consider the study of

English as a foreign language around the world- the

situation in which most English learners find

themselves-reading is the main reason why students

learn the language. In addition, at advanced

proficiency levels... the ability to read the written

language... with good comprehension has long been

recognized to be as important as oral skills, if not

more important.
Being one aspect of communication, reading opens a door to learning about societies
living in other parts of the world. Through reading their literature, anyone can learn
about the culture of a given society. Viewed from this angle, therefore, reading is
extremely important in broadening our horizons. Besides, in order to communicate
through the written language, learners need large amount of comprehensible input.
Similar to listening materials, reading materials provide ample opportunities to enrich
comprehensible input and hence facilitate communication. Chastain (1988:218)

maintains this view by saying: "Reading for meaning is a communicative process and, as

such, involves mental processes similar to those of the other three language skills.

Reading also gives students opportunities to learn at their own pace. Students can
read any material of their interest whenever a need arises. Thus, most reading

activity serves to facilitate communicative fluency in each of the other language skills.

More importantly, to produce functional readers in a technological society, growth in

reading must parallel and reinforce children's developmental cognitive growth



(Jenkinson, 1973:46). This is because, in the words of Jenkinson, “in today's world the

unread are the unready and the unemployed”.

2.4.3 Reading Skills at the Lower Level
2.4.3.1. Word recognition

It is widely acknowledged that reading is an important aspect of language learning.
Similarly, word recognition is one of the most important aspects of learning to read.
Word recognition, according to Graves, et al. (1999:79), is “the ability to pronounce a
word when it is seen in print". For Finn (1990:91), word recognition is "the ability to
recognize words in print that they already know in spoken form. Learning the
meanings of new words is an important part of language development, but it is a
different matter from learning to recognize words in print that one already knows in
speech." Farr and Roser (1979:150), on the other hand, seem to have a different
conception of word recognition as they equate word recognition with the act of
reading itself. According to these authorities, word recognition is “the
comprehension of words as they serve to convey the ideas represented by clauses,
sentences, paragraphs”. La Berg and Samuels (1974), in Taylor and Taylor (1989:390),
also view word recognition as “a cluster of sub - skills, such as selecting and scanning
features, unitizing the features into letter codes, associating letters with sounds,
associating word sound with meanings, and so on”. This might show that it is the

combination of these sub - skills that constitute word recognition. Of course,

maximum care should be taken here not to overload the child with all these sub -
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skills simultaneously. Many of these sub - skills can be developed as the child
becomes cognitively more mature. The teacher's competence and good judgment are

paramount in the selection and introduction of appropriate sub - skills.

The success of teaching reading may begin from the teaching of word recognition as
these activities are the bases for the development of reading in general, and

comprehension in particular.

Many authorities (Moore, et al. 1998; Combs, 1997; Barr and Johnson 1997) equate

success in recognition and decoding with success in comprehension.

The more successful the learner is in decoding words, the faster comprehender
he/she will be. Taylor and Taylor's (1983) study has also indicated that when
decoding is fast and automatic, more resources are available for comprehension.
Extending this view, Graves, et al. (1999:77) argue that "Automatic word recognition
allows readers to turn more attention to the moving of words, sentences, and
passages. This construction of meaning on the part of the reader is the ultimate goal

of all word recognition strategies".

Although there is variation in approach to the definition of word recognition, none of
the above authorities deviate from the basic nature of word recognition. They all
assume that the growth area of word identification is probably the most basic of all

reading activities. They all believe that word - recognition is the foundation upon
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which other reading sub - skills are laid. Unless a child can recognize the words for

which printed symbols stand, how can he/she read!?

As with all other skills, the kind of test that we administer in word recognition should
mirror the kind of activity that the teacher has been doing. It would be unwise,
unfair and unreliable to expose learners to activities that they are not familiar with.
The following section, therefore, looks into the ways of teaching word - recognition

as it would be helpful in assessing student's achievement on it.

Teaching Word-Recognition

Words can be recognized in different ways. The child may ask someone to
pronounce it and thus may remember it next time. He/She may figure out the word
by reading carefully all of the words around it and by associating it with the previously
learnt word. This child may reach a saturation point beyond which she/he can no
longer depend on her/his memory Taylor and Taylor, (1983:390), Finn, (1999:89),
Combs, (1997); Moore, et al. (1998:159), Graves, et al. (1999:76). Although, there
could be many other ways of teaching word - recognition, the following are some

suggested ways of teaching it:

- The reader is able to rely on the context for clues that a given word fits the
pattern of ongoing meaning gleaned from other words, sentences, passages,
and illustrations.

- The reader is able to recognize a word because it is part of his or her sight
vocabulary - that is, a member of a growing stock of words that are recognized
automatically without conscious application of other word - recognition
behaviors.
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Some educators refer to the sight vocabulary of a child as all those words that must
be taught via a 'sight' or 'look - say' method, because they are either irregular in their

sound - symbol relationships or in their spelling patterns.

- The reader may call upon the skill of phonic analysis to recognize a word,
provided that the word is already a part of the reader's speaking or listening
vocabularies. The reader can relate graphemes to phonemes (symbols to
sounds) to translate print into meaningful speech.

Generally, the purpose of these word recognition skills "is to empower readers by
giving them tools to unlock meaning from text and to lead children to an awareness of
the clues available to them and the knowledge of how and when to use these clues to

construct meaning from text" (Graves, et al. 1999:97).

While dealing with these different ways of teaching/learning of word recognition, it
would be appropriate to minimize excessive reliance on any one of them that could
interrupt the thought - flow of the 'absorbed' reader. We better emphasize other
ways of word recognition :reliance on context clues, for example. We should be able
to use context clues as a general one under which the others may come and support
each other as "sub - skills may be mutually facilitative rather than independent”
(Taylor and Taylor 1983:390). The above authorities have also indicated that in most
cases these sub - skills are interrelated, and that the need for each will vary with the

individual child or the particular problem presented by the materials. The sub - skills
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are interrelated because if a child guesses the meaning of a new word using one of

these, he/she will check the accuracy of the meaning with another.

Excessive reliance only on one of the sub-skills may result in producing students who
worship only one skill, neglecting the other. We need to train our students to be
flexible while using these sub-skills. One sub-skill may be effective in one situation
and another sub-skill in a different context. One sub-skill may be needed to check
another. Therefore, the best thing to do is to teach children several different sub-
skills. Flexibility is, to use the terms of Grave, et al. (1999), the watch- word! This
might be the crux of the matter as the success of other higher sub - skills depend on
this stage. Under many conditions the reader has to be able to discriminate the
symbols used in the writing system of his/her language. It is only after mastering this

basic sub - skill that the reader can proceed to the other stage (Feitelson, 1973:21).

A similar idea was expressed by Farr and Roser (1979:160): "Reading is a total
process, and when attempts are made to separate it into specific sub - parts, both the
teacher and the student may lose sight of the goal getting meaning from the printed
page". According to this view, these sub-skills of word - recognition are means to
arrive at reasonable understanding of a word. The sub - skills are not an end by
themselves. For that matter, word - recognition itself is not the end product. The
end product might be to bring the learner to a level where he/she can understand
printed material with reasonable rate (pace). Taylor and Taylor( 1983:390) have also

spelled out the importance of integrating these sub - skills in this way: "Instead of



training each sub - skill to the level at which it becomes automatic before tackling the
next one, as suggested by LaBerge and Samuels (1974), we believe in training of a few

related sub - skills together, emphasizing one or another as conditions demand".

2.4.3.2. Literal Comprehension

Although reading has been defined in various ways, current views emphasize the
definition of reading that is based on meaning. "Reading", say Farr and Roser
(1979:250), “is comprehending, and to assume otherwise is to assume that to
pronounce words correctly is to read”. Extending this view, the above authorities
write, “the notion that someone can read and not comprehend is absurd” Farr and
Roser(ibid.). No attempt has been made to deny the role of this ability in early
reading tasks. It is also known, though difficult to make clear demarcation among the
stages, that reading is learned by stages. Regarding the importance of these various
stages of reading, Feitelson (1973:37) argues that "success in learning to read is
attained when the difficulties inherent in every one of these stages are overcome. So
called comprehension failure is often a result of an accumulation of difficulties which
were not dealt with at the proper time". Once we are successful in teaching the basic
skills such as word-recognition, the next major aim will be to take the learner to the
level where he/she could read for meaning or to recreate the writer's meaning:

comprehension.

The assumption behind this view is that we should enable the learner to interact with

the text (with the writer). Finn (1990:186) views comprehension as an interactive



process. "There is meaning and content in the text, the reader does bring certain
knowledge and concepts to the text, comprehension occurs when the reader creates
meaning through collaboration, negotiation, and coming to grips with the text and, by
implication, the writer of the text". This can be considered as the most responsive
aspect of reading as children are curious about the meaning of words. Regarding this,
The Elementary Task Force (in Caine and Caine 1994:11) reports: "Children are
seekers of meaning. No sooner do they learn how to talk than they begin asking
questions about simple things as well as about the dilemmas of human existence that
have perplexed philosophers and theologians from the dawn of time. Children are

intensely interested in exploring questions of values, feelings and meaning”.

i. Hierarchies in Comprehension

Current theories of reading seem to emphasize the notion that reading skills develop
throughout one's school life. These skills are taught to develop gradually throughout
primary, intermediate and high schools (Tinker, 1973:70). However, it has been
difficult, if not impossible, to make a clear demarcation among sub-skills of
comprehension. Although this is the case, several categories have been suggested.
Davis (1946), in Finn (1990:207) for example, gave the first classification:

a) Word knowledge
b) Ability to reason in reading

c) Ability to follow the organization of a passage and to identify antecedents
and references in it.

d) Ability to recognize the literary devices used in a passage and to determine
its tone and mood.

e) Tendency to focus attention on a writer's explicit statements to the
exclusion of their implications.



The notion behind this classification is that comprehension in reading involves these
five different mental abilities. Since they are independent sub-skills, they must be
taught and developed before one proceeds to the next higher level. The problem in
this view is that it will not be possible to show the point where the first ends and the

second begins.

Extending this classification, Berrett, in Finn (1990:209), has presented his own
classification schemes for reading comprehension skills and abilities. He, (see Finn
1990:209), refers to this taxonomy as one of 'cognitive and affective dimensions of

reading comprehension'. The classification schemes given by him are the following:

i. Literal comprehension

ii. Reorganization

iii. Inferential comprehension

iv. Evaluation

v. Appreciation
There are close similarities between Barrette's classification and that of Bloom's
(1956) taxonomy (in Finn 1990) of educational objectives which is considered by many
as the most influential classification (work) in education. Bloom(1956) has classified
intellectual activities into Knowledge, Comprehension, Application, Analysis, Synthesis
and Evaluation. Most of the elements in Barrette’s classification are included in
Bloom's classification schemes. The problem with these classifications, notably with
that of Bloom's, is that the classification includes "for more than reading

comprehension and does not include those specific processes involved in the

understanding of a written text" (De Lopez, et al. 1997:31).

(9]
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The other classification, according to De Lopez, et al. 1997:31), comes from Herber
(1978). Herber has tried to relate the taxonomy of reading comprehension with that

of Bloom's. The category was presented at three levels:

- predict, or solve-Literal Comprehension : Literal questions require the
reader to recall or recognize information explicitly presented in the
reading material.

- Interpretive Comprehension: Interpretive questions ask for a
paraphrase, explanation, inference, conclusion, or summary

- Applied Comprehension: Applied questions utilize the readers'
background knowledge and lead them to evaluate, elaborate problems
based on implicit information in the text.

(1997:31)

The above mentioned views seem to revolve around the important questions about
the teaching of reading:

- Should we follow component approach to reading! In which case we

teach reading stage by stage; and

- Should we follow a holistic approach? In which case comprehension is
viewed as a holistic process which cannot be broken down into various

stages.

Under normal circumstances, it is difficult to compartmentalize reading processes into
stages. In teaching also there may be no reason as to why we divide reading into

different sub - parts.

Caine and Caine (1994:Vii) seem also to be unhappy with such classification. They
reject this view saying: "the brain does not naturally separate emotions from

cognition, either anatomically or perceptually. Such artificial categorization may be



helpful in designing research projects, but it can actually distort our understanding of
learning”". As stated above their argument seems to be sensible since it is difficult to

draw a boundary between points where one skill ends and another begins.

As many, such as Caine and Caine (1994), would agree, educational objectives could
be broken into a series of attainable objectives through which the learner can
gradually progress through this ladder. It is also equally important to acknowledge
the fact that it may not be wise to consider these classifications as independent ones
because of reasons provided by Caine and Caine (1994;Vii). With the understanding
of worries expressed by Caine and Caine, many seem to be obedient to the previous
classifications given by Barrette (in Finn 1990); due to lack of an alternative, sound
and comprehensive classification; so does the present investigator. There might be a
possibility of proceeding with the previous classification until a sound and inclusive
scheme is brought forth. But until then a mechanism should be devised to relate
these sub - skills of comprehension to one another. This is because "understanding a

subject results from perceiving relationships" (Caine and Caine 1994:8).

In order to achieve the objectives of comprehension sub - skills, much is expected
from the teacher. Teachers can help children to develop these skills gradually by
explaining the importance of each sub-skill for the development comprehension. The
development of comprehension can be affected by some factors, that are highlighted

below.
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ii. Factors Affecting Comprehension

As indicated at the beginning of this chapter, with the passage of time, there seems to
be change of emphasis from one reading aspect to the other. Regardless of these
changes, for many understanding (comprehension) could be considered as the heart
of reading activities. Although comprehension is the target in reading, it is affected by
many variables. In this paper, only two of them are discussed. These two factors are

also highlighted by Finn, (1990:186), Davis, (1995:2), Nuttall, (1996:7-10).

a. The Text

Text plays an important part in facilitating or hindering comprehension. The question
that one might raise is what kind of texts facilitate comprehension and which ones
could hinder comprehension. Although it is an important issue, it is not as simple as
one thinks to identify which one is good and which one is bad. This is because the
text itself can be affected by many variables. Finn (1990:186), for example, states that
quantity and density of information, explicitness, organization and linguistic difficulty

can affect the understanding of a text.

Based on the objective of the course, language level, background, interests and needs
of the students, one can make the appropriate choice. Failure to do so, may result in

presenting texts which cannot be understood by the students.



b. Prior Knowledge: Schemata

As many reading authorities such as Nuttall (1996), Finn (1990) would agree,
comprehension depends on the reader's prior knowledge. A reader with rich
experience is a better comprehender because "experience teaches more than simple
isolated facts" (Finn, 1990:210). Graves, et al. (1999:140-1) underline the importance
of background knowledge by saying: "it is absolutely crucial to understanding text".
Therefore, before embarking on the actual business of teaching comprehension,
activating student’s schemata would be of prime importance. This is because the
difficulty of a text could be the result of the amount of previous knowledge the

reader brings to a given text.

According to Hedge (1985), background knowledge includes general knowledge of the

world and how it works, subject specific knowledge and cultural knowledge.

Elaborating the first factor, that is knowledge of the world and how it works, Nuttall
(1996:6) states "A more interesting requirement [for comprehension] is that reader
and writer should share certain assumptions about the world and the way it works".
If somebody writes a short note to his/her colleague: "l will be going out of town
tomorrow", the reader would understand that the writer will not come to work
tomorrow. Similarly, if someone says "it's really very hot in this room", it could mean
either ‘please open the door’ or ‘let's get out of this room’. Thinking that the idea is
very clear, the writer is likely to leave something unsaid that he/she takes for granted,

but the reader has to fill the gap based on his world knowledge.



The other factor that affects comprehension is subject - specific knowledge. Texts in
one area of specialization could be difficult for readers outside that particular field of
study. A reader who does not have any idea about spacecraft, regardless of his/her
knowledge of the language, may face difficulties in understanding the text. Similarly, "if
the writer expects the reader to have a basic understanding of Chemistry, the text

will not be readily understood by anyone who lacks this" (Nuttall, 1996:6).

Lack of cultural knowledge about the foreign language community is still another
factor that can affect text comprehension. This has been supported by a great deal of
research. Cross-cultural experimentation, for example, demonstrate that reading
comprehension is a function of cultural background (Steffensen and Joag-Dev,
1984:60). Research conducted by Paulston and Bruders in 1976(in Alderson and
Urquart,1984), has indicated that comprehension is easier "when the cultural
background is familiar and students can draw on cultural information in the decoding

process" (1984:50).

It is, therefore, sensible to include cultural elements in our reading instruction.
Failure to include these elements in instruction may cause reading difficulties for
foreign language learners. Problems caused by cultural element can be minimized
providing the background information with the help of pictures, films, and descriptions
of the teacher's own experiences in the target culture (Steffensen and Joag-

Dev, 1984:50).



2.5. Assessing Reading Skills

Reading, as to Daves (1995:1), is a mental, or cognitive process, where the reader
tries to follow and respond to a message from a writer who is distant in space and
time. Because of this privacy, the process of reading and responding to a writer is not
directly observable. No matter how difficult it is, teachers are in a constant need of
assessing students' reading performance at different stages of the instructional
programme. This is done with the purpose of knowing how poor or how well the
students’ performance in a given reading course is. "If you do not know how well
your students are doing," Barr and Johnson (1997:355) argue, "how can you make
plans for the next steps! This might be one of the reasons why many educators argue
that assessment is always tied with the curriculum and methodology. Chatter
(1984:107) also seems to be of the same opinion when she says: "assessment should
not be isolated from teaching and learning; so, deciding what to teach is just as much
part of the assessment process as looking at what the pupil has achieved". As a result,
it seems unreasonable to consider assessment as an 'outsider' as it is the natural
extension of teaching. In addition, it is the teacher who usually does both the

teaching and the testing.

As indicated at the outset of this section, assessment procedures have been
introduced to determine how well or how bad the instructional programme
progresses, how far objectives at different stages have been met. In practice,

however, teachers are observed to measure effects of reading instructions formally



with tests given at the end of each semester. It may be unreasonable to wait until
things get worse. As Tinker's (1973:69) study demonstrated, "progress in reading,
particularly in elementary school, is continuous in acquiring word knowledge, word
identification and recognition skills as well as an ability to comprehend written
materials”.  All these skills must be assessed continuously if identification of
weaknesses and strengths in reading skills is to occur at the right time. Although
these activities are part and parcel, if not prerequisites, for teaching effective reading,
they are not being put into practice. This seems to be the reason why Bellamy
(1999:22) says: "Going to school [to read and to write] and coming out unprepared
for life is a terrible waste. Yet, for many of the world's children, this is exactly what

happens".

The present re-thinking of assessment methods seem to be in response to these
complaints and undesirable phenomena that pervade every continent. The re-
assessment, according to Barr and Johnson (1997:355), has been motivated by
concerns over accountability. Its practice is also characterized by having alternative
reading assessment procedures including portfolios. Reading assessment should,
therefore, be a normal and well - understood activity as its primary purpose "is to
understand the nature of students' literacy development and their relative strengths

and weaknesses, and on this basis to establish a plan for instructional support"

(1997:355).

To make reading assessment more effective, Schreiner (1979: 2 - 7) suggests the

following sets of procedures to assess student’s reading performance.
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Step 7

Step |
Domain in Continue process
Reading with New Needs ——
Behavior Assessment
A
l s 6 IF SUCCESS
te
Step 2 Step 3 Step 4 Ste 5 P
Goals for A ol Specific SO Measur-ement and
Reading Nsse;smen ° Instructional MProgram Evaluation of Student
Instruction ’ ceds Objectives g Performance
1 IF FAILURE
RETRACE

................................ PREVIOUS STEPS
CONSIDER CHANGES

Schreiner 1979:2

According to Schreiner (1979:2-7), at step one, the teacher is expected to examine
the domain of reading behaviors that the students bring to printed words to
pronounce them and understand them, including our recognition and understanding of
letters, letter sound relationships, decoding of whole words, phrases and sentences

and how we obtain meaning from print.

At step two, the teacher's duty is to determine the goals for reading instruction. The
main concern is to translate the domain of reading behaviors into instructional
practices. The teacher starts from the elementary ones and gradually moves towards
the complex ones as reading instruction is both systematic and developmental.
Having established sound - symbol relationships, the teacher can gradually move to

the teaching of whole words, phrases, and sentences.

The third step is assessment of needs. Here, the teacher is expected to assess

student’s present performance relative to the established goals for reading instruction.
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Regarding this stage, Schreiner (1979:3) says, "Assessment of needs seeks answers to
two complementary questions: How well do students presently read? and what do
they need to know to improve their reading performance! Teachers, if they are to
meet the needs of their pupils, must know exactly what to teach (Veatch 1978:562).

One possible source could be test.

After examining the domain of reading behaviors, determining the goals for reading
instruction, and assessing their needs, the next step is to deal with the question:
"where are they going?" That is step four. The previous three steps are prerequisite
for this step. This stage is based on the results of a needs assessment that the teacher
develops instructional objectives. These instructional objectives can be developed
taking into consideration reading materials together with the age and abilities of the

readers.

Developing specific reading (instructional) objectives leads to the selection of
appropriate method of instruction. "We may need to use various methods until we
find the most efficient and useful procedure,” argues Schreiner (1979:6). The
efficiency and usefulness of a method can be measured using tests. Tests in this

regard can also play a crucial role.

Having passed through all the above five stages, the teacher can come to the final step
that is "evaluation of student performance with respect to progress towards achieving
the stated goals and objectives of the reading program” (Schreiner 1979:6). According

to Schreiner (1979:6), "the essential concern [of this step] is to identify discrepancies,
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if any, between "what is" and "what should be". As already shown in the above figure,
if objectives have been met we can move on to develop new instructional objects. If
objectives have not been met, we trace back and reassess instructional components

(steps one to five above).

2.5.1. Comprehension Tests

Comprehension tests attempt to measure the student's ability to comprehend
passages of 'reasonable’ difficulty. The level of difficulty of the passages must be in
accordance with the cognitive development of the learner. The teacher has to decide
this before any other attempt has been made. Presenting a very difficult text with a
series of questions and expecting reasonable result is not fair. In the same way, a test

that is too easy may not be advisable either.

Comprehension tests may also take various forms. Answering questions covering
details, main ideas, or sequence may be some of the forms. (The types of questions is
presented in the next section). Whatever the test may be, it should mirror the
classroom activities. Kamil (1979:43) makes this point clear by saying: "the selection
and/or preparation of comprehension tests must be in accordance with how the
teacher has taught it". Farr and Roser (1979:84) also supports this view by saying: “If a
teacher wishes to know how much vocabulary a student has obtained as a result of
instruction, a test of vocabulary should be used that includes those words that have

been taught using the method in which they were taught”.



2.5.1.1. Types of Comprehension Questions

Comprehension questions can be classified into various categories. Some categories
are on the basis of grammatical forms like Yes/No questions, wh-questions, how/why
questions (the emphasis being on reason), alternative questions, alternative choices

are given in the question itself (Is he a student or a teacher?)(Nuttall, | 996:185).

According to Nuttall (ibid.), this classification is useful when the teacher is focusing on
graded language practice, not on reading proper. We may, however, use it for lower

grades , as a way of teaching other language areas like grammar through reading.

Other classifications are made based on the skills required of the reader. According

to Nuttall, questions under this group may take one of these forms:

Type | - Questions concerned with how writers say what they mean:- these
are questions whose answers are directly and explicitly expressed in the
text.

Type 2 - Questions involving reorganization or reinterpretation:- these are
questions which require the student either to reinterpret literal information
or to obtain it from various parts of the text and put it together in a new
way, perhaps using elementary inferencing.

Type 3 - Questions of inference:- these are questions oblige the students to
consider what is implied but not explicitly stated.

Type 4 - Questions of evaluation:- these are questions which involve value
judgment about the text in terms of what the writer is trying to do and
how far she has achieved it.

Type 5 - Questions of personal evaluation:- these are questions in which the

reader is not asked to assess the techniques by means of which the writer
influences him/her but simply to record his reaction to the text.

44



Type 6 - Questions of literal comprehension:- these kind of questions are
intended to give students strategies for handling texts in general, rather
than simply helping them to understand one particular text.

(Nuttall, 1996:188-189)
Having considered the cognitive development of the students under consideration and
the exercises included in the textbooks, only the first two types are chosen for this
study. The other four are not considered here because they may be more difficult
not only in terms of language but also in terms of the cognitive development of the
students. In most of these four questions, the student has to find the implied meaning
but not the explicit one. In some of these questions, students are asked either to

evaluate or appreciate the text.

2.5.1.2. Problems of Assessing Comprehension

One of the commonest procedures in assessing comprehension is giving a text
accompanied by a series of questions from the text. However, this procedure may

pose a number of problems.

The problem may start with the kind of questions that we prepare. In this
connection, Taylor and Taylor (1983:331) argue that "Asking questions about a text,
for all its venerable tradition, has some problems. A tester can ask easy questions
about difficult passages and vice versa. Sometimes the questions themselves are hard
to understand." Authorities like De Lopez, et al. 1997; Nuttall, 1996; Alderson in
Nuttall (1996:224) express these same worries. According to these authorities,

comprehension tests again suffer from other kinds of problems, too. Sometimes,



texts are accompanied by open - ended questions, which demand the testee to write
the answers for such subjective questions. If a student failed to respond correctly to
these particular questions, how do we know whether this is comprehension failure or
not! This might be an area that needs special consideration while designing open
ended tests. Failure to do so may result in producing tests whose quality/validity is
questionable as the tests may be highly influenced by some external variables, in this
case, writing skill. A testee, in spite of his/ her understanding of the text and the

answers, may fail to respond correctly due to failure in writing skill.

One possible solution to minimizing such undesirable phenomena is to prepare
multiple - choice tests. This objective type of questions separates reading from
writing skills, or writing can be kept to a minimum. It is also believed that these tests
may present a series of advantages over open - ended questions (De Lopez, et al.
1997:30). These authorities state the following advantages of objective type
questions.

a) high corrector reliability,

b) easy implementation,

)
¢) quick and easy collection, and
d) easy determination of difficulty and discrimination level.

Multiple-choice formats, nonetheless, have some pitfalls. Constructing a multiple
choice comprehension test with plausible distracters may be a crucial issue. The
options of a good multiple-choice item, therefore, must be plausible cognitive tasks
related to and derived from the content of the text. The syntactic and semantic

form of the questions must differ from that of the text so that students must
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understand the context rather than simply recognize the form to answer the question

correctly (De Lopez, et al. 1997:31).

Still, the other problem associated with multiple-choice questions is the question of
clue. There are times in which the questions themselves might give some clues on
the basis of which the testee might arrive at the right answer. Such issues must be
handled with maximum care for the test to be adequate enough to measure what it is

intended to measure in a reliable way.

If we are not successful in designing a reliable and valid test using multiple - choice
items, we can alternatively design tests which demand the testee little or no writing
skills like filling in a table (grids), information transfer, single - word or short - phrase
labels for parts of a diagram, and that can be used as a substitute for written answers
or multiple - choice items. Thus, failure to understand in reading tests of such type

may be treated as failure of reading skill (not from writing) (Tewolde, 1988:21).

Another problem associated with the assessment of comprehension is the
interpretation of scores. Assessment devices may not be inclusive enough. No matter
how carefully the tests are designed and administered, most assessment devices
measure only specific behaviors that they are designed to sample (Farr and Roser,
1979:84). A test of comprehension at word level (word - recognition) can provide
information about comprehension at word level but not much information about

reading speed, flexibility or any other skills.
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One possible measure to alleviate this problem could be to design a test in such away
that it could be a fair representative of sub - skills covered in a course of time. If this
one pauses problems of preparation and administration, there is a possibility of
preparing a separate test for most of the sub - skills and apply the result only on those

sub - skills represented in the test.

Having controlled and overcome the above-mentioned problems, the teacher could
still face a number of related problems. These problems relate to "whether the test is
timed or untimed, whether the student can look back at the material after reading it
or must remember it, and whether the child's prior knowledge or background on the

particular topic has affected the result (Farr and Roser, 1979:82).

To sum up, from the studies and review papers discussed so far, particularly at the
beginning of this chapter, one can understand that students’ English language
performance in general and reading performance in particular are bellow standard
(Chefena, 1988; Genene, 1994). The causes for such undesirable phenomena
prevalent in many educational settings may be many- fold. Some say that it is caused
by poor reading teaching methods (see Stoddart, 1986; Rogers,1969). Others say
that the cause for such undesirable phenomena is attributed to the assessment
methods teachers employ while testing the reading skill (Barr and Johnson, 1997;
Schreiner, 1979:17; Tylor and Taylor, 1983;331; Mckay 1997:164). Still others argue
that poorly designed reading materials are causes for students’ low performance.

These people further argue that most reading materials lack beauty and variety; hence,
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they could not attract students’ attention (Mazengia, 1982; Alemu, 1983; Dubale,

1990).

Although the magnitude varies, all these pedagogical variables might have their own
effects on students’ reading performance. The studies conducted in Ethiopia and
cited above described the problems in general terms saying students’ reading
performance is poor. No statistically supported strong argument has been presented

as to how low a student reading performance is.

The present study, therefore, attempts to assess the problem through an achievement
test and questionnaire based on the objectives stated in the syllabus coupled with the
proportion of exercises included in the textbooks of Grade One to Four, a test
would be designed and administered to randomly selected students. This has been
done with the intention of investigating the mi.nimu.rp threshold level towards the end

of the first cycle.
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CHAPTER THREE: DESIGN AND PROCEDURES OF THE STUDY

As indicated in the first chapter of this paper, the principal objective of the study was
to investigate the reading achievement of the first cycle students and then compare
this with the achievement level expected of them. As a corollary to this, the
investigation sought to discover whether the reading objectives of the first cycle are
met or not. To achieve the research objectives, the descriptive survey method was
found to be appropriate. This method enabled the investigator to gather a variety of

information pertaining to the problem.

Syllabus studies, text-book survey, test, and questionnaire were used as data

collecting instruments.

3.1. Selection of Sample Schools

According to the statistics obtained from the education bureau of Addis Ababa, there
are 65 Government owned elementary schools and 185 Non-Government elementary
" schools functioning in the academic year of 1999/2000. From these, 3 from
Government and 3 from Public schools were chosen using simple random sampling

method.

Although the number of students, schools and teachers varied markedly from zone to -

zone, in order to avoid unnecessary complication, the researcher did not try to
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proportionate the subjects and sample schools to the total numbers found in the
statistics.  Rather, irrespective of their sizes, Zones 2, 4, and 5 were made to

represent an equal number of schools and students.

3.2. Selection of Subjects:

The subjects for this study are grade four students in Addis Ababa region who
attended grade four in 1999/2000 academic year. The following table shows the

characteristics of subjects.

Table 3.1. Characteristics of Subjects:

x Score in
Number | x age teacher M E
made tests
Government Schools
e Selam Ber 30 11.33 55.8 13 17
e Kechene 30 10.93 60.3 14 16
e Minilik Il 30 I1.43 STl 14 16
Sub Total 4] 49
Public School
e Ewket Wegene 30 9193 54213 14 16
e Betelehem 30 9.7 61.33 15 |5
Sub Total 4? 48
Grand Total 83 97

Grade four was chosen for three important reasons:

|. It is only at this grade level that students sit for tests. In earlier grades that
is Grade [, 2, and 3 students are promoted to the next grade level without

sitting for examination (that is they are given automatic promotion);
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2. It is the achievement of these students that might give good picture about

the achievement level of the cycle; and

3. The students’ maturation level was the other reason for the selection of this
grade level. Students at this grade are considered relatively mature enough

to fill in the questionnaire more objectively than those in lower grades.

In addition, the first cycle was chosen for it would be reasonable to study the
achievement level of these students as knowledge about the achievement level of
students might enable educators to take the necessary measure before it gets worse

in other cycles.

Similar to the selection of sample students, simple random sampling was used in the
choice of the 180 sample students from the 6 sample schools (that is 30 students
from each school). Thirty teachers teaching English and other subjects (since it is self-

contained) were also chosen to fill in questionnaire.

3.3. Instruments of Data Collection Used:

There were two groups of instruments prepared for data collection. The first and the
major one was an achievement test. This test was used to measure students’ reading
achievement. Questionnaires were administered to collect data on the background of
teachers and students, on feelings about students’ performance, on the subjects’ view

about the content and on format of first cycle English language examinations, and on
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some salient problems that hinder them from achieving what they have targeted of

the end of a certain reading lesson.

3.3.1 Achievement Test:

The major instrument for collecting data pertaining to students’ reading achievement
was an achievement test administered to 180 sample students. To prepare the test,
the profile for the first cycle was closely analyzed. The text books for grade one,
two, three and four were surveyed. Based on the objectives of the syllabi and the
proportional representation of the sub-skills in the text-books, a table of
specifications was prepared. A test comprising literal comprehension, word
recognition, information transfer, reading for gist and reordering pictures based on
information given in the text was developed as this would most likely gauge students’

expected performance at the level.

The students and teachers checked this test for face validity. The content validity of
the items was also checked against the objectives stated in the first cycle vis-a-vis the
number of exercises in the text books. Following this, the test was piloted on 40
students (20 from Government and 20 from Non-Government). This was followed
by item analysis. The item analysis enabled the investigator to identify the difficulty
level and the discrimination power of each item. To identify the overall difficulty level
of the test and the average discrimination power of each item, - the grand means and

the difficulty level were computed. It was found out that (x; and x, were taken) x

(9]
(%)



(difficulty level) was found to be 0.56 and x, (discrimination index) was found to be
0.51. As many testing experts (Alderson, et al. 1995: 81; Hughes, 1990: 162) suggest

D.I with 0.5 is usually considered to be discriminating well since the high scoring is |.

Items with difficulty level 0.26 and 0.19 and discrimination index of 0.23 and 0.21 have
been discarded. On the other hand, items with difficulty level 0.34, 0.38 and 0.3 and

discrimination index 0.23, 0.38, 0.3, 0.36, 0.38 have been modified.

The reliability index of the pilot test was also computed using both Kuder -
Richardson formula 20 (K-R 20) and Kuder - Richardson formula 21 (K-R 21). The

results were found to be 0.9527 = 0.95 and 0.9458 = 0.95 respectively.

3.3.2. Questionnaire:

Two types of questionnaires, that is one for the students and the other for the
teachers, were prepared and distributed to the 180 sample students and 30 selected
teachers. So far as the contents of both questionnaires were concerned, they were
more similar than different. Both were concerned with background information, the
validity of the test and some of the salient problems that might affect the teaching-

learning process.

The questionnaire for the students, for example, was specifically designed to collect

data pertaining to the students’ background, their views about the test and some of
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the salient problems of learning Reading at that level. The questionnaire was first
prepared in English and then translated to Amharic. It was piloted on 40 randomly
selected students from 2 different schools prior to the distribution of the
questionnaire to the entire subjects. After checking for errors and making some

modifications, the final version was distributed to the 180 sample students.

The questionnaire for the teachers was also prepared to collect data about teachers’
background, their views about the test and some of the salient problems of teaching
reading at that level, the content and format of English tests. Similar to students’
questionnaire, the questionnaire for teachers had passed through all the above stages,
that is, it was first prepared in English and then translated to Amharic. The Amharic

version was piloted with 6 randomly selected teachers from 2 different schools.

3.3.3. Procedures:

The major instrument used for collecting data pertaining to the students’ reading
achievement was an achievement test. The test was designed after surveying the
textbooks for the cycle and analyzing the syllabi. This test was piloted on 40 students.
Based on the findings of the pilot study, some questions were modified. These
modified questions were Part One, Section |, item 2 (additional information was
needed so as to make the root clear), Part Two, Section I, item 3 (distracter "B" was

modified) Part Three, Section I, item 2 was completely changed, and distracters of
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item 5 have been reduced to only A and B to avoid unnecessary confusions and

thereby to increase the quality of the item.

Having made these revisions and modifications, the investigator administered the test
to 180 students from 6 different schools (30 students from each). Immediately after
the test, the students filled in questionnaire so as to establish the face validity of the
test. The question-papers were then collected and scored out of 45%. Having done
the descriptive statistics, the investigator classified the students first into two groups -
those who scored above the average and those who scored below the average. 24
was used as a cut-off point because (a) the mean was 23.78, (b) the average difficulty
level of the test for the study group was 54%. When it was converted to 45% it
became 24.3. As a result, 24 was taken as a cut-off point. Based on this, 94 students
who scored 24 and below, were classified as low achievers and those students who

scored 25 and above (86 students) were classified as high achievers.

The distribution of scores was computed for standard deviation. Based on this, the

students were grouped as high, average and low achievers through [(X + SD), (X +

SD to X — SD), (X - SD)]. One-way ANOVA was employed to see whether there

was a significant difference among the three groups.

Students’ results were compared with the level that is targeted at the end of the cycle

(the level was determined based on the difficulty level of the test). Students’ results
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were taken and checked to see in which area or areas these students performed

poorly.

Following on this, an attempt was made to check for differences (if any), using t - test

between teachers’ and researcher’s evaluations.
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CHAPTER FOUR: RESULTS AND DISCUSSION

4.1. Descriptive Statistics

The principal objective of the study was to investigate the minimum ‘Threshold level
towards the end of the first cycle. To this end, a test and two sets of questionnaires

were used as data collection instruments.

The test result was analyzed using [(X + S.D), (X + S.D. > AA. > X - SD)), (X - S.D)]

(where X was mean score of the total test, S.D. was standard Deviation, and A.A. was
Average Achievers). Based on this 38 students (who scored from 4-14) were
classified as low achievers, 104 students (who scored from |5 - 33) as average, and 38

students (who scored from 34 - 43) as high achievers.

It can be seen that about 57.8% of the students have performed almost at the level
expected of them and only 21.1% have achieved more than is expected of them.
However, 21.1% of the students have not performed at the level expected of them.
In addition, these students performed below what Van Ek calls “an absolute minimum
of general ability” (1976: 13). This 21% of low achievers can further be compared to
the normal curve (16% failure). This deviation from the normal curve shows that

students’ performance is even worse than the expected low performance.

As shown in Appendix B, the highest score was 43 and the lowest was 4. The range

was 39. The highest scorers (two students scored 43) were from Government
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Schools (Minilik Il Elementary School and 'Selam Ber' Elementary School, Zone Two)
whereas the lowest scorer was from Non-Government School (Agazian, Zone Two).
Mean and standard deviation were also computed and found to be 23.78 and 9.87,
respectively.  Additionally, both KR-20 and KR-2| were used to compute the

reliability coefficient of the test and were found to be 0.92 and 0.91, respectively.

The following table, therefore, summarizes the discussion made so far.

Table 4. |. Descriptive Statistics

Maximum Minimum Range Average Average Reliability™
Score Score D.l. F.V. KR-20 KR-21
43 4 39 05 0.54 0.92 0.91

Moreover, the following graph describes the overall distribution of scores with their

corresponding frequencies.

Graph |. Distribution of scores with their corresponding frequencies.
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* K-R 20 and K-21 are formulas used to estimate the reliability of a test, notably the internal consistency of the test.
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The above graph presents the distribution of scores with their corresponding
frequencies. The graph seems to be negatively skewed as the majority of the students
(52%) scored below the overall average (54%). In addition, the graph shows that
there were two scores (17 and 38) with the highest frequencies (10 and 9). A close
examination of the scores further disclosed that many of the students from

Government schools scored around |7 and students from Public schools around 38.

4.1.1. Item Analysis

The quality of the test may be attributed to the strengths and weaknesses of each
item. The strengths and weaknesses of each item can be obtained through item
analysis. Item analysis is usually undertaken to obtain information on the strengths
and weaknesses of items of a test and the contribution of each distracters. In addition,
information obtained from this might be helpful to determine which item is easy or

difficult; which ones discriminate well and which ones poorly.

Facility Value (F.V.): Facility values are concerned with the analysis of items to
determine how difficult or how easy that particular test item is. Although there is no
complete consensus as to how much the range should be, 0.3-0.6 seems to be
appropriate for many achievement tests. According to Ebel (1979:267); Heaton
(1988:182), items with facility values of 0.2 and above are reasonably acceptable. They
further state that facility values of 0.4 — 0.6 are considered to be very good.
According to these authorities, items with facility values of 0.2 are acceptable for

many achievement tests, which are designed to discriminate high, average, and low
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achievers. For this study, therefore, a F.V. of 0.2 and above were acceptable as one

of the objectives of the study was to put students into the above three categories.

When this test was administered to the study group, the lowest facility value was 0.25
and the highest was 0.81. The grand mean (X;y) was also computed and found to be
0.54. This value was almost similar to what Heaton (1988:179) labeled as a desirable

facility value for an achievement test.

Discrimination index (D.I) is the ability of the items to discriminate among testees
of differing level of ability. Discrimination indices of 0.3 and above are acceptable. For
Ebel (1979:267), D.I. as low as 0.2 is acceptable. The D.|. of this test for the study
group was also computed. The lowest was 0 and the highest was 0.92. Two items
were with D.I. of 0. From the overall ability of the items in the test, these two items
may be acceptable with some reservations. The remaining 43 items, on the other

hand, discriminated well.

4.1.2. Face and Content Validity

Having designed a test, it is of necessity to establish at least the face and content
validity of the test. The face and content validity of the test were established through
eliciting views about the quality and content of the test from both the sample students

and their respective teachers (30 teachers from the six sample schools).

To this end, two sets of questionnaires were first designed in English and then

translated into Amharic. Four instructors from the Departments of Ethiopian
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Languages and Literature of Kotebe College of Teacher Education and Addis Ababa
University checked the accuracy of the translation. The Ambharic version was piloted
on 40 students and 6 teachers. Based on the results, some minor modifications were

made and distributed to the 180 sample students and 30 teachers.

After reading the items, both the students and the teachers were asked to rate the
items for degree of agreement on a five-point scale (where 'l' indicates strong
disagreement and 5 strong agreement). Of the 180 questionnaires distributed to the
students, |0 were not included in the discussion for 10 students did not fill in the
questionnaire properly. These |0 students either put a tick in all of the options or in

more than one of the options, which did not have any relevance in the discussion.

For convenience, the interpretation was made on a three-point scale, Disagree (D),
Neutral (N) and Agree (A). While interpreting, any value more than 33% (that is
100/3 = 33.3%) is considered to be significant. For example, a positive section with
more than 33% of disagreement might be regarded as a bad section, and hence

needed further investigation.

A similar assumption was applied for the content validity of the test. Under normal
circumstances, it is advisable to establish the content validity of the test through
testing experts. Because of shortage of testing experts in our schools and
inaccessibility of the very limited experts, teachers teaching English at grade four were
used as a source to establish the content validity of the test. This had one major

advantage. It is these teachers who teach the subject. It was believed that they know
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the sub - skills involved and covered in the textbook and the syllabi of the cycle.
Hence, they could evaluate the content of the test better than at least teachers

teaching in other grade levels.

The following table shows students' response in frequencies and percentages.

Table 4.2 Students’ Response for the Quality of the Test in General
(in Frequencies and Percentage)

& SD % D % N % A % SA % Total %
3. 0] 59 3 1.8 9 IS 8l 47.6 | 67 394 170 100
312 7] 4l 6 S5SNI 00 [IRIEES 74 435 | 63 37 170 100
) 38 9] 53] 10 SEIR{ 220 W24 62 365 | 67 394 170 100
E 34 7] 4.l 12 7.1 ] 30| 176 76 447 | 45 264 170 100
= 315 7] 4.l I5 88| 12 7.1 71 418 | 65 38.2 170 100
3.6 33| 194 | 39| 229 | 30| 176 36 21.1 32 18.8 170 100
317 34 20| 43| 253] 10 519 43 253 | 40 233 170 100
3.8 52| 306 | 41| 241 | 20| 118 23 135] 34 20 170 100
39 20 11.8] 12 7.1 24| 141 56 329 | 58 34.1 170 100
Abbreviations: SD = Strongly Disagree N = Neutral A = Agree
D = Disagree SA = Strongly Agree

* For details, Please see Appendix E (Page |34)

As can be seen from the table, the majority of the respondents that is 105 (61.8%)
have expressed their positive agreement about the quality of the test in general. Of
these students, 50 students or 27.7% expressed their strong support for the claims

made for the quality of the test in general.

On the other hand, 45 students (26.5%) expressed their disagreement with the claims
made for the test. Of these, 23 students (13.5%) expressed their strong disagreement
with the quality of the test. The fact that there was that much disagreement with the

claims made for the test could be attributed to:

|. Lack of clarity of the pictures presented in the test (particularly Part Three,
Section II),
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2. Length of the test (45) questions,

3. Some students' inability to fill in the questionnaire properly.
This might be particularly so because both positive and negative items were put
together. As a result, some students had problems to identify which ones are positive
and which ones are negative despite the attempts made to make things clear by the

investigator.

Generally, since the majority of the respondents, that is 105 students (61.8%)
expressed their agreement with the claims made for the test, it can be considered

valid in terms of face validity.

Table 4.3 Students' Response for the Face Validity of the Test
(in Frequencies and Percentage)

= SD| % | D] % | N % A % SA % Total | %
4.1 43N 24 3| 18] 16| 97| 64 39| 83 47 [70 | 100
4.2 5 3 5 3| 30| 187 | 61| 37.1 | 69 384 [70 | 100
4.3 4| 24| 13 79| 20| 122 | 67| 37.1 | 66 40.2 (70 | 100
4.4 5 3 NS SRS 5N N2/ RS SN 31E/8 [ IN6S 384 170 | 100
4.5 287235 IR [S R N6 78 22 I1] 39] 238 | 84 51.2 170 | 100
E 4.6 61037 91 10| 20| 122 | 64 39| 65 39.6 (70 | 100
417 6| 37 7143 19116 60| 366 | 72 439 170 | 100
4.8 6| 37| 18] II| 24| 146| 50| 305 | 66 40.7 170 | 100
4.9 7] 43 81 49| 20| 122 51| 3l.l| 78 47.6 170 | 100
4.10 5 30N 10N[ 6N EN2 68| IS8R IS 2|8 31178 (R 7 43.3 170 ] 100
4.11 10| 6.l 12| 73] 25| 152 | 57| 348 | 60 36.6 170 | 100
42 6| 37 6| 37| 18 [I'| 50| 305] 84| 5l.2I 170 ] 100
Abbreviations: SD = Strongly Disagree N = Neutral A = Agree
D = Disagree SA = Strongly Agree

* For details, please see Appendix E (Page |35)

The above table also shows that 128 students (72.3% of the respondents) held
positive views about the face validity of the test. Sixteen (9.4%) students, on the
other hand, expressed their disagreement with the claims made about the face validity

of the test. This departure might indicate that there were some students who were
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not satisfied by the quality of the test. One thing that was clear about the responses

of students in this group, was that some of these students expressed their strong

disagreement with item 3.7 ( which said the time allotted for the exam is not enough).

Although this was their response, time was not limited for the examination.

The

subjects were given as much time as they needed to write the test. This was done

with the purpose of giving maximum opportunity to demonstrate their potential.

They, however, rated the item for this section as if there was time limit and such limit

was not fair.

A similar questionnaire with some variations was distributed for 30 teachers and the

following table shows their responses.

(in Frequencies and Percentage)

Table 4.4 Teachers' response for the face Validity of the Test

- SD % D % N| % A % SA % NR | % | Total | %
3l 0 - | S || 2 67| 19| 633 8| 267| 0 0| 30 100
37 0 - | 3313 10| 14| 467 12 401 O 0] 30 100
n 313 6| 20 12 40 | | 388 6 20 4| 133 O 0] 30 100
E 34 10 | 333 Il 3710 - 781233 [ 3.3 | 33| 30 100
= 35 4 [ 133 15 50| 2 6.7 5] 167 3 10 | 33| 30 100
3.6 0 - 4 s |l & | lleke) 6 20 |5 50 | 33130 100
B34 2| 67 [ 33| | 38 12 40 13| 433 [ 33| 30 100
3.8 I 37 12 40| 2 6.7 3 10 I 33 | 33| 30 100
39 8 | 26.7 8| 267 | 313 9 30 3 10 I 33| 30 100
Abbreviations: SD = Strongly Disagree N = Neutral A = Agree

D = Disagree

* For details, please see Appendix G (Page 142)

SA = Strongly Agree

NR = No Response

Of the 30 teachers, 22 (73.3 %) agreed with the claims made about face validity of the

test. Six teachers (20%), on the other hand, disagreed with the claims made about

the face validity of the test.
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Table 4.5 Teachers' Response for the Content Validity of the Test
(in Frequencies and Percent)

& SD | % D % N % A % SA % NR | % | Total | %
4.1 2 |67 R8s 3 110 13 | 433 10 | 333 83 30 | 100
4.2 I ]33 I |33 0 |- 19 | 633 8 |267 I |33 30 | 100
") 4.3 I |33 2 | 67 6 |20 12 |40 8 |267 833 30 | 100
E. 4.4 I |33 I |33 7 1233 [ 12 |40 8 |267 133 30 | 100
E 4.5 0 |- 1|33 8 267 |16 |533 4 | 134 I |33 30 | 100
4.6 0 |- IN18333 6 |20 13 [433 9 |30 | |33 30 | 100
4.7 0 |- 2 |67 7 (233 [ 12 |40 8 |267 [ 83:3 30 | 100
48 2 |67 I |33 7 1233 |9 30 10 | 333 I |33 30 | 100
4.9 0 |- [1N33 8 267 |12 [40 8 |267 B [BEE 30 | 100
Abbreviations:  SD = Strongly Disagree N = Neutral A = Agree
D = Disagree SA = Strongly Agree NR = No Response

* For details, please see Appendix G (Page 142)

As indicated in chapter 3, maximum care was taken to make the test representative of
both the syllabus and the textbook. This seems to be fruitful as 2| teachers (70 %)
rated the test as a valid test content wise. Two teachers (6.6%), on the other hand,
expressed their disagreement with the claims made about the content of the test.
This value, however, was not reasonably significant when it was tested in the light of

the 33%, which was taken as a minimum requirement for this study.

Seven teachers or 23.3% rated the items neutral. This figure is significant compared
with the 6.6 % (2 teachers) who expressed their disagreement with the content of the
test. This might be caused by one or more of the following three reasons:

|. These teachers might have some understanding problems,

Il. They might also have a problem of identifying which section tests
which particular sub-skill,

lll.Although the questionnaire was piloted and had undergone some

modifications, still there might be some questions , which were not clear
to the teachers.
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4.2 Description of each Subtest and Students' Performance

4.2.1. Literal Comprehension

Part One, Section |, items [-4, Section I, items |-4, and Section I, 1-3 (I'| questions)
were designed to test literal comprehension ability. As can be seen from Appendix
A, Section |, was presented in multiple-choice format, Section Il, in true or false
format and Section Ill, in fill in the blank format. This was done with a purpose: to
mirror the classroom activities and tests. Notably, those questions were designed
similar to the tests prepared by the classroom teachers. The following table shows

the result of an item analysis made for these sections.

Table 4.6 Item analysis for literal comprehension questions

Part | Sec. | Item D.l. E.V. No. Of students who | Av. score of each
No. | No. No. got the item right Section
n %
One I | 0.58 0.6l 131 72.8
2 0.58 0.67 124 68.9 28
3 040 0.78 150 833
4 0.37 0.59 104 57.8
X=046 X=0.66 X=7I
Il | 0.38 0.64 I3 628
7 0.37 046 79 439 25
3 0.58 0.70 124 68.9
4 0.33 0.44 8l 45
X =042 X =056 X =55
Il [ 0.77 0.40 74 41.1
2 0.77 0.62 I5 63.9 1.6
3 0.70 0.56 100 55.6
X=075 X=053 X =54
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According to the classification of Nuttall (1982, 1996), Literal Comprehension
questions are questions whose answers are directly and explicitly given in the reading
text itself. These kinds of questions are needed at the elementary level because
questions "tapping more elemental skills be asked first and questions tapping 'higher'
skills be asked later" (Finn, 1990:230). These questions, according to Nuttall (1982,
1996), "are essential preliminaries to serious work on a text, because until [the
teacher] is sure that the plain meaning of the text has been grasped, there is no point

attempting more sophisticated exercises" ( Nuttall 1982:132).

Despite this vital importance as a stepping stone for reading comprehension and the
due emphasis given to it in the syllabus, students' result in this sub - skill was not
encouraging compared with the level of difficulty of the sections (Section I-lll). As
can be seen from Table 4.6, these sections were some of the easiest sections in the
test with an average F.V. of 0.58. The average score for these sections was 55%,

which was slightly greater than the overall average of the test, 54%.

One interesting finding of this sub - skill was that the literal comprehension questions
were presented in three various formats: Multiple-Choice, True or False and Fill - in -
the - Blank - Spaces (short answer). Students did well in the multiple - choice format,
satisfactorily in the True or False format and below average in the fill in the blank
(short answer) format. This result could be attributed to a number of possible

factors. These include:
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[. Almost all the tests designed by the classroom teachers and
surveyed by the investigator were presented predominantly in the
multiple- choice format and to a lesser extent, in the True or False
format. Questions in the Fill in the blank space format, on the other
hand, were rare;

Il. Students' inability to write some words in accordance with the
instruction;

lIl. The difficulty level of questions incorporated into each format may
vary. This, in turn, might cause such kind of variation.

Based on the results of these sections, we can make a point or two. First, students
need to be exposed to different formats during classroom assessments. This
exposure would help acclimatise students to the kind of formats that they would be
faced with during examinations. Results obtained from such test formats, which are
new to students, may not necessarily reveal students' reading performance. The
other advantage is related to giving maximum opportunity to students. As Dejenie's
(1990) study indicated, students perform differently in various formats. One format
may favour a certain group of students at the expense of the others. The inclusion of

various possible formats may accommodate diverse interests.

4.2.2. Vocabulary in context

Part One, Section Il, items |- 4 attempt to assess students' vocabulary. A learner's
understanding of a text partly depends on his/her understanding of various lexical
items of their levels. Studies made by Moore, et al. (1998) and Barr and Johnson
(1997) showed significant correlation between performance in vocabulary test and

reading achievement. Taking this view into account, vocabulary in context was
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included in the test and the result of item analysis for this sub-skill is presented in the

table below.

Table 4.7 Item analysis for vocabulary in context

Part | Sec. | Item D.I. EVS No. of students who X Score of
No. No. No. got the item right the section
n %

One | IV I 0.58 0.66 15 63.9

2 0.50 0.66 120 66.7 2.1

3 0.15 0.24 66 36.7

4 0.36 0.36 74 42.1

x=04 x=048 x = 52.1

As shown in Table 4.7, the average discrimination index and the average difficulty level
for this section were 0.4 and 0.48, respectively. This might signal that this section
was of average difficulty level as its F.V. was 0.48. The average score of the section
was 2.1 (out of 5). Fifty two point one percent of the testees scored the average
score and above. This was one of the sections on which students have shown an
encouraging performance. This was a good sign as success in this sub-test might
predict their success in overall reading performance. While reading, it is unlikely for
one to encounter words that are familiar to him/her. He /She rather might
occasionally come across words which are new to him or her. Under such
circumstances readers might use the context as sources of information. This is what
most efficient readers do. The use of context in identifying words correctly
“facilitates reading and develops conceptual knowledge so that students, including
those with learning disabilities, can better understand text” (Chall and Stahi, 1985 in

Barr and Johnson, 1997:112). Cunningham, et al. (1995, 17-18) also found out a
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significant correlation between ability in using context-clues and success in
comprehension. Being a major stepping - stone in the arch of reading instruction, the
55% performance of students, therefore, should be taken seriously. The above-cited
authorities indicate that limited ability of using context would cause failure in

comprehension.

According to the above research findings, if students cannot understand the meaning
of some key words, they cannot relate the theme of the text with their prior
knowledge; if they cannot relate the theme of the text with their prior knowledge,
they cannot construct meaning (Barr and Johnson, 1997:114). If they cannot
construct meaning, their reading will be often laborious and boring. Viewed from this
angle, therefore, the average score of students in this section is compelling educators
to look for ways and means of improving the situation. How do we expect
reasonable comprehension from a student who is poor in using context clues to
understand the meaning of new words! The result of this section calls for better
ways of teaching vocabulary in context, as comprehension is a factor of various
variables one of which is knowledge of vocabulary, which can be improved using

contextual clues.

4.2.3 Information Transfer

Part Two, Section |, items | - 5 attempt to evaluate student's ability to transfer
information from one form to another. Although this sub - skill of reading was not

explicitly stated in the syllabus, it was included in the test. This was done because:
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I. in the textbooks, some literal comprehension questions were presented in
this form;

Il. some tests prepared by teachers, particularly in Bethlehem (Zone 4) and
surveyed by the present investigator, were of similar types;

lIl. if we want to assess students' reading ability, it is better to design tests
which demand the testee little or no writing skills like filling the table
(grids) or information transfer (Tewolde, 1988:21).

Table 4.8 Item Analysis for Information Transfer

Part Sec. Item D.l F.V. No. Of students Av. score
No No. No. who got the item of each
right Section
n %
Two I I 0.45 0.8l 147 82
2 0.52 0.78 139 1Y
3 0.92 0.48 90 50 29
4 0.83 043 76 42
5 0.77 0.39 72 40
X=070 X=058 X =582

As indicated in the literature section, students demonstrate their understanding of a
certain reading text by performing various tasks. One of these tasks is the one that
involves little or no linguistic elements. Activities like filling grids, drawing maps and

completing tables could come under this umbrella.

Students, in these kinds of activities, are expected to transform information from one
form to another. It was with the intention of testing the ability of understanding
explicitly stated ideas and transforming them into a table form that this section was

included in the test. Activities of this kind are supported by authorities like Nuttall
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(1996: 224), Palmer (1985: 79) "Transfer of information, says Nuttall (1996: 224),
works two ways. We can have visual information re-expressed in words or verbal
information re-expressed by means of figures". It was the modified form of the latter

one that was included in this test.

As can be seen in Table 4.8, this section was one of the simplest sections in the test
with average difficulty level of 0.58. Despite this, students have shown a 58.2%
performance with an average score of 2.9 (out of five). Although this was a
promising performance, it might not necessarily mean that students did not have
problems in these kinds of activities. Of the 180 students, 41.8% or 76 students failed
to respond to this section correctly. 42% is a significant value. The figure shows that
almost half of the subjects did not perform well in the section. This ability could be
better developed from the early grades onwards as "it mainly deals with interpretive
strategies” (Nuttall, 1996). The ability to interpret a reading text can also be

considered crucial to deduce meaning from the text.

From the discussion in 4.2.1, one can understand that students, at least relatively
speaking, did well in literal comprehension test (except in questions presented in fill-
in-the-blank-spaces). It is not adequate to limit their understanding to this level only.
Understanding the literal meaning of some ideas, the students should be able to
transfer information. Their results did not, however, indicate such performance. In
order to bring about a change in the students' performance, teachers could take the

initiative.



The teachers could expose their students to this sub - skill. A constant reference to
this sub - skill while teaching reading may be the crux of the matter. But, on the
other hand, if we ask students to turn to page "X" and read turn by turn (reading
aloud), followed by some comprehension questions in multiple - choice format or
other similar formats, students may not be able to perform tasks presented in

different formats like information transfer.

What is demanded from the classroom teachers is deviation from these ritualistic
practices of reading skill. If students read a passage aloud, comprehension questions
are attempted in multiple - choice or “true or false” format by the students and
feedback is given in the form of the "right" answers; in lessons such as this, reading
may not be considered a complete activity. For reading to be effective and complete,

reading activities must be presented in every possible way appropriate to the level.

4.2.4. Reading for the Main Idea

Part One, Section |, item "5" and Part Two, Section Il, items |-3 were used to assess
students' ability of reading for the main idea (skimming). Two short stories based on
students' everyday life (one about a teacher and the other about a student and her
friends) were presented and a grasp of the gist of the whole story in the first passage
and of each paragraph in the second story were evaluated. The following table,

therefore, shows the result of the item analysis.
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Table 4.9 Item Analysis for Reading for the Main Idea (Skimming)

Part | Sec. | Item D.l F.V. Number of students Av. score of
No. No. No. who got the item right | each section
n %
One | 5 0.37 043 64 35.6
Two Il | 0.42 042 70 389 15
2 0.15 0.36 60 3343
3 0.30 046 84 46.7
X =03l X =042 X =45

As shown in Table 4.9, the D.I. and F.V. of this section are 0.31 and 0.42, respectively.

Students have shown a 37.5% average performance on the sub - skill. Thirty seven

point five percent performance might be reasonable compared with the difficulty level

of the sub-skill.

The score, however, is not promising compared with the overall

average for the test: 54%. This deviation from the overall average could be attributed

to a number of factors. Among these are:

|. none of the tests designed by the classroom teachers and surveyed by
the investigator are tests on reading for the main ideas included. The

students did not have exposure to such tasks in their classroom tests;

Il. reading for the main idea demands the quality of being flexible.

The

classroom activities may not lend themselves to such flexibility. Teachers,
as deduced from their responses to the questionnaire do not seem to be
practicing such reading. This could be due to lack of orientation or
awareness about this specific reading activity.

lll.the information density of the two passages might be another cause for
such poor performance.

The combination of these factors and probably some more might be the causes for

such poor performance shown by the students on the section.
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The ability to extract main ideas from a text can be taken as one of the most
important activities in reading classrooms. As students grow older and older, they
might be expected to read for the main ideas based on their purposes. For a learner
to be efficient reader, "main ideas often need to be inferred from what the writer has
written. You should help a child to think about main ideas ... as he or she is reading"

(Farr and Roser, 1979: 275).

It might be starting from the early stages onwards that students can develop this
important ability. Viewed from this angle, students' poor performance in the sub -
test may be a warning for classroom teachers in particular and for educators in
general as these things could cause tremendous difficulties in the students' future

academic achievement.

4.2.5. Comprehension at word level

Part Three, Section |, items |-5 were designed to determine students' ability of
matching words with their corresponding pictures. This section, along with Part |
Section 1V, was included to evaluate students' comprehension at word level. Insight
into word relationship in sentences and the ability to process this relationship might

be considered as a prerequisite for comprehension - proper.
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Table 4.10 Item Analysis for Comprehension at Word Level

Part | Sec. | Item No. D.l F.V. Number of students Av. score of
No. No. who got the item right | each section
n %
Three | | I 0.77 0.64 124 68.9
2 0.63 0.72 121 67.2
3 0.52 0.79 152 844 37
4 0.55 0.72 134 744
5 0.55 0.80 133 739
X =0.60 X =073 X =738

Comprehension at word level is a vital sub-skill one needs to develop at the early
stage. A learner’s success in text comprehension usually depends on his/her
comprehension of words that constitute the text. Any limitation on comprehension
at word level would have effects on reading achievement. The students’ ability in this

sub-skill has been shown above.

This was the sub-test in which students showed the highest performance with an
average score of 3.7 or 74%. Seventy three point eight percent of the testees
achieved this and above. This performance should be encouraged, as there is strong
relationship between comprehension at word level and overall comprehension. The
interpretation of this view states that people who have wide exposure to culture
acquire a large number of words (and are, therefore, good at vocabulary tests) (Finn,
1990: 95). Students scored better in this section as the majority of classroom tests
were characterized by having these kinds of sub-tests. Almost all the classroom tests
were predominantly grammar and comprehension at word level. Comprehension at

word level was tested in isolation (without any context). "When teachers rely on

77



techniques of teaching words in isolation or from cards or lists they divorce those
words from meaning and forgo opportunities to encourage development of other

word recognition behaviors in readers"” (Farr and Riser, 1979:195).

This seems exactly what happens in some of our schools. The testees, for example,
demonstrated the highest performance in this sub-test; this, however, might not
warrant drawing a direct conclusion that students’ performance at this particular sub-
skill was promising. This has been depicted in their performance in section IV, of Part
One; the average score for that section was 55%. One possible conclusion about this
section could be that students performed well in matching words with their
corresponding pictures. They, however, could not perform better when words

appeared in context.

It is good to empower the learners with words using simple techniques; but teachers
should sometimes go beyond such narrow drill in which words are presented in
isolation and their corresponding pictures are demanded. We claim that every
reading activity must be both meaningful and relevant to our students, but the results
of the test did not reveal this. How could a learner make sense of a word when it
appears in isolation!? “Vocabulary instruction,” say Barr and Johnson (1997:114), “
should not involve simply learning a list of words and their corresponding definitions,
but rather should engender active involvement”. "Developing word meaning" they

go on elaborating the point, “is rather a complex one which requires seeing
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relationships, organizing, refining, and elaborating word meanings” (Beck and

Mckeown, 1991 in Barr and Johnson, 1997:114).

4.2.6 Comprehension at Sentence Level

Part Three, Section I, items 2 - 6 attempt to judge students’ ability of comprehension
at sentence level. A sentence was given with four pictures. The sentence described
only one of these pictures. Students were, therefore, expected to demonstrate their

understanding of the sentence by circling the letter of their choice.

Table 4.11 Item Analysis for Comprehension at Sentence Level

Part Sec. Item D.l. F.V. Number of students Av. score of
No. No. No. who got the item each section
right
n %
Three | I 2 0 0.46 8l 45
3 0.33 041 75 41.7
4 0.27 0.29 38 21.6 1.9
5 0.17 0.50 117 65
6 0 043 34 18.9
X =0.15 X =042 X =384

Table 4.1l shows the result of item analysis made for the section coupled with
students' average score in the section. As shown in the table, items in this section
discriminated poorly as the average D.I. was 0.15. This was because the items were
difficult. The F.V for this section was 0.42. In this section students have shown a 38

% performance. This is below the overall average score for the test: 54%. This
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section seems to be one of those in which students performed poorly. This sub - skill
seems to be another area that needs serious attention and particular emphasis, as

students' performance in this sub - test is not promising.

The analysis of the syllabus indicated that students at this stage are expected to
perform well in comprehension at sentence level, as it is the stepping-stone for the
other higher-level reading activities. They are the stepping-stones for the more
complex activities for comprehension at sentence level is essential preliminaries to
comprehension of a text (Nuttall, 1996). Regrettably, all these expectations were
denied, as the average score for this section was only 1.9 (38%).

One possible reason for their poor performance could be the test itself. Despite the
attempt made to maximize the clarity of the pictures included in the test, some
pictures were hardly legible. This might inhibit students from demonstrating their
understanding of the sentences. The other possible reason could be lack of exposure.
Although it was stated in the syllabus, none of the tests surveyed by the investigator
contained this kind of sub-test. Excepting these problems, if this poor performance is
the result of their own lack of understanding and not the problem of the test,
students might encounter comprehension difficulties at the higher levels. This has

been proven by various studies (Finn, 1990). Finn (1990:186) has shown that "the

ability to deal with sentences is related to success in reading comprehension”.
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4.2.7 Reordering

The other element stated in the syllabi and then included in the textbooks is
reordering sentences of a paragraph based on information given in the picture. In
other cases jumbled pictures would accompany a well - organized paragraph. The
students' task would be to arrange the pictures based on the information given in the
passage. In this test, Part Three, Section Il was designed to test this ability. Pictures
were put in the right order but the sentences with wrong order (jumbled together).
The students, therefore, demonstrated their understanding by arranging the sentences

in accordance with the order of the pictures.

Table 4.12 Item Analysis for Reordering Jumbled Sentences

Part Sec. Item D.l. F.V. Number of students Av. score of each
No. No. No. who got the item right section
n %
Three I 2 0.70 0.53 96 5813

3 0.62 0.55 88 489

4 0.60 0.54 98 544 28

5 0.80 0.59 116 644

6 0.73 0.57 108 60

X=069 X=056 X =562

As shown in the above table, this was a section with an average D. |. of 0.69 and F.V.
of 0.56. This might indicate that this section was an average one since its difficulty
level was 0.56 which was a bit higher than the average difficulty level for most
achievement tests, that is 0.5 (Heaton, 1988). It was again one of the sections in

which students performed better. Fifty six point two percent of the students scored
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56.2% (2.8 out of 5). This might be a promising score as reorganization or reordering
is slightly more difficult than literal comprehension questions (Nuttall, 1996). This is
because in order to put events or pictures in sequence, the child might need a fairly
high level of comprehension ability. These questions are really difficult for these
students because the questions require the students to obtain literal information from
various parts of the text and put it together or to reinterpret information. (Nuttall,
1996:188). These questions, according to Nuttall (Ibid.), “are valuable in making the
student consider the text as a whole rather than thinking of each sentence on its own,

or in making him assimilate fully the information he obtains”.

The ability to reorder jumbled sentences is a valuable activity because it can hamper
or promote comprehension. The 56.2% performance shown in this section,
therefore, might be a good indicator for improving their comprehension sub - skill.
Experiments conducted by Urquhart (1984) also seem to confirm that “organization
can significantly alter reader recall of text material; lower recall scores reflected
‘lower’ comprehension’ (1984:174-175). Improving students' ability to reorder
events or pictures can be considered as another way of improving comprehension

ability, as there is significant correlation between reordering and comprehension

(Urquhart, 1984).
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4.2.8 Spelling

4.2.8.1 Spelling in Context

Part One, Section V, items | - 3 were used to determine students’ ability to recall the
visual configuration: spelling of some familiar words taken both from the syllabus and

the textbook.

Table 4.13 Item Analysis for Spelling

Part | Sec. Item D.l EV. Number of Auv. score of
No. | No. No. students who got each section

the item right

n %
One \% | 0.40 0.23 43 239
2 0.22 041 80 444 1.3
3 0.70 0.64 16 64.4
X =044 X =043 X =442

4.2.8.2 Spelling (scanning)

Part four was designed to support the finding in Part |, Section lll. The only difference
that exists between these two sections of the same sub - skill is that in the first one
(Part | Section Ill) students rely on the context given with the question itself. In this
section, on the other hand, students scan any letter from the given ones and form
three words related to school. Predominantly, this section could be taken as a
spelling test. There are also times when the same test format is presented to test

students' scanning ability at an elementary level.



Table 4.14 Item Analysis for Spelling Test

Part Sec. Item D.lL E.V. Number of students Av. score of each
No. No. No. who got the item right section
n %
Four I 047 0.38 62 344
2 0.37 0.23 25 13.9 0.84
3 0.67 04| 65 36.1
X =05 X =0.34 X =281

One of the areas that need careful attention at the elementary level is spelling. It can
be considered as the most basic of all the reading activities. Regardless of this
importance, only 36.2% of the students could score an average result of 37.7% or 1.1.
This section is, of course, one of the most difficult sub-tests with difficulty level of
0.39. Viewed from this point, one can expect low performance but not as low as the
results observed in this study. An average score of 37.7% seems to be reasonable, as
the average F.V. was 37.7. It was really surprising that 63.8% of the students could
not score this average score. This might reveal that most students failed to respond
to this section. The inability of students in this section might be reflected in other

reading activities, such as word-recognition and comprehension at word level.

Studies conducted by Barr and Johnson (1997) indicates that reading and spelling are
reciprocal processes that depend on the same underlying phonological knowledge.
According to the findings of this study, success in spelling is reflected in success in
word-identification. “Good ability in word identification is a source to effective
reading.” (1997,97). This might inform educators that any spelling problem could be

considered as impediment to reading achievement.
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A similar finding was reported from Finn's (1990) studies. In his longitudinal studies,
Finn found that beginning readers would be harmed if they have poor performance in

spelling tasks.

In the present study, too, students who scored high in the overall test did relatively

better in spelling sub-test. Compared with their scores in other sub-tests, their

spelling test result was, however, not promising. The possible reasons for such poor
performance in spelling could be attributed to the following:

|. Although spelling was stated as an objective and included in the

textbooks, none of the tests surveyed contained spelling test. The

inclusion of this section in the present test might, therefore, create a

feeling of anxiety on the part of the testees, as students did not have
adequate practice on the sub-test.

Il.  According to Fyffe and Mitchell (1985-19), “Spelling is both critical and
difficult, particularly at an early stage of reading. "Students' poor
performance could, therefore, emanate from the nature of the sub-skill.

The above - cited authorities have indicated that there is a significant correlation
between spelling performance and word recognition achievement. Word recognition
is also a base for many reading activities. The poor performance shown in this
section, therefore, calls for careful attention to spelling as this might affect growth in

other reading areas.

4.3. Analyses of differences among the three groups: Low,
Average and High achievers

One - way analysis of variance was employed to determine if there is a significant
difference between the three groups in reading ability test scores. The table below
presents the results of the analysis made for this prupose.

85



Table 4.15 ANOVA summary

Source D.F. SS Ms F. Ratio F. Prob.
Between Groups 2 13214.1183 6607.0592 2732338 .000
Within Groups 177 42184317 23.8329

Total 179 17432.5500

As indicated in the table above, there is a significant difference in the performance of
the three groups on the reading ability test. Further analysis was required to
determine the possible source for such a significant difference in test result. Scheff's
test (see Table 4.16) could be used for this purpose as it yields a conservative

estimate regarding test results of this type.

Accordingly the test indicates that a significant difference if Mean, (Average achievers)
- Mean, (Low achievers), Mean; (High achievers) - Mean, (Average achievers), or

Mean; (High achievers) - Mean, ( Low achievers) > 3.45.

The findings of the analysis revealed that the difference among the three groups is
statistically significant. This is because, the difference between M5 and M,= 26.46,M,

and M, = 13.5, and M, and M|=129.

Further examination indicates that higher achievers scored better as their mean score
was 37.13. Average achievers also performed satisfactorily as their mean was 23.66,
which was similar to the overall average of the test that is 23.73. Low achievers, on

the other hand, performed poorly as their mean was only 10.76.
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Table 4.16 Summary of Scheffe’s Multiple Comparison Test

Low Average High
Mean Group Achievers ( G.1) | achievers (G.2) | achievers (G.3)
10.7632 Grp. |
23.6635 Grp. 2 .
37.1316 Grp. 3 * +

* indicates significant difference.

From the above table, one can understand that all the three groups: Group |, Group

2 and Group 3 contribute for the significant difference observed among the groups.

4.4. Comparisons of Teacher-Made Tests and
Opertionalized - Test Results

A T - Test was conducted to check if there is a significant difference between
Teacher-Made - Test and Operationalized - Test results. To determine whether
there is a difference or not, we begin with stating the null hypothesis followed by

accepting or rejecting it.

In this case our null hypothesis is, there is no difference between teacher - made tests

and that of the investigator, i.e.,

l. Ho: Mean of Teacher-Made Tests results = Mean of Operationalized - Test
results,

[l. H;: Mean Teacher - Made Tests # Mean of Operationalized - Test results ,

The following table shows the t - tests for two - sample groups, that is teacher -

made tests results and operationalized - test result.
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Table 4. 17 T- Test for Teacher-Made Test and Operationalized-Test results.

Number Mean | SD SE of df 2. Tail | SE of
Variable | of cases Mean sig. Diff
Group | 180 23.7833 | 736 -2.26 358 0.224 1993
Group 2 180 8.959 | .668 -226 | 354.70 0.024 8993

Leven’s Test for Equality of variances: F = 4.579 P = 0.033*

The Null-hypothesis (Ho) was rejected since oc which is 0.05 >P which is 0.033. From

this one can deduce that there is a difference between Teacher - Made Test and

Operationalized -Test results.

An explanation for the difference between Teacher - Made Test results and the

Operationalized - Test results could be attributed to many variables, which include;

Teachers’ evaluations did not particularly reveal students’ reading skill.
They rather revealed overall language performance and predominantly

grammar ability as classroom tests dominated by grammar tests.

Teachers’ evaluations were not conducted at once, rather at least twice
a semester, i.e. Mid and Final Examinations. Along with these test-
results, there are other ‘scores’ included in the evaluation. These
additional scores include score for classroom activities, for neatness of
exercise books, and /or for attendance. These additional scores would

probably be the causes for such differences between the two results.

k

Note that Leven’s test for equality of variances is conducted to determine if homogeneity of the two

distributions (distribution for Group | and Group 2) assumed or not. If the two distributions prove to
have come from heterogeneous population, then t-test is conducted by making adjustments of this
heterogeneous population so that the variables could be comparable.
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4.5 Problems Associated With the Teaching and/or the
Learning of Reading
So far the investigation has paid attention to students' performance in various reading
sub-skills. However, the investigator would like to conclude this section by giving
highlights on some of the salient problems that might possibly account for such poor

performance.

According to the result of teacher's questionnaire, there are various reasons for such
undesirable phenomena prevalent in the sample schools. Most teachers believe that
the new automatic promotion policy is the first problem. The response of the
questionnaire disclosed that students from Grade One to Grade Three are promoted
to the next grade level regardless of their performance. How could a learner, who
cannot recognize a word, comprehend a sentence or a paragraph! One of the
purposes of tests is to identify areas of weaknesses and strengths, and/or to assess
the effectiveness of the method. Avoiding examination may imply avoiding these

opportunities as well.

The other problem mentioned by the teachers is the demand of the syllabus. There
are higher demands on the part of the syllabus. Some of the teachers are unhappy
about the difficulty level of the textbooks, which are considered to be a vehicle for

achieving the objectives stated in the syllabi.

Still the other point, which was identified as a problem, was class-size. In the three

Government schools and one Public school observed, class-size was more than 120.
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In the remaining two Public schools, it was more than 90. This, according to the

teachers, causes tremendous difficulties in achieving the objectives.

Lack of proper follow up on the part the family was still the other problem raised by
the teachers. Parents do not follow the performance of their children. If assignments
are given, almost half of the class comes to class without assignments are being done.
“Reading needs serious and continuous follow up. How could students develop their
reading ability without paying attention to the skill?” was the response of one of the

teachers.

There are some individuals who are assigned to teach at this grade level (in the cycle).
These 'teachers', according to the respondents, do not have any training or
orientation about the profession. The performance of students is adversely affected
by the presence of such teachers. Leave alone teachers who did not have training,
those who graduated from TTls and colleges of Teacher Education are found to be
deficient in handling the skill (Hailom and Woldu, 1999). This is not without reason.
Demand for reading is growing from answering some comprehension questions to a
stage where various reading tasks such as, information transfer, reordering,
vocabulary in content, etc. follow a passage. These kinds of activities, therefore, need

training that equip teachers with the necessary skills.

Lack of adequate vocabulary was also believed to have a serious effect on students'
reading performance. Students, beginning from early stages, do not practise learning
the meaning of new words using different strategies such as contextual clues.
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Whenever they come across any difficult words, they ask for translation. They do
not refer to a dictionary; they do not use contextual clues or any other strategy; but

they ask their teachers or anyone around whom they think knows the meaning.

The above - mentioned problems and probably some more could account for

students' poor performance.
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CHAPTER FIVE: CONCLUSION AND RECOMMENDATION

5.1 Conclusion

The idea that served as a springboard for this study was that students' language
performance is below standard (Stoddard, 1988; Rogers,|1969; Teshome,1999), that
students’ reading performance is poor (Genene, 1994; Dubale, 1990; Chefena, 1988),
and that students’ listening ability is even worse (Tewolode, 1988; Seime,1989).
Such findings obtain much support in this study. From the total of 180 sample
students who participated in the study, 94 students (52%) scored below the overall

average of the test.

A close examination of students' performance further disclosed that students
performed better in comprehension at word level and at reordering with an average
score of 74% and 56%, respectively. This promising results might highlight the need

to further develop these abilities as students demonstrated encouraging performance.

In this regard, the results of these sections tend to deviate from the findings of

previous studies, notably those conducted by Tewolde (1988); Rogers (1969);

Soddart (1986).

According to these studies, in almost all language areas (Stoddart , 1986; Rogers,
1969) and in listening (Tewolde, 1988), students demonstrated a very low

performance. As a result, according to their conclusions, English should not be a
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medium of instruction at least in Elementary and Junior Secondary schools (Rogers,

1969; Tewolde, 1988) and at all levels (Stoddart, 1988).

The result of the present study casts a shadow of doubt on the findings of the three
studies. On the basis of their findings, the above cited researchers suggested that the
medium of instruction should be substituted by Amharic. However, the medium of
instruction should not be the target since there is room for improvement. We
should, therefore, be careful to arrive at a strong conclusion that there is no prospect
at all for students adequate mastery of the language in general and reading skill in

particular.

Contrary to this promising performance on the above mentioned two areas, their
achievements on vocabulary in context test and literal comprehension (Fill in the
blank format) were not promising. Students' performance on comprehension-at-
sentence- level was, to use the terms of Elley (1984), regrettably no better as the
average score was only 38% . The average score for the spelling section was not
adequate as it was only 36%. This means that students’ mastery of spelling was

relatively low.

This low achievement in these areas would be the result of many variables which
include: higher demands on the part of the syllabus, poorly designed materials
(mismatch between what is stated in the syllabus and what is there in the textbooks),

class - size, lack of training and orientation on the part of the teachers, the new



automatic - promotion policy and inability of some of the teachers to handle and
employ the textbook properly. This is particularly so as the response of the teachers
to the questionnaire revealed that most teachers are not happy with the difficulty
level of tasks included in the textbook. They expressed their frustration by saying

“some of the reading tasks are difficult even for us”.

Regardless of this, the departure from the overall average score (of 54%) and hence
low achievement, may need a particular emphasis as these areas could cause
tremendous difficulties in the students' further academic achievement. This concern
was expressed by Dechant as early as 1964 who said "There is no adequate
compensation for success in reading . In the academic work of today's school a child
cannot succeed partially. He either succeeds or he doesn't, and without success in
reading, success in almost any other area becomes an improbability, if not an

impossibility." (Dechant, 1964:67).

5.2 Recommendations

As indicated in chapter one, there were some limitations in this study. These
limitations include scope of the test (as it did not include all the major topics of the
textbooks), a number of students and schools involved in the study, some tests are
administered early in the morning, others late morning, still others in the afternoon.
These and probably some other factors were believed to have some effects on the

scope, reliability and validity of the findings. The generalizability of the findings,
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therefore, needs careful attention. Despite this, the findings of the study seem to

have some practical implications for reading instruction.

|. Students were found to be poor in some reading sub-skills like comprehension
at sentence level, spelling (word recognition or identification) and reading for
the main idea. Finding appropriate remedy for these area is, therefore, an

urgent need of the bodies concerned.

2. Having understood the magnitude of the problems widespread in our
education settings, the Ministry of Education changed the syllabi and textbooks
but not the testing style. Teacher - made tests seem not to be responsive to
the new textbooks; the tests remained similar to the old ones: predominantly
grammar in content and multiple-choice in format. Teachers, therefore, need
an orientation in preparing their tests in line with the objective of the
textbooks. The view that says “testing is a natural extension of teaching”

should be understood in this sense.

3. Some teachers were also found to have difficulties in identifying the sub - skills
of reading. These teachers might thus be one of the major causes for
students' poor performance. Proper training and in - service training seem to
be the crux of the matter if their professional quality is to reach a satisfactory

standard.

4. Usually good readers come from homes and schools with many books.
Parents and schools should, therefore, try their level best to supply students

with some easily accessible reading materials.

5. There is still another contribution from parents. Students can develop their
reading abilities not only through classroom reading instructions, but also
through voluntary and spare - time reading as the saying goes: “if you want to
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be a good reader, read more”. Voluntary reading can be considered as
meaningful and effective. Parents can stimulate such voluntary reading if their

children’s reading ability is to reach a reasonable level.

6. Maximum efforts should be made to modify the automatic promotion policy as
many teachers are complaining about its adverse effect. “VWe were not
better”, one of the responses of teachers’ questionnaire reads, “we got worse
with the introduction of the new automatic-promotion policy”. The very idea
of this policy may not be to bring about such undesirable phenomena to our
education system, but the result of the questionnaire disclosed that there are
some problems at the implementation stage. VWe need to sit for a while and

look for ways and means of alleviating these problems.

The aforementioned limited recommendations highlight the fact that it is time to revise the
syllabi, if possible. We also need to see closely what happens when the syllabi are being
implemented. Other policy decisions, on the other hand, should not be always the target

when there are other minor, but still more important decisions.
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Appendix A: An Achievement Test
ADDIS ABABA UNIVERSITY
SCHOOL OF GRADUATE STUDIES
Department of Foreign Languages and ﬁiterature
Part One: Read and Do

Workitu
Workitu was born in Addis Ababa in 1965 E.C. She is now 27 years old. She

works in a school. She is a teacher in an elementary school. She teaches English
in grade 4. She has 35 students in her class, 15 girls and 20 boys. She likes her
students, and her students like her. She is very kind and helps them a lot. She is a

very good teacher.
Section I: Read the story and answer the following questions.

1. What subject does Workitu teach?

A. English B. Ambharic C. Maths

2. How old is Workitu? She is years old.
A. 20 B. 27 C.35

3. When was she born?

A. 1927 B. 1965 C. 1935

4. How many girls does Workitu have in her class?
A. 35 B. 15 C.20

5. The whole story is about
A. the teacher B. the school C. the students
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Section II: Are these sentences true or false?

1. There are 20 students in Workitu's class.
2. She is not a very good teacher.

3. She likes her students.

4. She helps the students very much.

Section III: Fill in the sentences using words from the story.

1. Workitu has boys in her class.
2. She was born in 1965 E.C.

3. She is a teacher in

Section IV: Vocabulary

1. I am a grade four student. I am learning in school.

A. a high B. a junior C. an elementary

2. Ato Solomon teaches us English very well. He is our

A. director B. monitor C. teacher

3. I cannot write a sentence. So my brother me to write a sentence.

A. likes B. helps C. gives

4. My father always buys candy and bread only for me. He me very
much.

A. likes B. takes C. helps
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Section V: The following words are not complete. Fill-in the

missing letters.

Example:
Question: sc__o 1 :aplace where children learn.

Answer: School

1.k n : friendly or thoughtful to others, not cruel.
2.n_w : the present time.
3.o_d : age

Part Two: Read and Complete

My Friends

My name is Senait. I am 12 years old. I have three friends. My best friend is

Chaltu. Chaltu is 10 years old. She is tall and thin.

My second friend is Hana. Hana is 13 years old. She is short and thin. My
third friend is Muna. Muna is 11 years old. She is tall and fat.

We are all in grade four. We study hard together.

Section I: Complete the table with the age, height and weight
of each students. Some of the answers are given for

you as examples.

Name Chaltu | Hana | Muna
Age 10

Height short

Weight thin fat
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Section II: Give the answers for the following questions.

1.The first paragraph is about ;
A. Senait and Chaltu B. Senait and Mun C. Hana and Muna

2. The second paragraph is about :
A. Senait and Chaltu B. Senait and Hana C. Hana and Muna

3.The third paragraph is about ,
A. Senait and Chaltu = B. Chaltu and Mun C. Senait, Chaltu, Muna,
and Hana

Part Three: Read and match
Section I: Write the number of a picture against each word.

House Horse Dog
Pencils Hen




Section II: Which picture does the sentence describe?
The first one is done for you as an example.

1. Hana is sitting on the left of her mother and Ayele is sitting on her right.
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4.The tallest tree had nine flowers on it and the shortest tree had five

flowers.
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Section III: Following the order of the pictures, rewrite the

sentences given below.

The first sentence is given for you as an example.

Y

Ayele went out to play with his friend.

My uncle and his wife have three children.
Ayele ate his breakfast.
Their smallest child is Ayele and Ayele has a little dog.
Ayele drunk a cup of tea.
1 My uncle and his wife are Living in Arat Killo.
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Part Four: Word Game

Find three words which are related to school. Two examples are done for
you (one alphabet can be used many times).

Hmo%mr‘
2 & =0 7 o

“ € C N < /0O/N
X <|®m o/o/g |~

A Mmoo O o » Mmoo
m o w > 3 Q/w
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[ Code

Score |
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Appendix B: Scores

[ Code Score ]
61. 18
62. 13
63. 13
64. 13
65. 13
66. 13
67. 13
68. 19
69. 19
70. 19
/1] 19
12 19
738 19
74. 19
75. 19
76. 20
71. 20
78. 20
79. 20
80. 20
8l. 20
82. 2
83. 2
84. 21
85. 21
86. 23
87. 23
88. 23
89. 23
90. 23
9l. 214
92. 214
93. 214
94. 24
95. 25
96. 25
97. 25
98. 25
99. 25
100. 2
101. 206
102. 26
103. 26
104. 26
105. 26
106. 26
107. 27
108. 2
109. 2
110. 27
LI5S 27
1174 27
i3t 27
114. 27
115. 29
116. 27
117. 3)
118. 39
119. 3)
120. 30
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[ Code Score |
121. 31
122. k]
123. 31
124. 31
125. 31
126. 31
127. 31
128. 31
129. 31
130. 32
131. 32
132. 32
133. 32
134. 32
135. 33
136. 33
137. 33
138. 33
139. 33
140. 33
141. 33
142. 33
143. 33
144. 34
145. 34
146. 34
147. 34
148. 34
149. 34
150. 34
I51. 35
1523 35
153. 35
154. 35
I55. 36
156. 36
157. 36
158. 37
159. 37
160. 37
161. 37
162. 37
163. 37
164. 38
165. 38
166. 38
167. 38
168. 38
169. 38
170. 38
IZ1% 38
172. 38
173. 39
174. 39
175. 40
176. 40
177. 41
178. 42
179. 43
180. 43



Item Response Chart

Appendix C :

10
12

11

Student's Code

26

25

24

23

22

21

20

19

18

17

16

15

14

13

12

11

10

Item

No |No

IV

Part |sec
No

one

Two ||

1: Correct
0: Wrong

& : The Number of Correct responses for the row
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12
10

16

12|1247

12

12

12

12

12

11

11

11

11

10

10

10

One ||

Two |lI

Threq|

Four

TOTAL
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11

11
18

15

14

10
12

10
18
16

Students's Code

52

51

50

49

48

47

46

45|

44

43

42

41

40

39

38

37

36

35

34

33

32

31

30

29

28

27

No

No

iv

No

one

TWQ !

116



D0 |O DO |N ™ @ |O |0 o o] [32]

- o | o -~ Ll R = o]

) 1]

oj|Oo|Oo O|O|v |+~ o L ] [ o o N~

-~

o|Oo|— | o | R e —|O|O b o N~

-

o|jo|o O|Oo|—|O e Lo Bl = = o N~

=

~ o]+ ol|+~]o]o — — [~ [+ — [=] ~

.

—|O|O (< bl (=7 B o —|O|O h ol o o

=

(= Cdl B (=] =)l 0 ] K N oO|O |~ o o ©

—

o|o|o — |O|— | = Ol |O o o O

=

—|O|O | (= K | (=) o — |O|+— o o n

o

=il s=llie=ils=l~= = o|o|o o o o

=

—|O|O Ol |O|Oo o ==l e o o n

=5

(=] (=] £ —|O|O|O o (=3 Lo (=] o o n

-~
(]
o

Q[+Tole ololo]o [S) HEE - =) 1)

QO -
n

Nl—|o|o (=] [« L [«] { —|O|O o o 0

b= o=
o=
3]

BIololol~ |~~~ - ~[o[o|o]o — 1)

u b
=
2]

o|o|o (=] Lol (=] [«] o | (el = ] <

-

—|O|O o|o|o|o o O|—|O = o <

.

(=7 (=1 [=] el L o|o|o v o <

-~

ol|o|o =l o ololo -— o <

—

=O = ol|o|o|o o bl (=3 (=) o = <

—

O|O |~ OO || o S| K o o o <

o

(=) B0 B = fye L= v o ol|o|o o o <

—

(=l Kol o= o|Oo|—|O o =0 o = (50

e

(=3 (=] B o|jo|o|~ S | G e o (] ™

=

ololI= ol|lo|o|o = — |O|+— o = ™

-

o|o|o O|O ||+ - —|O|o o o ™

~—

(=} Lol (=) o|o|o|o o —|O|O S o N

=

0|~ |N —|N|™ | N 0|O|— (52] =

w|O 4 =) ©

Z|= = o °

el= E i =

117



17
14
21

16
12

10

15
10
11

14

17
23
21

Student's Code

78

77

76|

75

74

73

2

71

70

68| 69

66| 67

65

64

63

62

61

60

59

58

57

56

55

54

53

Item
No

No

Il

I\

Part |sec

No

one

Two ||
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16
13
24
18
20

11

12

10
10

14

11

Student's Code

20| 475

20

20

ke

19

ike)

19

19

19

19

19

18

18

18

18

18

18

18

18

17

17

17

17

17

17

17

one

two

three|l

Four

Total
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23

18
25
15
15

18

10
21

15
13
18

15
18
22
21

12

Student's Code

102| 103| 104

99| 100| 101

98

96| 97

95

94

93

92

91

90

88| 89

87

86

84| 85

83

82

81

79| 80

No

No

1\

Part |Sec. |ltem

No

one

Two ||
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14
74

24

26

22
26

10

11

15

12
19
14

26| 26| 607

26

26

25

25

25

25| 25

25

24

24

24

24

Student's Code

23

23

23

23

21

21

21

21

21

20

20

20

one

Two |lI

Threql

Four

Total
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25
24
26
19
20

14
26

15
17
23

22

23

21

10
12

11

23

26
26
22

18
16

Student's Code

122| 123| 124| 125| 126] 127| 128] 129| 130

112| 113| 114| 115] 116] 117] 118] 119] 120| 121

105| 106| 107| 108| 109] 110| 111

Item
No

No

Iv

Part |sec

No

one

Two |l
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15

12
22

22

25

24
23

13
13

19

19
13
17
21

24

{12

32| 766

31

31

31

31

31

31

31

31

31

30

30

30

30

Student's Code

29

29

29

29

29

29

28

27

27

27

26

26

one

Two |lI

Threq|

four

TOTAL
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25
25
26

15
20

14
26
15
22
23

24
25

23

12
15
10
17
24

25

25

25
22

20

Student's Code

132| 133| 134| 135| 136] 137| 138| 139| 140| 141| 142| 143| 144| 145| 146| 147| 148| 149| 150 151| 152| 153| 154| 155| 156

131

No

1

No

1\

Part [Sec [ltem

No

One ||

TWQ I
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13
ike)
16
14
26
26
26

26

26

10
16

17

23

23
25
25

16
13

17

36| 876

36

35

35

35

35

34

34

34

34

34

34

34

34

Student's Code

33

33

33

33

33

33

33

33

32

32

32

32

TOTAL

One ||

Two |lI

Threql

Four
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23
24
24
22
23

23

24

18
21

24
22

24
21

14
17
15
20

24

24
24
24
23

22

Student's Code

172| 173| 174| 175| 176| 177| 178| 179| 180

162| 163| 164| 165| 166| 167| 168| 169| 170| 171

157| 158| 159| 160| 161

No

No

I\

Part [Sec. [ltem

No
One |l

Two |l
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15
22

11

19
24
24
24

24
24

14
17
11

17

23

24
22
24
24
21

15
20

43| 927

43

42

41

40

39| 40

39

38

38

38

38

Student's Code

38

37

38

38

38

38

37

37

37

37

37

36

One |l

Two (Il

Threql

Four

Total
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Appendix D: Item Analysis

(For 120 students)

A | B [ ¢ D | D.I. F.V.

Part One: Section |
H =58 0 2 58-23 = 35 = 0.58 58+23 = 8| =0.68
L=23. 31 6 60 60 120 120
H=0 57 3 57-22 = 35 =0.58 57+22 = 79 =0.66
I5=113 22 25 60 60 120 120
H=0 59 | 59-35 =24 =04 59+35= 94 =078
L=14 e 35 Il 60 60 120 120
HE=110 47 3 47-25 =22 =037 47+25 = 72 =0.6
L= 26 e 25 9 60 60 120 120
H =36 13 Il 36-14 =22 =037 36+14 = 50 = 0.42
L=14. 21 25 60 60 120 120

x = 046 x = 0.63
Part One: Section Il
H=8 57 52.29 =23 =0.38 52+29 =81 = 0.68
L=3lI * 29 60 60 120 120
H=19 4| 41-19 =22 =037 41+13 =60 =05
L =4l o |9 60 60 120 120
H =60 0 60-25 = 35 = 0.58 60+25 =85 =0.71
L=25. 35 60 60 120 120
H =38 22 38-18 =20=10.33 38+18 =56 = 0.55
L=18e 42 60 60 120 120

x = 042 x = 0.58
Part One: Section I
=i 49 49-3 = 46 = 0.77 49+3 = 52= 043
L=y 3 60 60 120 120
H=4 56 56-10 =46 = 0.77 56+10 = 66 = 0.55
=150 « |0 60 60 120 120
H=6 54 54-12=42=07 54+12 = 66 = 0.55
L =48 o |2 60 60 120 120

x=1075 10051
Part One: Section IV
H=0 | 59 59-24 = 35 = 0.58 59+14 =83 = 0.69
L=1lI 25 . 24 60 60 120 120
H=6 | 53 53-23—30—05 53+23 =76 = 0.63
L=5 22 * 23 60 60 120 120
H=16 26 18 26-17= 9=0.15 26+17 = 43 =036
L=29 o |7 14 60 60 120 120
H =36 15 9 36-14 = 22 =0.37 36+14 = 50 =042
L=14. 31 15 60 60 120 120

x = 0.40 x =0.53
Part One: Section V
H=32 * 28 28-4=24=04 28+4 = 32 =027
L="56 - 60 60 120 120
=2 39 39-26 = 13 =0.22 39+26 = 65 =0.54
L =24 * 26 60 60 120 120
=13 57, 57-15= 42 =0.7 STEISI=N725=10!6
L =45 o |5 60 60 120 120

x = 0.44 x = 047
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A | B C D.l. F.V.

Part Two: Section |
H=0 60 60-33 = 27 = 045 60+33 = 93 =0.78
15=027 e 33 60 60 120 120
H=1 59 59-28 = 31 = 0.52 59+28 = 87 =0.73
L=32 e 28 60 60 120 120
H=4 56 56-1 = 55 =092 56+| = 57 =048
5=159 o | 60 60 120 120
H=7 53 53-3 = 50=0.83 53+3 = 56 =047
IS=F57 e 3 60 60 120 120
H=1lI 49 49-3 = 46 = 0.77 49+3 = 52 =043
IN=157 3 60 60 120 120

x =07 x = 0.58
Part Two: Section Il
H=43 7 10 43-18 =25 =042 43+18 = 61 = 0.51
L=18e 27 115 60 60 120 120
H=8 22 30 30-21 = 9=0.15 30+21 =51 =043
L=oB) 17 o 2| 60 60 120 120
H=4 18 38 38-20 = 18 = 0.30 38+20 = 58 = 0.48
L=2I 19 * 20 60 60 120 120

x = 0.30 x =047
Part Three: Section |
H=0 60 60-14 = 46 = 0.77 60+14 =74 = 0.62
L =46 o |4 60 60 120 120
H=0 60 60-22 = 38 = 0.63 60+22 =74 = 0.68
L=238 o 22 60 60 120 120
H=0 60 60-29 = 31 =0.52 60+29 = 89 = 0.74
L=3lI e 29 60 60 120 120
H=0 60 60-27 = 33 = 0.55 60+27 = 87 =0.73
L=233 o 27 60 60 120 120
H'=0 60 60-27 = 33 = 0.55 60+27 = 87 = 0.73
L=33 o 27 60 60 120 120

x = 0.60 x=0.70
Part Three: Section Il
H=7 I 29 23 | 29-29=0 29+29 = 58= 0.48
L=3 14 o 29 14 60 120 120
H='3 34 I 12 | 34-14 =20 =0.33 34+14=48=04
L= o 14 22 12 60 60 120 120
H =28 8 12 12 | 28-12 = 16 =0.27 28+12 = 40 =0.33
L=12e 20 18 10 60 60 120 120
H=13 47 47-37 = 10 =0.17 47+37 =84 = 0.7
L=k o 37 60 60 120 120
Hi="1 14 15 30| I5-15=0 I5£15/="30/= 0:25
L=14 Il o |5 20 60 120 120

x=10:15 x =043
Part Three: Section Ill
H=5 55 55-13 =42 =0.7 55:131=268'=057
L =47 o |3 60 60 120 120
H=5 55 55-18 = 37 = 0.62 55+18 = 73 = 0.6l
L=42 o |8 60 60 120 120
Hi='6 54 54-18 =36 = 0.6 54+18= 72 =06
L=42 o |8 60 60 120 120
H=2 58 58-10 =48 =0.8 58+10 = 68 = 0.57
L =50 « |0 60 60 120 120
H=3 57 57-13 = 44=0.73 57:3131=2701=10!58
L =47 o |3 60 60 120 120

x =0.69 x1=10'59

Part Four: Section |

H=22 38 38-10 = 28 = 047 38+10= 48 =04
I5=50 10 60 60 120 120
H=36 24 24-2 = 22 =037 24+2 = 26 =022
L =58 o 2 60 60 120 120
H=14 46 46-6 = 40=0.67 46+6 = 52 =043
L =54 o 6 60 60 120 120

x =05 x = 0.35
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Item Analysis
(For 180 students)

A B © D D.l. F.V.
H =286 2 2 86-24 = 62 = 0.69 86+24 = 110 = 0.61
L=24 38 28 90 90 180 180
H= o 82 6 82-39 =43 =048 82+39 = 121 = 0.67
L=20 39 3l 90 90 180 180
H=0 - 89 | 89-51 =38 =042 89+51 = 140 = 0.78
L=17 51 22 90 90 180 180
H=18 o 64 8 64-43 =21 =0.23 64+43 = 107 = 0.59
L =30 43 17 90 90 180 180
H =57 17 16 57-20 = 37 = 041 57+20 =77 =043
L=20. 34 36 90 90 180 180
H=19 e 71 71-44 =27 = 0.30 71+44 = 115 = 0.64
L=46 44 90 90 180 180
H =37 53 53-29 =24 =0.27 53+29 = 82 = 046
L=6l ° 29 90 90 180 180
H =87« 3 87-39 =48 = 0.53 87+39 = 126 = 0.70
L =4l 49 90 90 180 180
H =5l 39 51-28 =23 =0.26 51+28 =79 =044
L=28 62 90 90 180 180
H =30 * 60 60-12 = 48 = 0.53 60+12 =72 =040
L=78 12 90 90 180 180
H=10 « 80 80-31 =49 = 0.54 80+31 = 11=10.62
L =59 3 90 90 180 180
H=15 e 75 75-26 =49 = 0.54 75+26 = 101 = 0.56
L =64 26 90 90 180 180
H=4 6 80 80-39 = 49 = 0.54 80+39 =119 =0.66
L=16 35 * 39 90 90 180 180
H=10 7 73 7347 =26 = 0.29 73+47 = 120 = 0.67
L=18 25 47 90 90 180 180
H =27 38 *25 25-18 =7 = 0.08 25+18 =43 =0.24
L =49 23 18 90 90 180 180
H =250 23 17 50-14 = 36 =04 50+14 = 64 = 0.36
L=14 45 31 90 90 180 180
H =58 32 32-10=22=0.24 32+10=42 =0.23
L =280 - 10 90 90 180 180
H =37 53 53-20 = 33 = 047 53+20 =73 = 041
L=70 « 20 90 90 180 180
H=1lI 79 79-36 = 43 = 037 79+36 = |15 = 0.64
L =54 * 36 90 90 180 180
H=4 86 86-59 = 27 = 0.30 86+59 = 145 = 0.81
L =3l * 59 90 90 180 180
H= 85 85-55 =30 =0.33 85+55 = 140 = 0.78
L=35 e 55 90 90 180 180
H=13 741/ 77-10 = 67 = 0.74 77+10 =87 =048
L =280 « 10 90 90 180 180
H=2I * 69 69-8 = 61 =0.68 69+8 =77 = 043
L=82 8 90 90 180 180
H=27 * 63 63-8 = 55 =061 63+8 =71 =0.39
L=82 8 90 90 180 180

0




A B C D.l. F.V.
H=50. 17 23 50-25 = 25 = 0.28 50+25 =75 =042
L=25 43 22 90 90 180 180
H=2I 31 « 38 38-27 =11 =0.12 38+27 = 65 = 0.35
L=35 28 27 90 90 180 180
H=10 31 * 49 49-33 = 16 = 0.18 49+33 = 82 = 0.46
L =30 27 33 90 90 180 180
H= * 85 85-3| = 54 = 0.60 85+31 = 116 = 0.64
L =59 31 90 90 180 180
H= « 85 85-44 = 41 = 046 85+44 = 142 = 0.79
L =46 44 90 90 180 180
H= * 89 89-53 = 36 = 0.40 89+53 = 130 = 0.72
L =37 58 90 90 180 180
H=3 « 87 87-43 =44 = 049 87+43 = 130 =0.72
L =47 43 90 90 180 180
H= « 88 88-56 = 32 = 0.36 88+56 = 144 = 0.80
L=34 56 90 90 180 180
H=11 12 ° 42 25 | 42-40 =2 = 0.02 25+23 = 82 = 046
L=10 17 40 23 90 90 180 180
H=13 * 48 17 12 | 48-26 =22 = 0.24 48+26 = 74 =041
L=13 26 33 18 90 90 180 180
H=36e 14 24 16 | 36-16 =20 =0.22 36+16 =52 =029
L=16 25 33 16 90 90 180 180
H=22 ° 68 68-22 = 46 = 0.51 68+22 = 90 = 0.50
L =38 52 90 90 180 180
H= 18 17 e 54 | 54-24 = 30 = 0.33 54+24 =78 = 043
L=28 17 2 24 90 90 180 180
H=18 e 72 72-24 = 48 = 0.53 72+24 = 96 = 0.53
L =66 24 90 90 180 180
H =120 « 70 70-29 = 41= 046 70+29 =99 = 0.53
L=6l 29 90 90 180 180
H =120 * 70 70-28 = 42= 047 70+28 = 98 = 0.54
L=62 28 90 90 180 180
H=12 *78 78-28 = 50 = 0.56 78+28 = 106 = 0.59
L=62 28 90 90 180 180
H=13 o 77 77-26 = 51=0.57 77+26 = 103 = 0.57
L =64 26 90 90 180 180
H =36 ° 54 54-15=39=043 54+15 =69 = 0.38
L=75 15 90 90 180 180
H =52 * 38 384 = 34=0.38 38+4 =42 = 0.23
L =86 4 90 90 180 180
H=23 e 67 67-7 = 60 = 0.67 67+7 =74 = 041
L=283 7 90 90 180 180
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A B C D.I. F.V.
[ H=50e 17 23 50-25 = 25 = 0.28 50+25 = 75 = 0.42
L=25 43 22 9 90 180 180
2 H =2l 31| <38 3827 =11 =0.12 38+27 = 65 = 0.35
L=35 28 27 90 90 180 180
3 H=10 31| <49 4933=16=0.18 49+33 = 82 = 046
L =30 27 33 9 90 180 180
1 H= .85 8531 = 54 = 0.60 85+31 = 116 = 0.64
L =59 31 90 90 180 180
2 H= .85 85-44 = 41 = 0.46 85+44 = 142 = 0.79
L =46 44 90 90 180 180
3 H= . 89 89-53 = 36 = 040 89+53 = 130 = 0.72
=37 53 9 90 180 180
4 H= .87 87-43 = 44 = 049 87+43 = 130 = 0.72
L =47 43 9 90 180 180
5 H=2 .88 88-56 = 32 = 0.36 88+56 = 144 = 0.80
L = 34 56 90 90 180 180
2 H=11 2] «42 25 | 42-40 = 2 = 0.02 25+23 = 82 = 046
L=10 17 40 23| 90 90 180 180
3 H=13 .48 17 12 | 48-26 = 22 = 0.24 48+26 = 74 =041
L=13 26 33 18] 90 90 180 180
4 H=36e 14 24 16 | 36-16 = 20 = 0.22 36+16 = 52 =029
L=16 25 33 16| 9 90 180 180
5 H=22 . 68 6822 = 46 = 0.5 68+22 = 90 = 0.50
L=238 52 9 90 180 180
6 H= 18 17 o 54 | 54-24 = 30 = 0.33 54+24 = 78 = 043
=28 17 2 24| 90 90 180 180
2 H=18 .72 7224 = 48 = 0.53 72+24 = 96 = 0.53
L =66 24 9 90 180 180
3 H =20 .« 70 7029 = 41= 046 70+29 = 99 = 0.53
L =6l 29 9 90 180 180
4 H =20 <70 70-28 = 42= 047 70+28 = 98 = 0.54
L=¢2 28 9 90 180 180
5 H=12 .78 78-28 = 50 = 0.56 78+28 = 106 = 0.59
L=62 28 9 90 180 180
6 H=13 .77 77-26 = 51= 0.57 77+26 = 103 = 0.57
= 64 26 9 90 180 180
I H=36 .54 54-15 = 39 = 043 54+15 =69 = 0.38
[i=75 5 90 90 180 180
2 H=>52 .38 384 = 34= 0.38 38+4 = 42 = 0.23
L =86 4 9 90 180 180
3 H=23 . 67 67-7 = 60 = 0.67 67+7 = 74 = 041
L=83 7 9 90 180 180
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Appendix E: Students’ questionnaire
(The English version)

ADDIS ABABA UNIVERSITY
SCHOOL OF GRADUATE STUDIES

Department of Foreign Languages and Literature

A Questionnaire to be filled by Fourth Grade Students

This questionnaire is designed to provide me with information pertaining to
background of students, some problems of learning reading, the solutions for

these problems and to establish face and content validity.

There are no right or wrong answers to each question. VWhat is required is
only your opinion. So, please read the items carefully and give your opinions
as these greatly determine the effectiveness of the research. Any information

that you give for these items will be kept strictly confidential.

Thank you for your cooperation.
Direction

Most of the items have alternatives. Read the items and the alternatives given
for each of them and indicate your opinions by putting a tick mark (v') against
your choices. For items that request your free response, please write your

opinions on the space provided.
I. Background Information:

[.1. Student’s Name:

l.2. Grade Section
1.3. Roll Number

|.4. Sex:
[.5. Age:

|.6. Name of the School:

|.7. Have you attended any classes before you started your formal or

regular classes. (church, Kuran, or Kindergarten)! Yes No




2. About your activities and things you prefer to do

2.1. Which of these things (activities) do you do at home? You can

put a tick mark (v) against more than one choice.

e Watching TV

e Watching Films

e Reading Books

e Drawing Pictures

e Listening to mum or dad reading books

e [f others; Please specify

2.2. Which one of the following do you prefer doing most?

e Reading words

e Reading sentences

e Reading paragraphs

e Reading stories

e If others; Please specify

2.3. Which of the following area/s of your English lesson do you
usually find the most difficult;

e Spelling

e Grammar

e Vocabulary

e Reading

2.4. How do you evaluate the reading passages and exercise that

follow the passages?

- Easy - Fairly Difficult

- Fairly Easy - Difficult
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3. Regarding the quality of this test as a whole

Direction:- Indicate the extent of your agreement to each statement by

putting a tick mark (v') on one of the corresponding boxes

under level of agreement.

Example: Learning English

is enjoyable.

Level of Agreement

Strongly
Disagree

Disagree

Neutral

Agree

Strongly
Agree

v

3.1 The format or the layout of this test

is good.

3.2 The instructions in this test are clear.

313

This test assesses or measures my
reading ability.

34.

This test has caused me fear and
anxiety.

3.5

The time allotted for this test is fair.

3.6.

This test is (positively) different from
other English language examination
like your first semester examination.

3.7

The length of this test is reasonable.

38.

The passages in this test are interesting.

3.9.

The passages in this test are simple for
grade 4 students.

3.10. If you have any particular comment

(any thing good or bad about the test),
please specify.
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4. Regarding the quality of each section or component

Direction:- For each statement listed from 4.1 to 4.1| please rate the
quality of each section or component by putting ‘v* in one of
the boxes corresponding each.

Very Very
Example:- Bad Bad Neutral | Good | Good

Learning English is

4.1. The reading passages p.| & p.3
4.2. Section | (items |-5)

4.3. Section Il (items 1-4)

4.4. Section Il (items 1-3)

4.4. section IV (items |-4)

4.5. Section V (items |-3)

4.6. Part Two section | (items [-5)
47. “ I (items 1-3)
48. Part Three “ | (items |-5)
49. “ I (items 2-6)
4.10. “ “ N (items 2-6)
4.11. Part four “ | (items |-3)
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Appendix F: Students’ questionnaire
(The Ambharic version)

A4S0 AN &LnCnt
LVl I°LF TIVCET (bt

e@-sp GELPFG N1—KU-4 TT°VCT G
Nhé-TE e +7EPTF ¢71LT°A aom e

LY aoomPy CHHIED- ¢+7146PF7 ¢ HPVCTH Foed AP NPT
70N FPUCHT A% a%LEIPIVFD- FACH avq L ALY AHY PG
LA WL CHHIED-F 445 WeCOT neHt ATIC ¢HHIEATT 4477 hel
MLLN aFN AAGFRTT ATILITT 1D

ARETIE TS PEE Fahn OLI° G-t ey oo AT hAGTHT TLmb -
ANELeTFY- ANF @ NAHVTS K ETRTAT P NPIEE 071N
ANEEeTTO7 e CRGTE ANEECT CPGET NPT CTLaTC ooy
AHHTE: CANE LT U- PGBt -t F0-

NTNNE-FO Ao 7500
avagol

AHEPE PERPTF R71C-E ANTFD-: PLERPETT AT1EET N7TI0A
WAT1G-c™E aehhn AATH/0RTE P°C™ NTLNTTI7ID- AT1E-P ot Aést
-2t PPant (V) ALCA/ALCLl:  AntLe3 507 Nov-& N-tmeP o0
0F39° NOU-& aPANTU-T A& 4

1. 84-2 avd%—
1.1 no°

1.2 heh then €PC

1.3 +é- PG

1.4 22

1.5 627

1.6 ¢+9°UCT LAV D7 OT°

1.7 277 +PPUCT hoeBarCY/ T/ Nét NeePon VIGTT Neh LI
NeCY7 TVCT N PN/ AN/

T7efav ant1Ch




2. 7 4akvtr WI0FA RILTIHOTCG/E57 T TILEA
W1t CP/ans £TIlmeR PIRPTF—

2.1 MY/ @nP wF htHAHST RIRRNPALT CrE@-T
INTO-GAY/ I NGTO-FAN? QAT NAL °C ASE-TU- &TFaA:

. 7et

&nT® 70t

ae U e TN No& avad

AT @LI° W00 i AAD- v hUsE L7 TT18o0 P

AT A AHY 140/ e,

2.2 AHY WHHAHST ¢rEET ¢Nam “ThG @ taeCnay/ FaeCaT?
Fa 7 “TI0A

45t 1077 “TI0A

RrP2FT 1A

FEnFT 1A

A0 A ARY 106/,

2.3 N7inhta hbHEHS T CRTTAAHT HIPUCFT CHF@- LNEIA/AA?

&L (NTATT) 701
NPOH@®- Fat

2.4 NheAn @O-NP e7LPCNT7 °200F w9 7200%F +Pa@- 7171717
ae\av 5P (110012 FD-

NMI° Pan GFO-

Pan GTD-

aNnAgT 9T -

ne Grom-

NM7° W& 9Fm-




3. CLtTTmF Pl hhovAht:—

avavfT hHY NFF A THEHSGT AT/ RTET ANEEST RTA AL (V)
ant NTILLA NPT/ 07 106/ 0en.:

N1t RLAPT

(10 b
AANTTTIT®

AANTTTT°

Aae®DN7
ENFALEN

ANT1"AU-

nm7°
AN"1"AU-

°AAT  RT7ANHETT av®™IC KN RAT
Y-

v

3.1 e4t+G® A& P4 Y0

3.2 PG @ agvavd £ NND GTFED-::

33 29 449 PAR7 70N Faed
LavHG A

34 2V 4G hareT CRTIAANHT
LHGPF  (Navahd® 4r) ¢e+ae
10 A9°AA NATET ATLNHC
CATANHT 419

3.5 MUY 4&1+9 oONP ethtit
PTLEPF AMT tav'PT e
yM-::

36 2V 419 «CITS BIbt
A LCANFA:

3.7 U777 419 agondét ¢tav L\
1H e hLLAT:

3.8 LY 449 @nP Lot 7°700%
ANLEAT AL LA

3.9 NHY 449 OAHNP L& I°7007%F
ARGTT n&EA  T71EPT  PaA
QT M

3.10 4A9®7F Aheeant +am®é mTae-9° vr L0711 19FT7 hHy NIF

N+tam®- 03 Qab/1aan,
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4. ¢et9®7F ¢HALE haeaeT P Ahoavant—

aogvld T hHY NFF hl-12 NHHCHS T adet TICTF L5907 ¢tafe
nent Pre (V) °Ant WPCR/ N/ bt ad NN Por P

av'Hy /aoH'y::

Naqg® PP (1 CU b
avPe; o Pe T Te Te
9T - qTm- hELAT° qTm- qGT@-

4.1 N20 1 A9 N170 3 fat+ 7°7007F

42 0442 neA ] hEPC 1 -5

43 0492 neA 2 hePC 1 -3

4.4 70492 n&A 3 wePC 1 - 3

45 044 2 neFA 4 hePC 1 - 4

4.6 7°044 2 n&A S heEPC 1 -3

4.7 °04-4 2 e 1 hePC 1 -5

4.8 %044 2 neA 2 hkPC 1 -3

4.9 7°047° 3 neA 1 hePC 1 -5

4.10 7°64-9 3 n&A 2 hePC 2 - 6

4.11 649 3 n&A 3 hePC 2 - 6

4.12 649 4 neA 1 hePC 1 -3




Appendix G: Teachers’ questionnaire
(The English version)

ADDIS ABABA UNIVERSITY
SCHOOL OF GRADUATE STUDIES

Department of Foreign Languages and Literature
A Questionnaire to be filled by Teachers of Grade Four English

This questionnaire is designed to elicit information pertaining to some
problems of teaching reading, the solutions for these problems and to

establish face and content validity.

There are no right or wrong answers to each question. What is required is
only your opinion. So, please read the items carefully and give your opinions
as these greatly determine the effectiveness of the research. Any information

that you give for these items will be kept strictly confidential.

Thank you for your cooperation.
Direction

Most of the items have alternatives. Read the items and the alternatives given
for each of them and indicate your opinions by putting a tick mark (v') against
your choices. For items that request your free response, please write your

opinions on the space provided.
I. Background Information:

[.1. Name of the School:

|.2. Years of service:

[.3. Qualification:

|.4. Subject (s) you teach:
[.5. Sex:




2. About teaching pupils how to read, its difficulty and the syllabus

2.1. Have you got access to the syllabus?

Yes No

2.2. Do you have the Teacher’s Guide?
Yes No

2.3. Is teaching pupils how to read difficult or simple?

e Very difficult
e Difficult

e Simple

e Very simple

2.4. How do you see the reading activities of the text book?

- They are very simple for the students

- They are simple for the students
- They are difficult for the students

- They are very difficult for the students

2.5 Which one of the following readings do your students prefer?
- Reading words - Reading paragraphs

- Reading sentences - If others: please specify
3. About different reading activities, test preparation and administration

3.1 How often do you think your students can read and understand
compound sentences?

- Always - Often

- Not very often - Almost never

3.2 How often do you think your students can read and understand
75 word paragraph on everyday topics.

- Always - Often

- Not very often - Almost never
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3.3 How often do you administer tests?

- Per week - Per month

- Per two weeks - Per two months

3.4 While designing English tests, do you include reading skills?

Yes No If others: please specify

3.5 If yes, how much of the test is reading

1/2 1/3 |/4 1/8 If others: please specify

3.6 While designing English tests, do you prepare them in line with
the kind of activities you do in the class:

Yes No If others: please specify

4. Regarding the quality of the test as a whole

Direction:- Indicate the extent of your agreement to each statement by
putting a tick mark (v') on one of the corresponding boxes

under level of agreement.

Strongly Strongly
Disagree | Disagree | Neutral | Agree Agree

4.1 This test measures reading ability

4.2 The instructions in this test are clear.

4.3. The format or the lay out of this test is good
and convenient.

4.4. This test is (positively) different from other
similar English language tests of Grade Four.

45. The time allotted for this test is fair.

4.6. The length of the test is reasonable.

4.7. The markability of this test is satisfactory.

4.8. The passages and the sources of information
in this test are simple enough for Grade 4
students.

4.9. In general, this test is suitable for Grade
4 students.

4.10 If you have any particular comment please specify:
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5. About the quality and content of each section or component of

the test

Direction:- For each statement listed from 5.1 to 5.9 please rate the quality

of each section or component by putting ‘v* in one of the

boxes corresponding each.

Strongly
Disagree

Disagree

Neutral

_Agree

Strongly
Agree

5.1.

Part one, Section | (items |-4), Section
Il (1-4) and Section lll (items [-3) test
literal comprehension

5.2.

Part One, Section IV On P.2 (items |-4)
tests vocabulary

9.3

Part One, Section V P.3 (items [-3)
tests spelling

5.4.

Part Two, Section | P.3 (items |-5) tests
the ability to transfer information from
one form to another

5.5.

Part One, Section | P.| (item 5) and P.4,
Part Two, Section Il (items |-3) test the
ability to distinguish main idea
(skimming)

5.6.

P.4, Part Three, Section | (items [-5)
tests comprehension at word level.

5.7.

P.5 and 6, Part Three, Section Il (items
2-6) tests comprehension at sentence
level

5.8.

P.7, Part Three, Section lll, (items 2-6)
tests to ability to sentences in the
correct order based on the information
given in the pictures.

D19

P.8, Part IV, Section I, (items |-3) tests
the ability to look for letters to form
three words related to school
(scanning)

6. About some problems of teaching reading at that grade level and possible

solutions to these problems.

Direction: The following items request your free response, please write

your opinion on the space provided.

6.1 What are some of the problems of teaching students how to

read at that grade level?

6.2 What do you think are some of the solutions for these problems?
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Appendix H : Teachers' Questionnaire
( The Amharic Version)

A%.0 AN Lr.aCht
PLVl LY T9°vCT LT
Po-spr ¢3¢ PTG NT-20-G TPVCT heEA
MALTE PEA PATIAHT 9°9°0¢-7 P2L9°A PRV °mPld

ey amed PHHIE® I0NF N°INHOIC 0P T PolperTooe FACTF APAPTS
ATACE @@L ALAT TERT49° AHY TGT LA HELE 05005 PHH2Em-7
4G NPCARS heHT A7IC &9 E7 A1L21T 10

PPEPE RCT LA PAN PATO9°:: hACA® P2PmO+@ (AL7575% tmAl AL
PALTT AN PP Novavsem- avwil °ART 9918:¢7 10 PACN® ANt PP T
PI°CI°4T NPT POLLIANANT PP T ALHT)::

NATONCE NPL27P AhaPANGTAV-::

anan y, @

iy +rae hedt 7PeEPT ANPE PHALE A%466%T7 LHPA:  TLEPLT
N7 N LHANVTOG NPl A%14-6T aPhhhg® KACH P20°790017 0éT AéT
NA®: N~ 4L P42 °AhT (191247 Pavphnt: NT6R"749° A%14-5 AMLATO-
TLELPT AgvAN ooOsm, (1T o® N AL AT PP TPT POGE::

56-P avl B

1 e49°vCT+ L a9

2 PAIAANT HoPy

3 etvCct L8
4 P97 e09°%A TIVCT/T
5
6
7

o
faAAM-NT aonh
PONST AR PNé- AL NAMS ha L9240

2 1007 NA“INTIIC heINeT4 1L AL NACLPeIToo FCTS QA ooy
T9°vCT /syllabus/ '

2.1 @oCY T9°UCT/ syllabus/ NAPL0.LP LITA

AP PA9°_ [RETI/

2.2 Pavgeys. avgel e WA EP LITA? AP PA ALTES
2.3 PATIAHT oo-Ne-PT (LLHIE PoLPOMPTD PPEP T (MhEA @OF
TP T NOLNGPT O aopAGOEPF 490t IC PO.00A00- GTFO?
h® heLAI
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2.4 N ALF®O BC /INTALI AltT NEA/ TSP TT “NTIC W8T
eavpntdA? e Yo pap Yoo
hne gaa _ daA AN
2.5 (oogg o1 Pthtd7 INTFS AT hhao: o oom.
aAOZPF W18, T L1NVFPA?

AT94PTF hae ST ATOPT AN LAN
ATOUCPE N LA AP A ST
2.6 PATIANT 00-Ni-PTT ALHI%. €700 hiAT fhiJa?
A®  RAhET. AT A AHY LIAYTO-

27 AND «HP» MY (19LLHIET 4G O P30 NLA 9°F PUNT
NEA LHFGA?
12% ABREF . 14E . 1/8F

2.8 PAFIAHG oone-PT7 09°7 PUA LH LOATNA?
nag°%+  Qu-at At noc n-at oc
AAT A AHY L0 TO-

3 ATSHE A 05005 PHHIPAG 4A4S  AherAht
Y 0T AtHOHST  POT PRCALT AN PP A8 AL PeprT
aht M 099 aeertPT 800
PO LLEPT

nmye AANTTO79° ATPDONT ano7o7a0- | amge
AANT779° LOTE A AN?77700-

3.1 BY &1% P19 T%
P00 T LIPUTA

3.2 P4ATD ANG T 10

3.30HY 415 @NOT
ethtk TeRPT -t
+op§ P40 ALLAT

3.4 (WY &G @
Pkt PPERPT ARCOT
My AT 24 ST

3.5 QAbAGTO PHAM@: UK,
0 AhLLA>

3.6 LV 4G DAAT
PRIIANG 4ASPTF/ (orange
Vil PHAP 0 ATUAA,
P-hh-tet RANTFE 0T

3.7 PéoAGW aoavL PP AnK
ST

3.8 (HY é4F o7 PA-
INNTF ANLAT ALLAI®

3.9 (WY 445 @0T LA
PHNT AhetE hea
it 2 o L\ ) P VAN W

3.10 4AG®77 AdeeAnt +en?¢é mFe-9° Pr Lhe? 49T hHy 02T QtHamo-
N L00-
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4, PTG F PHALE NEA-T hPCERS heHT APIC &*11T7 (+aeah+
aoavg ¢ NHY OFF h1-12 PHHLHSGTT AL+ YICTT 0°7700 PLASTOT ¢4ALR
heaeT hPCES hent A7C &% t7 Qtevaht+ M aht hoecam® &t adt
n°1ndaey Lo Hy::

nmg° AANTT°79° | AoeoNT aN%?7%a0- | amge
AANTT779° POTE A AN?7°740-

4-1 °né& 1 hea 1
TPE TC/1-4/

heA 2 P4 ¢TC

1-4 2§ h&eA 3 7f¢ &¢7TC
1-3 P20 12A

L7 /literal -
comprehension/ £4.7TFA

4-2 &PréE 1 heA 1 724
¢1TC 1-4 P2AT FaeJ7
/ Vocabulary/ L4 TG~

4-3 °REE 1 heA 1 124
4TC 1-3/ Spelling/ Ph794:
NCo T3 LéTTA

4-4 PR 1 NEA 1 P PE
+¢PC 1-5 /Information
transfer/

Pl s CINTANG T
(72 1A

4-5 PREE 1 NEA 1 T PE
®TC 5 AT PPhéT 2
heA 2 rf4 &7C 1-3
149 145 ATM0N7
/Skimming/ T
LeTTA::

4-6 PR 3 hEA 1 724
®TC 1-5

AT AN PO
“ae7% /comprehension at
word level/ R4 TGA

4-7 9°RéS 3 hGA 2
TPt ®RTC 2-6 Al
TICT RPN Pa0LETT
Tte% /comprehension at
sentence level/ L4.T5A

4-8 °RéEGE 3 heA 3 T4
®TC 2-6 PRI thia
POINLH Ta-7
reordering/£4. TS A

4-9 °RESE 4 hEA 1 T4
®1rC 1-3 PANA /70
T0e% Scanning
LETTA::
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5. 007 Q°I0TIC P12 o100 FACTIG ETLPTT (toeaht

avavy, ¢ NHY (3T CTHLHST? TPEPT PRCOT Y9 hAovdhht LmePA-:
PLEPET PING ANTLPTPT LAm-::

5.1 AhSHE NFEA LT N7 ALOTIPE POLeITaoe P omov-Pt PG PG
T2CTF 9°7 9°% CFo?

5.2 AYHY TACT @GTLPT 9°% 9°7 CTO- LA
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