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Abstract  

The objective of this study was to investigate the instructional initiations that EFL textbooks and teachers 
employ in secondary schools reading classes. The study was conducted based on a multilevel descriptive 
case study design. Data were collected through document analysis, classroom observations, interviews and 
questionnaires. Grades 11 and 12 EFL textbooks, English language teachers, and their classroom students 
were participants of the study. Pre-reading instructional initiations and reading comprehension questions 
of the textbooks were purposefully selected to answer the first two specific research questions. With regard 
to the other two specific questions, forty one EFL teacher participants of Abiyot Kirs and Higher 23 
government secondary schools were involved in the quantitative study. Among these EFL teachers, eight 
participants teaching in grades 11 and 12 classes were selected using stratified random sampling technique 
for the qualitative study. Furthermore, three hundred thirty one students were selected through simple 
random sampling technique from eight sections of the EFL teachers who participated in the qualitative 
method. Then, the findings were analyzed qualitatively and quantitatively. In so doing, the study has two 
levels: EFL textbooks and teachers classroom discourses. Descriptive content analysis was the technique 
used to present the qualitative and quantitative findings of the first level. The study followed Initiation-
Response-Follow-up (IRF) classroom interaction pattern to analyze the data collected from classroom 
observations at the second level. It also employed descriptive statistical analysis of SPSS software to 
present the survey data results. Based on the data analyzed, findings of the two levels of the study indicated 
that EFL textbooks and teachers classroom initiations created students inadequate learning opportunities 
in the pre-reading and post-reading stages of teaching reading. The textbooks in particular deprived them 
of the practices of different pre-reading strategy uses significant to effective reading comprehension. For 
instance, they asked students pre-questions to obtain general comprehension abilities, but not to confirm 
expectations, to extract specific information, and to gain detailed or critical reading facilities. With regard 
to comprehension levels, the textbooks mainly focused on initiations of literal comprehension level 
dominated by cognitive demands of recognition/recall of details (L1) and recognition/recall of comparison 
(L4) sublevels. Though inferential comprehension was the next emphasized level, it was characterized by 
the dominance of its fourth sublevel (inference of comparison, I4) which demanded the contextual meanings 
of words and the absence of other sublevels (I3, I7, and I8). Additionally, the textbooks gave more attention 
to critical thinking skills than the reorganizational comprehension level which comprises of classifying 
(R1), outlining (R2), summarizing (R3), and synthesizing (R4) sublevels. EFL teachers’ pre-reading 
classroom initiations, on the other hand, limited students’ reading learning opportunities to the activation 
of their world knowledge and denied their reflections resulted from their personal experience and previous 
texts read. With respect to their post- reading instructional classroom discourses, EFL teachers initiated 
students to elicit text-based information despite the inclusion of high order cognitive demands of reading 
comprehension questions into the textbooks. Answering own questions and narrowing initial questions were 
the other initiating moves with which participant teachers impaired the instructional objectives of teaching 
reading in the textbooks. The former instructional move resulted from less than three seconds of silent time 
teachers had after posing questions and before students answered the comprehension questions. They did 
not also initiate students with follow-up questions during whole-class text discussion sessions. Therefore, 
grounded in the findings of the study, the researcher suggests that material designers should give due 
emphasis to the inclusion of different pre-reading instructional initiations and proportional distribution of 
reading comprehension sublevels while preparing secondary EFL textbooks. Similarly, EFL teachers need 
to develop their classroom interactional competence that students can capitalize on enhancing their general 
comprehension abilities.   
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CHAPTER ONE: INTRODUCTION 

This chapter sets out the background of the study which begins with an overview of the 

sociocultural theory of language teaching. The background also discusses teaching English as a 

foreign language in general and teaching reading in particular in the Ethiopian context. At last, the 

chapter describes the study impetus, research questions and other related elements including 

operational definitions of key words. 

1.1 Background of the Study 

                1.1.1 An Overview of Sociocultural Theory of Language Teaching  

The emergence of sociocultural theory (SCT hereafter) into the area of research works was 

contributed by a Russian psychologist, Vygotsky (1978), who was interested in applying Marxist 

social theory to individual psychology. The approach he adapts to cognitive development is 

sociocultural on the assumption that “action is mediated and cannot be separated from the milieu 

in which it is carried out” (Wertsch, 1991, p. 18). He derives SCT from two main tenets: zone of 

proximal development (ZPD) and mediated cognitive development from which the latter is the 

focus of the present study (Compernolle & Williams, 2013). In other words, the overview of the 

theory emphasizes the underlying relationship it has with language teaching. With this regard, 

SCT-related seminal studies in the late twentieth century have attracted the attention of a plethora 

of language teaching researchers to investigate educational organizations in general and 

pedagogical artifacts in particular (Aljaafreh & Lantolf, 1994; Skilton-Sylvester, 2002). Ahead of 

the publications of the seminal works, the theory was confined to serve as a theoretical lens for 

conducting SLA researches rather than a comprehensive perspective for the study of language 

education including instructional materials and teachers’ classroom interactions (Lantolf & 

Poehner, 2008). This gap initiated researchers to aim at the study of the social and cultural 

situations of educational organizations which have a potential influence on students’ lived 

experiences of language learning opportunities.  

Despite the different aspects of its definitions, the broader conceptualization of teaching comprises 

of general educational activities such as textbooks design or development and teachers training 

(Compernolle & Williams, 2013). From the viewpoint of SCT, language teaching refers to the 

educational milieu in which students learning opportunities result from the mediating artifacts that 

guide them to achieve higher mental functions. Vygostky (1978) argues against a unilateral focus 

on behavioral and cognitive views of teaching which are the proponents of product-oriented and 
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process-oriented instructional practices respectively. Instead, he acknowledges the dialectical roles 

that sociocultural contexts have on the developments of students’ mediated psychological 

functions. Unlike Piaget (1977) who contends that children’s cognitive development is a pre-

requisite for their learning, and hence cognitive constructivism is the priority, Vygotsky attributes 

the development of humans’ higher mental constructions to the primacy of social and cultural 

situations in which children grow up. This epistemological argument has an implication on the 

conceptualization and implementation of language teaching as a mediating action in the actual 

educational settings. For students’ potential or missed language learning opportunities, SCT 

proponents contend, the goal-oriented mediating instructional artifacts such as EFL textbooks and 

teachers’ classroom discourses deemed relevant to the present study have a significant impact.  

Therefore, EFL language teaching is the pedagogical activity of creating conditions and supports 

in which students can develop their zone of proximal potential abilities through human and/or non-

human mediating tools. In the shed of this perspective, Compernolle and Williams (2013) define 

language pedagogy as “a multifaceted form of organized cultural activity that operates at multiple 

levels” (279). This conceptualization is related to the idea of technical and psychological tools 

with which students’ higher mental functions of language learning are derived from the given 

educational realities. The pedagogical status quo has thus a colossal role on what and how students 

learn a language as Luria (1981, cited from Wertsch, 1991, p. 34) describes the mediational means 

as follows:  

In order to explain the highly complex forms of human consciousness one must go beyond 
the human organism. One must seek the origins of conscious activity and "categorical” 
behavior not in the recesses of the human brain or in the depths of the spirit, but in the 
external conditions of life. Above all, this means that one must seek these origins in the 
external processes of social lift, in the social and historical forms of human existence. 

The above extract indicates that students EFL learning is a mediated action of external interactions 

they have with cultural materials and knowledgeable others. Therefore, the present study on the 

investigation of instructional initiations that EFL textbooks and teachers use to teach reading in 

secondary schools classes drew on this SCT- driven language teaching.   

1.1.2 English Language Teaching in Ethiopia 

Teaching EFL in Ethiopia began when modern or Western-oriented education was introduced in 

1908, and Britons, Americans, Canadians, and Indians were classroom teachers. The main 
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instructional purpose of teaching the language was guided by British curriculum designers whose 

primary concern relied on the grammar translation method. Students were obliged to learn the 

language in the context of memorizing grammatical rules and meanings of multiple words 

(Teshome, 1979). Equipped with such language learning epistemology, students were expected to 

practice direct and indirect translation tasks. However, the teaching of the language deteriorated 

when the country was invaded by Italy between 1935 and 1940 (Pankhurst, 1972).  

The main instructional objective of the fascist education was to establish the colonial system, and 

hence its curriculum enacted a multiple language policy in which the English language was 

underused (Pankhurst, 1972). The colonial education system, therefore, stultified the practices of 

teaching and learning English language. For instance, English teachers were expelled; educated 

Ethiopians were eliminated; schools were closed and used for military purposes; textbooks were 

scarce and had colonial contents; and well-trained teachers were inadequate (Pankhurst, 1972; 

Tekeste, 2006; Teshome, 1979). 

When the imperial ruling system came to power in 1941, the education system was restored and 

the British assistance resumed without clear curricular structure and management. The first book-

form curriculum for elementary schools (grades 1-6) was prepared in 1947/48 by a foreign staff 

committee, mainly Americans (Tekeste, 2006). Since then, teaching EFL has been guided by 

instructional materials and teacher education and training systems.  

        1.1.2.1. EFL Textbooks 

Language teaching is “anything done by material developers or teachers to facilitate the learning 

of the language” (Tomlinson 2011, p. 3). In the curriculum guide developed in 1947/48, English 

textbooks in Ethiopia were designed based on the mastery of the structural elements of the 

language.  Tamene (2012) states that: 

 The language teaching syllabus mainly consisted of word lists and grammar items graded 

across grade levels.  

 Grammar was the starting point in planning language courses.  

 The curriculum specified the grammar and vocabulary learners needed to master.  

 Simplified Readers were recommended for use at different levels including the elementary 

level. (p. 19) 
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Additionally, New Method Readers and Practical English Grammar were textbooks employed in 

primary (1- 6) and junior secondary (7-8) classes, whereas The Prisoner of Zenda and Around the 

World in Eight Days were textbooks for secondary school EFL students (Tamene, 2012). This 

indicates that teaching grammar and vocabulary were the main instructional contents to the 

development of English language textbooks. However, the recommendation of simplified readers 

does not imply that there was an explicit focus on teaching reading. To be more specific, simplified 

readers were believed to be instruments of teaching grammar and vocabulary, and thus a reading-

based syllabus was dominant in the development of lexical and grammatical activities. Textbooks 

contents were dominated by foreign ethos, and they did not provide students with the opportunity 

to learn the language in the contexts of their own cultures. 

In response to the criticisms of textbooks’ contents alienated from students’ cultures, a new English 

curriculum was developed in 1963/4, and the New Oxford English for Ethiopia (Book 1) came to 

instructional use in 1966 (Bender et al., 1976). However, the military government took power, and 

‘English for New Ethiopia’ textbooks were produced. Socialist ideology prevailed in textbooks 

with the main target of teaching grammar which resulted from the wash back effect of grammar-

based Ethiopian School Leaving Certificate Examinations (Awol, 1999). The current researcher’s 

EFL learning reminiscence also showed that ‘Vikus’ and ‘Common Mistakes’ grammar books 

were the main reference materials for carrying out classroom tasks and preparing for national 

examinations. On account of the political benefit of the government, students were devoid of 

textual contents pertinent to their surroundings and cultures. 

After EPRDF had come to power fundamental changes of the educational curriculum in 1994 

became a factor to the revision and redesign of English textbooks. For instance, the contents of 

‘English for Ethiopia’ textbooks prepared for primary and secondary schools under the 

responsibility of the Institute of Curriculum Development and Educational Research (ICDR) 

became local and familiar to students’ living situations. Based on the modifications being carried 

out in 2010, the new textbooks emerged with colorful orthographic representations and graphic 

displays to initiate students’ comprehension and interaction skills. Thus the instructional textbooks 

employed in imperial and military systems were characterized by language forms and foreign 

issues whereas during the EPRDF period they are epitomized by language functions and 

indigenous contents. Within such differences, teacher education and training system has its own 

contribution to the practice of teaching EFL in primary and secondary schools. 



 

5 
 

             1.1.2.2 Teacher Education and Training System in Ethiopia 

During the imperial time, there was a scarcity of trained teachers that resulted in hiring untrained 

12th-grade leavers with the hope that they could be trained through in-service programs (Abiy, 

2005). Bailey (2006) states that “where the need for teachers outweighs the availability of trained 

and proficient teachers, people with limited target-language proficiency and/or little or no training 

will be employed as language teachers” (p. 301). The repercussion of the scarcity of trained 

teachers was not limited to hiring untrained 12th-grade leavers, but it also coerced to assign 

teachers beyond their professional levels. For example, elementary school teachers were assigned 

to teach in secondary schools (Abiy, 2005).  

In the military government period, teacher education and training system was characterized by two 

levels of educational institutions: Teachers Training Institutes (TTI) and teachers’ colleges where 

respective candidate teachers were trained to elementary schools (grades1-6) and junior (grades 7 

and 8) and senior secondary (grades 9-12) schools. English language was the medium of 

instruction in both TTI and teachers’ colleges. Candidate teachers for TTI were recruited from 

high school graduates who were not able to join university in diploma and degree programs 

whereas teachers’ colleges admitted pre-service trainees from university entrants who applied to 

attend university education. This trend continued until the new Education and Training Policy was 

produced in the EPRDF period in 1994. The policy declares that “Teacher training institutions of 

all levels will be required to gear their programmers towards the appropriate educational level for 

which they train teachers” (FDRGE, 1994, p.22). However, teacher education centers admit 

trainees who are low academic achievers and have poor language proficiency backgrounds.  

The trainee teachers for the primary cycle, for instance, till the recent time, have been recruited 

from grade 10 leavers who were not able to pursue their preparatory education, ranging from 

certificate (10+1) for teachers teaching at the first cycle (1-4) and diploma (10+3) for the second 

cycle (5-8). Though the present training program for second cycle primary education has been 

modified to improve the qualification of trainees to first- degree level, candidates attending the 

programs have poor educational backgrounds. In a similar vein, in secondary schools, especially 

second cycle, teachers are required to have a minimum of MA/MSc qualification. 

A plethora of research findings in Ethiopia have thus clamored for the poor pedagogical 

competence school teachers have acquired, and the Ministry of Education has run a Teacher 
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Education System Overhaul (TESO) package with five major areas: Teacher Educators, Pre-

Service Selection Criteria, Pre-Service Teacher Education, Continuous Professional Development 

and Special Upgrading Programs (MoE, 2003). In-service teachers are thus recommended to attend 

continuous professional development and special upgrading programs (summer and distance 

education programs, which have been criticized for the dearth of quality education).  

After completing the in-service and the upgrading programs, teachers are expected to acquire five 

competency standards affirmed by TESO. These are 

facilitating student learning (creating a positive environment, managing 
learners’ behaviors, and linking prior knowledge to learning) , using a variety 
of assessment methods, reflective practitioner (reflecting critically on his/her 
own practice to improve the quality of teaching and learning and encouraging 
students to become reflective learners), teaching methodologies (using a wide 
variety of teaching strategies to include all students in learning, using any 
resource available to enhance formal and informal language acquisition), and 
operating from an ethical position” (MoE, 2010, pp. 3-6).   

The bottom line of TESO programs is to enable teachers to be competent and ethical professionals. 

Notwithstanding the endeavor of the TESO program, the quality of teaching and learning remains 

unsolved, and hence recently Ethiopian education roadmap has been set out after a national-level 

research was carried out by Addis Ababa University academic staff who have long years of 

teaching experience in different fields of studies such as social psychology, EFL, Economics, and 

Biology. The study examined multiple features of the sector including material preparation and 

teacher education and training system. 

 1.1.3 Teaching Reading as a Foreign Language in Ethiopia 

When modern education commenced in the early twentieth century, the philosophy of teaching 

and learning reading enshrined in religious education systems had left a great footprint on how to 

envisage (perceive) and practice reading in EFL classes (Pankhrest, 1972; Abiy, 2005; Tekeste, 

2006). For instance primary schools teaching reading was dominated by the view that lower- level 

reading processes such as orthographic knowledge, word recognition skills, and semantic 

information are the bedrock of students’ reading ability. This view is similar to Verbal Efficiency 

Model (Perfetti, 1985) which contends that students often have problems with higher-level reading 

skills because of their inadequate lexical knowledge of texts.  
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The current primary EFL curriculum, however, perceives reading in the viewpoint of an interactive 

approach in which students are expected to understand information from the text and carry out 

interpretive tasks. For instance, after completing primary reading education, students are expected 

to have the ability of predicting the content of a passage from the topic or from pre-reading 

activities, reading passages about 200-250 words, reporting what they have read, identifying main 

or detailed ideas from a passage, reading for enjoyment and express their feelings about readers, 

transferring ideas from passages into illustrations, interpreting graphs/tables, finding out 

definitions, arranging sentences and short paragraphs in a logical order, and inferring the meaning 

of words from contexts (MoE, 2009). It is believed that achieving these reading competencies 

could prepare students for their secondary school education where the medium of instruction is 

English. 

In secondary EFL classes, “the general aims and purposes of teaching reading were to increase 

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

enjoyment, and to introduce students to good English literature” (Tesfaye & Taylor, 1976, cited in 

Abiy, 2005, p.7). This indicates that the instructional approach used to teach reading was not 

confined to comprehension questions that demanded the reproduction of textual truths, but it also 

aimed at developing students’ extensive reading skills of choosing texts to their interests and 

appreciating literary works. However, the curriculum reform carried out in 1967 shifted the 

practice of teaching reading to an intensive approach, the close and detailed study of shorter texts, 

with the view that reading comprehension is the process of active interaction between the text and 

the reader (Tekeste, 2006) 

After the 1967 reform, the current secondary schools EFL curriculum has envisaged teaching 

reading in a communicative approach; EFL textbooks and teachers classroom discourses should 

integrate text-based meanings with situational nodes or schemata (Kintsch, 1998). Thus, reading 

instruction in secondary schools EFL classes need to provide students with the opportunities to 

predict contents of texts from topics, make notes, infer meanings contextually and/or from word-

formation knowledge, identify main points and detailed information, evaluate the text to inform 

their own comments/judgments, relate what they have read to their own experience, distinguish 

between fact and opinion, and collating information to tables/charts (MoE, 2009).  
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Silberstein (1994) also says that “reading is a complex information processing skill in which the 

readers interact with the text in order to create or recreate meaningful discourse” (p.12). In this 

sense, the reader can be viewed as an active, problem-solving individual who adopts several 

strategies and subskills to facilitate comprehension. This view of reading underlies the perspective 

of an interactive approach to teaching reading which dictates EFL textbooks and teachers’ 

classroom discourses to the development of students’ comprehension abilities to reflect their 

situational understanding of reading texts. The present study also adheres to such a pedagogical 

perspective that could prepare secondary school students for higher education. 
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1.2 Statement of the Problem 

As stated in the previous section, students learning EFL in a non-native environment such as 

Ethiopia are often thought to get the target language learning opportunities from classrooms where 

textbooks and teachers are of vital roles. The tradition of teaching and learning EFL in primary 

and secondary schools in Ethiopia is manifested by the provisions of tailored (readymade) 

textbooks so that students are required to engage in the instructional exercises enshrined in the 

textbooks. This implies that EFL textbooks are mediating artifacts that serve as an instrument 

through which students can develop language abilities at different levels and use a variety of 

learning strategies (Brown, 1995; Richards, 2001). Socioculturalists suggest that textbooks are 

goal-oriented mediating materials that create opportunities for students who have different levels 

of language learning readiness (Leontyev, 2009; Vygotsky, 1978). Ur (1996) also contends that 

EFL classes with textbooks which do not support students to make use of a variety of language 

learning strategies and to enhance their language deficiencies in the teaching- learning process are 

not better than none textbooks classes.  

Some research findings indicate that the objectives of textbooks that do not initiate different levels 

of language abilities and types of strategy uses have a weak role on students’ language learning 

opportunities (Graves, 2000; Korkut & Ertaş, 2016; Rezat, 2006). For instance, Graves (2000) 

claim that textbooks become an impediment to the learning process when they are characterized 

by irrelevant contents with students’ needs, exclusions of learning strategies, and an imbalanced 

variety of task-types. As a result of this, EFL textbooks prevent students from using different 

learning strategies and impair their target language development (Xinyan, 2014). Additionally, 

Törnroos (2005) showed that students’ low performances in EFL classes result from the lack of 

differentiated learning opportunities in textbooks. 

During the time of offering summer courses for secondary schools EFL teachers, the present 

researcher observed that the majority of trainees had complaints about the exploitability of student 

textbooks to teach the target language. From such experience, the researcher realized that 

providing EFL teachers with in-service trainings or interventions alone would be of limited impact 

on enhancing students’ target language proficiency. Instead, delving into the instructional 

initiations that the textbooks employ to teach the language would have a better role in developing 

quality target language instruction. How textbooks initiate students in teaching EFL classes have 

a great influence on the potential and missed learning opportunities they experience during lessons.  
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Instructional initiations teachers employ in classroom discourses are also the mediating artifacts 

that “could either construct or obstruct learning opportunity” (Walsh, 2006, p. 64). In other words, 

the attainment of educational objectives of EFL textbooks can be determined by teachers’ 

classroom initiations which serve as a pedagogical tool that connects the object and the subject or 

student (Leontyev, 1978) In EFL classes, how and what students learn the target language are 

influenced by teachers’ classroom instructional talk, “the sine qua non of classroom pedagogy” 

(Allwright, 1984, p. 159).  

Teachers become an impediment for students’ learning opportunities as their classroom discourses 

of teaching EFL do not initiate them to appropriate from the textbooks. For instance, when the 

present researcher made informal communication with freshman students who scored low in the 

continuous assessments of Communicative English Skills course, they blamed the teaching-

learning experiences they had in secondary schools EFL classes where teachers did not engage 

them in working out exercises provided in the textbooks. In other words, the lack of teachers’ 

initiations of students into textbooks exercises results in missed learning opportunities that prevent 

them from developing their target language deficiencies. 

Therefore, "teachers are a key factor in the successful implementation of curriculum changes and 

particularly in textbook" (Bhanegaonkar & Mahfoodh, 2013, p.2), and their classroom 

instructional initiations should be collected and analyzed to investigate how their pedagogical 

practices influence students’ language learning opportunities (Xinyan, 2014). Whatsoever EFL 

materials are designed in textbooks to help students learn the language skills, the actualization of 

their pedagogical goals into actions are not clear unless teachers’ initiations in classroom 

discourses are investigated (Walsh, 2006).  

The above-mentioned discussions indicate that how and what students learn in EFL classes are 

characterized by the nature of instructional initiations that textbooks and teachers use despite the 

presence of other factors. As textbooks and teachers’ classroom discourses do not initiate students 

to engage in different types of learning strategies and different levels of language abilities, they 

are poor tools for their learning opportunities. The problem becomes severe in the case of teaching 

reading that would have a significant role on students’ target language abilities in general and their 

reading comprehension facilities in particular (Nuttall, 1996). A plethora of research findings show 

that EFL students reading comprehension is poor (Grabe, 2009; McCormick, 2007; Sahin, 2013) 
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owing to a variety of reasons. From the perspective of the present study, the problem is attributed 

to the types of instructional initiations that EFL textbooks and teachers employ in teaching reading 

because student’s “action is mediated and cannot be separated from the milieu in which it is carried 

out” (Wertsch, 1991, p.18).  

Textbooks, in particular, are poor supportive tools for students’ reading learning opportunities 

when they do not initiate different reading strategies and cognitive demands of comprehension 

levels. For instance, the absence of initiating a variety of cognitive reading strategies in the pre-

reading stage could confine students’ learning opportunities of making use of the strategies while 

reading texts. The teaching of reading comprehension questions that falls short of demanding 

students’ higher thinking level, on the other hand, have a detrimental role on their situation-based 

reading comprehension abilities that result from students’ active interactions with the reading texts. 

Additionally, the lack of asking different reading comprehension sublevels within or across major 

categories would bar students from developing their general comprehension abilities. As a result 

of these, students would have low self-efficacy of using reading strategies, and hence they could 

not be able to successfully perform difficult cognitive demands of reading comprehension 

questions provided in the respective higher-level EFL classes. Research findings show that 

participant EFL students’ reading comprehension abilities were a function of the breadth and depth 

of comprehension questions (Day & Bamford, 2005; Korkut & Ertaş, 2016). Put simply, students 

who are initiated to engage into prediction and structural organization questions before reading 

texts have better learning opportunities of the respective strategies of making a hypothesis and 

metacognitive text organization awareness than those who are not exposed into these pre-reading 

instructional initiations (Stieglitz & Oehlkers, 1989). 

Teachers’ classroom instructional initiations of teaching reading also become poor supportive tool 

when they do not intrigue students to learn cognitive and metacognitive reading strategies before 

they read texts and different comprehension levels after reading texts. Research findings show that 

participant EFL students’ learning opportunities of reading comprehension are influenced by 

classroom interactions in which teachers’ initiating moves have a significant role (Nystrand, 2006; 

Westhuizen, 2012; Van den Branden, 2000). With this regard, Rosenblatt (2004) indicated that 

teachers’ classroom discourse of teaching reading does not let students have active interactions 

with reading texts to construct aesthetic stances of meanings derived from their interpretations. 

Other researchers found out that teachers incorrectly initiated students’ background knowledge of 
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reading texts that could lead them to the generation of incorrect inferences and consequently to 

misunderstanding of new texts (Blanc, et al., 2008; Kendeou, Muis & Fulton, 2011).  

The study conducted by Boonteerarak (2014), on the other hand, revealed that teaching reading in 

Thailand was teachers-centered as they were seen as imparting knowledge while students 

answered questions controlled by the teacher. This means, EFL teachers’ classroom discourses of 

teaching reading did not initiate students to actively engage into text discussion sessions such as 

providing evidences from texts and clarifying their responses. Nystrand (1996) claims “how 

students think…and consequently what they can learn depend a lot on how their teachers respond 

to their students’ responses” (p. 29). Richardson, et al.’s (1991) and  Arrumaisa, et al.’s (2019) 

findings confirmed that participant EFL teachers use initiating moves that only help students 

extract microstructure and macrostructure textual meanings despite the presence of situation based 

or transactional reading comprehension questions in the textbooks.  

Research findings in Ethiopia also showed that primary and secondary schools EFL students 

reading comprehension is poor (Abiy, 2005; Abebe, 2012; Chanyalew & Abiy, 2015; Simachew 

& Dawit, 2019). Among these researchers, Abiy (2005) studied on the effects teacher mediation 

had on students’ conceptions and approaches to reading from the perspective of Feuerstein's 

mediation parameters. However, the investigation of pre-reading strategies and reading 

comprehension levels that textbooks and teachers mediated in EFL reading classes was not the 

focus of the study. Therefore, it is recommended “to conduct similar research about teacher 

practices with different research framework and model in order to find the deeper data” 

(Arrumaisa, et al., 2019, p. 28). 

The impetus for the present study was thus derived from the view that the instructional initiations 

EFL textbooks and teachers employ in secondary schools reading classes have a significant impact 

on students’ learning opportunities. The researcher believes that in the absence of examining the 

instructional initiations of these mediating artifacts in EFL classes, any focus on changing teaching 

materials and providing in-service training to develop teachers professionally would be of limited 

impact on bringing potential learning opportunities for students. The Ministry of Education 

designed instructional materials in 2011 and offers short training for in-service teachers to enhance 

their pedagogical content knowledge. It has also administered diagnostic tests annually since 2013 
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to accredit teachers with professional licenses in teaching EFL. However, students’ poor language 

abilities in general and their reading comprehension problems, in particular, remain unsolved.   

To the best of the researcher’s knowledge, there is no study on the instructional initiations that 

EFL textbooks and teachers employ in Ethiopian secondary schools reading classes. For EFL 

students whose learning opportunities of reading strategy use and comprehension abilities are 

determined by the types of instructional initiations residing in textbooks and teachers’ classroom 

discourses, the investigation of these two pedagogical variables in tandem is inevitable. This is to 

say that textbooks’ and teachers’ classroom instructional initiations are the integral mediating 

artifacts of teaching EFL in general and reading in particular. The present study was conducted to 

address this lacuna.     

1.3 Objectives of the Study 

The study has general and specific objectives followed by research questions. 

         1.3.1 General Objective   

This study was designed to examine the instructional initiations that EFL textbooks and teachers 

use in secondary schools reading classes. Based on this general objective, the study focused on the 

following specific objectives. 

 1.3.2 Specific Objectives     

1.3.2.1 Investigate the types of pre-reading instructional initiations that EFL textbooks use 

in secondary schools classes. 

1.3.2.2 Identify the reading comprehension sublevels that EFL textbooks demand students 

in secondary schools classes.   

1.3.2.3 Explore the pre-reading initiating moves secondary EFL teachers employ in their 

classroom discourses of teaching reading.   

1.3.2.4 Explore the post-reading initiating moves secondary EFL teachers employ in their 

classroom discourses of teaching reading.   

Pursuing these specific objectives, the study aimed at answering the following four research 

questions.          
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      1.3.3 Research Questions  

           1.3.3.1 What types of pre-reading instructional initiations do EFL textbooks use in 

secondary schools classes? 

1.3.3.2 What reading comprehension sublevels do textbooks demand students in secondary 

schools classes?   

1.3.2.3 What pre-reading initiating moves do secondary EFL teachers employ in their 

classroom discourses of teaching reading?   

1.3.2.4 What post-reading initiating moves do secondary EFL teachers employ in their 

classroom discourses of teaching reading? 

1.4 Significance of the Study 

Studying instructional initiations of teaching EFL in textbooks and teachers classroom discourses 

has a multitude of importance from policy to classroom levels for the fact that textbooks and 

teachers are the most important mediating artifacts for developing students’ EFL abilities. 

Regarding this, Johnston and Goettsch (2000) argue that textbooks designers and teacher educators 

could benefit from an enhanced awareness about the gaps that instructional materials and teachers’ 

pedagogical practices have in secondary schools EFL classes. Therefore, the findings of this study 

may inform them how EFL textbooks and teachers’ classroom instructional initiations mediate 

students to the goal-oriented teaching of pre-reading strategies and post-reading comprehension 

abilities. 

More specifically, the study could have significance on the introduction of comprehensive 

guidelines that comprise of different learning opportunities of pre-reading strategies and 

comprehension sublevels in secondary schools EFL textbooks. Additionally, it contributes to the 

identification of teachers’ classroom instructional moves deemed necessary to teach reading. Such 

awareness contributes to the incorporation of classroom interactional competence into the pre- and 

in-service teachers’ professional development syllabuses of teaching reading. The present 

researcher believes that developing EFL teachers’ awareness about their classroom interactional 

competence can help them to be reflective practitioners who can prevent themselves from 

impostorship syndrome (Brookfield, 2002) about their pedagogical practices. This means, the 

findings of the study have an implicit contribution for teachers to modify their previous personal 
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assumptions about teaching reading and to develop a critical scrutiny into the instructional 

objectives of reading exercises residing in EFL textbooks.   

From the students’ side, the study helps them to get a variety of learning opportunities of pre-

reading strategy use and reading comprehension sublevels that the EFL textbooks and teachers 

initiate during lessons.  

1.5 Scope of the Study 

To the investigation of instructional initiations that EFL textbooks and teachers use in secondary 

schools reading classes, this study drew on interactive reading approach which comprises of 

bottom-up and top-down meaning construction processes otherwise known as text model and 

situation (reader) model of reading comprehension respectively (Kinstch, 1998). Under each 

category, the theoretical orientation of teaching reading is considered from the schema theory 

which has been the dominant view since the twentieth century and paves the way for the emergence 

of the metacognitive view of teaching reading at the beginning of the twenty-first century. 

Therefore, the investigation of instructional initiations grounds in cognitive, affective and 

metacognitive approaches to teaching reading because they primarily emphasize students’ mental 

functions. This is to say that the types of initiations that encourage students to work in pairs or 

groups were not the focus of the present study.    

The study was conducted at two levels of mediating artifacts: EFL textbooks and teachers’ 

classroom discourses. At the first level, the investigation of instructional initiations was limited to 

grades 11 and 12 EFL textbooks which are expected to create different cognitive and metacognitive 

reading strategy learning opportunities and to develop text-based and situation-based 

comprehension abilities for students (MoE, 2009). At the second level, on the other hand, the study 

focused on teachers’ pedagogical initiating moves that particularly refer to the teaching of pre-

reading strategies and comprehension levels. To this end, the qualitative and quantitative data 

collection methods used for the investigation of teachers’ instructional initiations consisted of 

items relevant to informative and elicitation moves that prepared students before reading texts and 

that encouraged them to get involved in the post-reading discussions. In other words, teachers’ 

classroom talks that aimed at classroom management, social interactions, and feedback behaviors 

were beyond the scope of the study.  
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The instructional initiations of teaching reading in the abovementioned mediating artifacts were 

investigated in two government secondary schools known as Abiyot Kirs and Higher 23 schools 

found in Addis Ababa.  

1.6 Limitations of the Study 

The study was carried out at two hierarchical levels; EFL textbooks and teachers’ classroom 

discourses. For this purpose, data were collected from document analysis, classroom observation, 

and questionnaire. However, the following were limitations of the study 

First, the questionnaires designed for participant teachers and students were prepared from the 

review of related literature for there was no valid and reliable questionnaire aligned with the 

purpose of the present study. Such an absence could have the limitation of excluding necessary 

items to answer the specific research questions. Second, participant EFL teachers were busy of 

teaching a large number of classes per day which resulted from the prevention of COVID 19 

pandemic. The questionnaires were distributed in such a difficult situation where they were could 

be tired to read the items.  To encourage the participants, the researcher paid hundred birr per head 

that could help them scrupulously read the items about their self-reported instructional practices 

of teaching reading.  

COVID 19 pandemic had also a detrimental impact on the process of collecting data in the 

observed reading classes where students were required to wear mouth and nose masks. Since the 

recording gadget was placed into the chest pockets of EFL teacher participants, it was not possible 

to record some students’ verbal responses which were prevented by the masks. Therefore, the 

researcher encountered challenges to explicate the nature of students’ contributions based on 

which EFL teachers asked follow-up questions either in the pre-reading or post-reading classroom 

discourses of teaching reading.  

The final limitation of the study went to the lack of generalizability of findings generated from 

teachers’ classroom observations and their self-reported responses of instructional initiations of 

teaching reading in the two selected secondary schools EFL classes. Although data were collected 

to investigate the initiating moves the teachers employed in the pre-reading and post-reading 

stages, the findings of their instructional initiations were not generalizable for EFL teachers 

working in other secondary schools grades 11 and 12 classes. 
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1.7 Definitions of Key Words 

 Activity, Exercise, and Task: Richards (online) states that exercise “involves controlled, 

guided or open ended practice of some aspect of language”, whereas activity “is more general 

and refers to any kind of purposeful classroom procedure that involves learners doing 

something that relates to the goals of the course”.  An exercise is characterized by either 

questions within the same instruction or a question within its independent category. Activity 

is thus the mode of carrying out the goal-oriented exercise(s) individually or in the group. 

On the other hand, tasks refer to cognitive demands that require students to find meanings or 

answers for specific questions in exercises. However, an exercise is envisaged as a task when 

it comprises a question within the independent section.  

 Instructional initiations: From the sociocultural perspective of teaching EFL, instructional 

initiations are defined as informative and eliciting language that textbooks and teachers use 

to mediate students’ mental functions to the required pedagogical goals. In the context of 

teaching reading, instructional initiations refer to informative language and elicitations that 

EFL textbooks and teachers employ to teach pre-reading strategies and post-reading 

comprehension levels. The latter initiations are questions interchangeably used with 

instructional directives which are characterized by imperative acts. In EFL textbooks such 

elicitations are found in reading exercises. These include the following examples: ‘What is 

the main idea of the text?’ and ‘Find six phrasal verbs in the text and discuss their 

meanings’.   

 Learning opportunity: It indicates the situations created for students to learn pre-reading 

strategies and comprehension abilities which result from EFL textbooks’ and teachers’ 

instructional initiations. 

 Mediation: It is the use of language in EFL textbooks and teachers’ classroom discourses 

that assist students to achieve the required pedagogical purposes (Vygotsky, 1978). 

 Reading strategies/skills: Though consciousness and unconsciousness in reading 

processes are attributed to reading strategies and skills respectively, these two terms have 

confusing conceptual demarcation, and hence they are used interchangeably (Anderson, 

2009; Grabe & Stoller, 2013). Therefore, in the context of this study, there is no conceptual 

demarcation between reading strategies and skills, and hence they are interchangeably 
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envisaged as cognitive processes that textbooks and teachers initiate in the pre-reading 

stages of EFL classes.  

1.8 Organization of the Study 

In this study, there are four chapters necessary to understand and answer the specific research 

questions stated in this chapter. Chapter two was the ensuing part of the study which presents the 

review of related literature. Chapter three is the next part that deals with the research methodology 

in general and the research paradigm, research design, sampling, data gathering tools, data 

collection procedures, data analysis method, and pilot study in particular. Analysis of qualitative 

and quantitative databases and discussions of findings are the focus of chapter four. Finally, 

chapter five describes the summary, conclusions, and recommendations of the study. 
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CHAPTER TWO: REVIEW OF RELATED LITERATURE 

This chapter presents the descriptions of conceptual issues within the domains of SCT and teaching 

reading. First, it sets out the body of SCT of teaching by focusing on mediating artifacts in general 

and mediating artifacts of teaching reading in particular. The next section discusses theoretical 

perspectives of reading and its instructional practices. The main components of the section are 

models of reading and instructional initiations of teaching reading in EFL textbooks and teachers’ 

classroom discourses. The last section deals with the theoretical framework in which this study is 

undertaken.    

2.1 Mediation and Mediational Tools 

                        2.1.1 The Relevance of Mediation and Mediational Tools to Language Teaching 

Originated from the SCT, mediation is “the idea that higher psychological functions are 

accomplished indirectly through the use of auxiliary stimuli’ (van Compernolle, 2015, p. 197; 

italics in original). According to Vygotsky (1978), higher psychological functions are uniquely 

human thinking skills developed through social and cultural mediating artifacts. Therefore, “an 

examination of the precursors to intramental functioning (that is, of interrnental functioning) is the 

key to understanding mental functioning in the individual” (Wertsch, 1991, p. 26). This is to say 

that human’s higher mental functioning (intramental functioning) results from the indirect roles 

(intermental functioning) of artifacts. To this end, socio-culturalists introduce the use of mediating 

artifacts as tools that stimulate psychological processes and cognitive developments; human 

beings’ higher intramental function (learning) is a mediated (indirect) action.   

Vygotsky (1978) adapts object-oriented mediated activities from Marx (1867/1957) who embarks 

on the significance of utilizing working tools for the development of human evolution from 

primitive to modern human-kind. According to Marx “An instrument of labour is a thing, or a 

complex of things, which the laborer interposes between himself and the subject of his labour, and 

which serves as the conductor of his activity. He makes use of the mechanical, physical, and 

chemical properties of some substances in order to make other substances subservient to his aims” 

(as cited in Friedrich, 2014, p. 54). Based on this premise, Vygotsky suggests that human cognitive 

development is influenced by material tools that mediate the physical environment or world as the 

following triangular schematic representation describes.   
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Figure 2.1 Mediated action model, Vygotsky (1978) 

This is to say that human beings (S) use material tools (MA) to conquer nature into technological 

advancement, ease personal or collective activities, and facilitate their social relationships (O) that 

lead them to higher mental functions (Vygotsky, 1978; Leont’ev 1978). In the educational context, 

the introduction of object-oriented mediated actions gives rise to the study of using textbooks 

which are “object-oriented and collective” and “culturally formed mediating artifacts” (Rezat, 

2006, p. 410) of students’ higher mental functions. For educational systems such as Ethiopia which 

favor readymade textbooks use, textbooks are the main ways through which students are mediated 

to acquire knowledge and skills.  

Acknowledgment of Marxist theory of object-oriented human activity through material tools 

motivates Vygotsky (1978) to formulate psychological tools and human beings which directly 

mediate mental functions. The former tools, in particular, refer to “signs, symbols, texts, formulae, 

graphic-symbolic devices-with the help of which individuals master their own "natural" 

psychological functions of perception, memory, attention, and so on” (Kozulin, 1998, p.84; 

inverted commas in original). Additionally, Kozulin and Presseisen (1995) describe “higher order 

(psychological) symbolic mediators…include natural and artificial languages, as well as 

discourses and cultural-symbolic systems of different epochs and nations” (p.69). In other words, 

teachers classroom verbal discourse moves, deemed relevant to the present study, are the 

psychological tools that “serve as a bridge between individual acts of cognition and the symbolic 

sociocultural prerequisites of these acts” (Kozulin, 1998, p.1). Thus, teachers’ verbal discourse 

moves in classroom interactions serve as mediating tools to create learning opportunities for 

students.   

The second tools emphasize the intermediary roles knowledgeable others such as parents and 

teachers have on children’s cognitive development as a result of using two approaches (Vygotsky, 

1978). The first approach suggests that "every function in the child's cultural development appears 

Subject (S) Object (O) 

Mediating artifacts (MA) 
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twice: first, on the social level, and later on the individual level; first between people, and then 

inside the child" (p. 57). This approach transposes Piaget’s (1977) idea that is bestowed on the 

inside-outside perspective of cognitive development. The second approach, on the other hand, 

considers other individuals as meaning mediators. A case in point is a child’s internalization of 

indicatory gesticulation signified by an adult (Kozulin & Presseisen, 1995). According to SCT, a 

child makes use of gesture communication as a result of gradual interpretation and transformation 

of the grasping movement of the gesture mediated by knowledgeable others.  

However, “Vygotsky made no attempt to elaborate the activities of human mediators beyond their 

function as vehicles of symbolic tools” (Kozulin & Presseisen, 1995, p.69) so that in the present 

research context human mediator is taken for granted as “a carrier of signs, symbols, and 

meanings” (p. 69) of psychological tools. In other words, the researcher contends that classroom 

teachers are carriers of their instructional talks, and hence textbooks and teachers’ classroom 

pedagogical discourse moves are the two mediating artifacts of students’ object-oriented activities. 

Textbooks are material tools which “do not exist as individual implements”, instead “they 

presuppose collective use, interpersonal communication, and symbolic representation” (p. 68). 

Therefore, they give rise to the appropriation of mediating tools of teachers’ initiating moves used 

to create learning opportunities for students in classroom interactions (Korkut & Ertaş, 2016).  

EFL teachers’ classroom language is thus a key instructional tool to mediate students’ classroom 

activities using pedagogical inputs residing in textbooks. With this regard, Walsh (2006) suggest 

that the language that teachers use in EFL classes is an essential means for pedagogical activities, 

and the functions of the language they employ do not only refer to how well they carry out their 

instructional practices, but also assist how well students will learn. Therefore, teachers’ talk during 

lessons determines students’ learning strategies, comprehension abilities, and practice 

opportunities.   

The aforementioned discussions indicate that learning is not an exclusive inner mind information 

processing. Instead, it is a mediated higher level cognitive function which is resulted from material 

and psychological instructional initiations of EFL textbooks and teachers’ classroom discourses 

respectively. For further understanding of textbooks and teachers’ classroom discourse as 

instructional artifacts of students’ learning opportunities, the present researcher borrows 

Engeström’s (1987) model of activity theory. The model extols how the wider socio-cultural 
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context influences human mental processes through the artifacts that individuals interact in a 

collective activity system. It is comprised of a number of elements which act in a constant and 

dynamic relationship to each other. These include mediating artifact, subject, object, rules, 

community, and division of labor as stated in the diagram below. 

 

 

 

 

 

 

                                        

 

 

 

                                   Figure 2.2 Activity theory model (Engeström, 1987) 

Mediating artifacts refer to the physical and psychological tools such as textbooks, cellphones, 

computers, and teachers’ classroom discourses that provide cognitive and metacognitive assistance 

to the students. The subject describes the individual in a collective group whose action emphasizes 

achieving the object, the desired objective or goal mediated by artifacts. However, the model 

claims that an object is not characterized by stability since it can be influenced by the mediating 

artifacts.  

Engeström’s (1987) model also consists of three components that connect the local human activity 

with the entire social and cultural system. For instance, rules are “both explicit and implicit norms 

and conventions that place certain limits as well as possibilities on the nature of interaction within 

the activity system” (Johnson, 2009, p.79). Community describes the group of people (teacher and 

students in the present case) working in the central (whole class level) and neighbor (small groups) 

activities systems for the same object. Dissonance or conflict occurs when the object in the central 

system (IRF classroom interaction) is different from the one in the other mediating artifact known 

as textbooks. Division of labor, on the other hand, comprises of the division of tasks and authorities 

that participants such as teachers and students share in the situated activity system. 
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The discussion of the abovementioned model is presented from the belief that SCT of teaching 

EFL is the lens through which the current researcher investigates answers for the specific research 

questions stated in the introduction. Students EFL language ability “is mediated and cannot be 

separated from the milieu in which it is carried out' (Wertsch, 1991, p.18) so that the investigation 

of mediating artifacts (textbooks and teachers classroom discourse) in EFL classes in general and 

reading lessons, in particular, is inevitable.  

               2.1.2 Mediating Artifacts of Teaching Reading in EFL Classes 

The mediating artifacts placed on the top vertex of Engeström’s (1987) triangular activity system 

indicate that EFL textbooks and teachers’ classroom discourse mediate students towards the 

object-oriented classroom activities. With regard to teaching reading, EFL secondary school 

textbooks are mediating artifacts with the purpose of creating learning opportunities of different 

pre-reading strategy uses and different levels of reading comprehension abilities. According to the 

SCT of teaching reading, students reading facility is a function of textbooks which are culturally 

formed by the education system and collectively used by teachers and students.  This is to say that, 

students’ poor reading comprehension abilities are attributed to textbooks and teachers’ classroom 

instructional practices despite the presence of other constraints such as students’ low interest and 

poor motivation to reading texts. 

Therefore, textbooks are the first culturally formed mediating tools which determine the 

development of students’ cognitive and metacognitive functioning of reading strategies and 

comprehension abilities. With regard to the cognitive demands of comprehension levels, the types 

of mediating activities of reading comprehension questions are characterized by low and high-

order cultural tools. The low order tools, in particular, refer to textbooks reading comprehension 

questions comprising of literal and reorganization levels of cognitive functioning. High-order 

cultural tools, on the other hand, deal with inferential, evaluation, and creative levels of mental 

functions.     

Textbooks are collectively used as cultural tools of teaching reading is meant that they facilitate 

the psychological tools, teachers’ classroom discourse in the present case, with the purpose of 

assisting students to appropriate and internalize the pedagogical goals residing in the instructional 

materials. In other words, teachers’ classroom discourses of teaching reading in IRF interactional 

patterns by their own right are conduits through which students accommodate reading strategies 
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and comprehension levels for their independent academic purposes. Along with other constructs 

of Engeström’s (1987) model of activity theory, the current researcher presents object-oriented 

mediating artifacts of teaching reading in the following diagram. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 2.3 Activity theory of teaching reading, adapted from Engeström (1987) 

2.2 Theories of Reading 
The most commonly known reading theories stated in literature are categorized into three basic 

approaches: bottom-up, top-down, and interactive reading. However, these three tiers of reading 

approaches are metaphorical by their nature (Grabe & Stoller, 2013; Grabe, 2009), and currently, 

there are eleven specific reading models: Construction-Integration Model, Structure Building 

Framework, The Landscape View of Reading, Capacity Constrained READER (CC READER) 

Model, Interactive Compensatory Model, Verbal Efficiency Model, Compensatory-Encoding 

Model, Simple View of Reading, Rauding, Dual-Coding Theory, and Word-recognition models 

(Grabe, 2009, p. 91). Although the Psycholinguistic Guessing Game, the Schema-Theoretic, and 

the Constructionist Model prevail in the research literature, the first elven models are “well 

recognized among reading researchers and used to explain current research findings” (Grabe, 

2009. P. 91). . 
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Rules: preparations for reading texts, 
silent reading, loud reading, 
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stages 
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Explication of all the eleven models is beyond the scope of this study since they are not significant 

to its purpose. Instead, Kintsch’s (1998) Construction-Integration (CI) and Perfetti’s (1985) Verbal 

Efficiency models which “provide a reasonably complete explanation of reading abilities, and 

present experimental evidence showing how reading skills are performed under different 

conditions” (Grabe, 2009, p. 85), are exclusively discussed to investigate initiations of teaching 

reading in the mediating artifacts of EFL textbooks and teachers classroom discourses. Shahnazari 

and Dabaghi (2014) also suggest that “Verbal Efficiency and Construction-Integration models are 

better in explaining the reading process because they specify the role of cognitive processes in 

reading comprehension more precisely than other models of reading (p.15).  

Duke et al. (2011), on the other hand, state that “Of all the current models of comprehension, 

Kintsch’s (1998) Construction–Integration model is recognized as the most complete and fully 

developed” (p.53). However, in EFL context where reading comprehension is a challenge for many 

students, Compensatory-Encoding Model (Walczyk et al., 2001) is also very essential tool to 

recognize the process of reading as a foreign language. These models are devised for L1 reading 

processes, but “Many of the L2 reading research findings demonstrate the likely applicability of 

L1 reading models to many L2 reading contexts” (Grabe, 2009, p.104).  

                   2.2.1 Construction-Integration Model (CIM) 

Since the Verbal Efficiency theory has an emphasis on lexical efficiency of words, the present 

researcher discussed it with the construction model in which lower-level surface reading process 

(word knowledge and propositions) is a subcomponent to the construction of text-based 

comprehension. Therefore, for convenience of the discussion, the researcher divided the model 

into two: Construction and integration.   

                                              2.2.1.1 Construction Model  

The Construction-Integration model of the reading process is developed from systemic and 

schematic knowledge that has a hierarchical structure to the generation of meaning from the text 

and reader. Construction is the first part of the model that views reading as a process of encoding 

propositional meanings resulted from word recognition and sentence parsing abilities. With regard 

to the importance of linguistic resources of lower-level reading process, Perfetti (1985) suggests 

that readers have weak reading abilities when they have poor lexical representation skills which 

are characterized by slow recognition of word forms, spelling problems, weak knowledge of 
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graphic forms and phonological information (pronunciation), poor recognition of morphological 

affixation, and poor syntactic resources. What is primarily important to effective reading 

comprehension is thus the retrieval of phonological, grammatical and semantic representations of 

a word. Readers having poor word recognition and syntactic parsing knowledge cannot be able to 

make use of the two mental resources (attention and working memory) available for higher-level 

reading comprehension processes such as inference and comprehension monitoring. Therefore 

language is considered as a code and the responsibility of the reader is to break the code with word 

recognition, syntactic parsing and propositional encoding skills (Kintsch, 1998).  

In the construction of microstructure meanings, word recognition is a very significant element to 

develop fluent reading skills: automatic, accurate, and efficient word recognition skills (Grabe, 

2009). However, fluent reading is akin to the ability to retrieve precisely and flexibly the structural 

and functional identities of a word in a given context (Perfetti, 1985). Perfetti illustrates word 

identity with five representational properties: orthography, phonology, grammar, meaning and 

constituent binding. The last feature refers to the simultaneous functions of the first four properties 

for building comprehension. Whenever there is a binding failure, there would be asynchronous 

activation and retrieval of word constituents (e.g. labored decoding; activation of incorrect 

meanings from partial input, p. 360). Research findings also showed that fluent reading without a 

failure of constituent binding is a predictor of reading comprehension abilities and recommended 

fluency instruction (Pressley 1998; Fuchs et al. 2001). Thus, word recognition abilities including 

its orthographic, phonological, syntactic and semantic units predict reading comprehension 

facilities because comprehension is a capacity-limited cognitive process especially in the case of 

reading a text in a foreign language (Grabe, 2009).   

Syntactic parsing is also another vital lower-level reading process, for it demands the reader to 

have the awareness of the grammatical order of a sentence, phrasal groups, and pronoun references 

(Grabe, 2009). The complex grammatical structure of sentences of a text with low reader’s 

syntactic representations (knowledge of tense, modality, verbal phrases, discourse markers and 

modifiers) has the potential to deter his/ her reading process and comprehension abilities. Meaning 

encoding as a proposition, on the other hand, is a process of accessing information in a text resulted 

from a simultaneous interaction of word recognition and syntactic parsing processes. While 

constructing meaning as a proposition, the reader draws on his/her knowledge of both meanings 

of words and grammatical structure of the clause. Whenever s/he is incapable to activate meanings 
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of words from his/her memory and lacks grammatical awareness of the clause, the meaning 

construction process as proposition cannot take place. An activated network of meaning units 

(semantic proposition) in the text determines the reading comprehension abilities a reader accesses.  

Thus, the ability to coordinate and integrate word recognition, syntactic parsing and semantic 

proposition processes (lower-level cognitive processes) results in meaning construction derived 

from the incoming textual information (Grabe; 2009). Once constructing semantic level of text 

representation, the reader can access specific information and the gist residing in the text. This 

implies the idea that a reader’s comprehension ability is a function of his/her perceptual, linguistic 

and semantic representations of a text so that he/she is required to draw on his/her systemic 

knowledge of the text.     

The aforementioned discussions about the converging perspective of lower-level reading process 

indicate that reading is a moment-to-moment construction of explicitly stated semantic meaning 

units derived from readers’ mental gathering of information from word recognition and syntactic 

parsing abilities. As a result of this, meaning encoding as a proposition is the smallest unit of 

constructing textual information. Therefore based on the construction of meaning encoding as 

propositions from linguistic systems, the construction of microstructure meanings from the local 

interconnection of propositions, and the construction of macrostructure meanings from the global 

interconnection of propositions result in a higher-level cognitive skill otherwise known as ‘text- 

based reading comprehension’ Kintsch (1998) developed by “suppressing weakly activated and 

irrelevant information” (Grabe, 2009, p. 92). 

Text-based reading comprehension is a process of generating meaning encoding from the 

preceding and subsequent propositions that represent local meaning relationships or the surface 

details of discourse comprehension and the overall topic of the discourse (Grabe, 2009). To such 

purposes (interconnecting propositional meaning units and creating global discourse 

comprehension derived from a text), activation of related new ideas to the network of textual 

information, overlapping of elements (repetition of an idea and formation of a pronoun across 

propositions), and employment of bridging inferences what Grabe calls ‘the minimal inference 

links’ are the salient cognitive strategies.  
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                                         2.2.1.2 Integration Model 

The integration model is the next (not the other) aspect of reading processes that acknowledge 

reader’s active interaction with the construction of meaning from a text. Integration refers to the 

process of text comprehension skills based on reader’s background knowledge of a text (topic 

familiarity, cultural awareness and previous experience with the area).  It is a remarkable feature 

of the reading process of integration to comprehend meaning in the text, for it provides immediate 

and effortless access to some information that is not clear or even missed out, and it integrates 

ideas. Such prior knowledge facilitates the ability to predict, read fluently, and henceforth 

comprehend better (Hattan et al., 2015). Some research findings indicate that there is a strong 

significant relationship between prior knowledge and reading comprehension (Anderson, 1994, 

Shomoossi, 2004; Turner, 1988); the higher prior knowledge readers have about the content of a 

text, the better reading comprehension performance they have. 

Activation of background knowledge is thus considered as linked networks of reconstructed 

knowledge, instances of memory, schema theory or mental models to reading comprehension take 

place (Grabe & Stoller, 2013). With this regard, Kintsch’s (1998) integration model urges readers 

to construct meaning by activating relevant ideas from the domains of their long-term memories. 

The model recognizes the integration of background knowledge (reader’s active involvement) into 

the reading process as a top-down view of reading otherwise known as a situation model of reader 

interpretation. According to the integration model, background knowledge “plays a supporting role 

and helps the reader anticipate the discourse organization of the text as well as disambiguate 

word-level and clausal meanings as new information is incorporated into the text model (Grabe & 

Stoller, 2013, p. 21; bolded in original). This means it has the role in activating meaning from the 

deepest recess of the reader’s mind. When background knowledge is absent from the reading text, 

the integration reading process demands readers to build the new schema or “mental home” 

(Anderson, 2014) supported by capable individuals such as teachers in the context of EFL reading 

classes. In other words, the activation and building conceptions of the reading process resemble 

the schema theory which describes reading as a process of “activating or constructing a schema 

that provides a coherent explanation of objects and events mentioned in a discourse” (Anderson, 

1994, p. 473).  

A situation model of reader interpretation integrates text information with a well-developed 

network of ideas from the reader’s background knowledge, and it interprets new information in 
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the light of “Reader purpose, Task expectation, Genre activation, Similar story instances, General 

background knowledge resources, Evaluation of the importance of information, its enjoyment 

value, its interest value, Attitudes (and inferences) toward writer, story, genre, episode,  and 

Inferences needed for interpretation (of genre, episode, hierarchical organization, purpose)” 

(Grabe, 2009, p.44). 

Therefore integration of background knowledge to text model of comprehension, at the level of 

situation model of the reading process, helps readers reconstruct the text through personal 

interpretations. To say that readers have comprehended a text beyond the text base information is 

to say that they have developed elaborative inferences (pragmatic inferences) and critical thinking 

abilities (Rosenblatt, 2004). Elaborative inferences refer to meaning representations resulting from 

higher-level processes of integrating literal contents with logically related propositions 

background knowledge (Grabe, 2009). The idea readers understand does not reside in the text, but 

it is a comprehension skill that they can access beyond the lines of sentences or rhetorical 

organization of the text.  Reading comprehension in this case is a reader based response 

reconstructed by active involvement of readers and their activated or constructed background 

knowledge of the text (Rosenblatt, 2004). The following figure illustrates the reading 

comprehension processes at the two levels of Construction-Integration model.  
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Figure 2.4 Reading comprehension process adapted from Kinstch (1998)  

The figure indicates the interactive reading approach resulted from the text and the reader. For 

effective comprehension takes place, working memory (a limited capacity system with active 

storage and processing functions, Ellis, 2000) deals with the activation of linguistic resources of a 

text and reader’s background knowledge; the interactive model of the reading process considers 

the importance of both language and background knowledge in the making of meaning. A reader 

who lacks either of these knowledge could not be able to effectively interact with the claim or 

intention of the writer. Thus, the interactive reading process is more important than the 
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independent role of bottom-up and top-down reading models because it makes use of both systemic 

and schematic variables which neither of the two models individually addresses.  

                   2.2.2 Compensatory-Encoding Model (CEM) 

Compensatory-Encoding model (Walczyk et al., 2001) of reading process is the extension of 

Interactive Compensatory (Stanovich, 1980) and Verbal Efficiency (Perfetti, 1985) models. 

However, unlike Stanovich's model where higher-level strategies compensate as needed, it 

assumes that comprehension is continually using compensatory strategies to counter inefficiencies 

and specific skills weaknesses that affect all readers. In addition to the linguistic and background 

knowledge of a text suggested by CIM, contends the model, strategy use is essential component 

of effective reading process. The model is also distinctive of the Verbal Efficiency model, for it 

assigns a central role to compensatory mechanisms in reading and accounts for what happens when 

reading occurs in a difficult situation. 

When, a reader is not able to comprehend reading texts owing to his/her linguistic or background 

knowledge deficiency, strategic reading is a solution to compensate the deficiency. For example, 

reading slowly is one compensatory mechanism with which struggling readers who have less 

efficient lexical access or semantic-memory access to comprehend the text. Although the most 

common compensatory mechanism is slow reading rate (Walczyk, 1995), there are other 

compensatory activities such as rereading, previewing, predicting, and pausing that engage readers 

in accessing textual information and situational comprehension. In addition to tackling 

inefficiencies and specific skills weaknesses for struggling readers, claims CEM, compensatory 

mechanism or strategic reading is “a prime characteristic of expert readers” (Paris, Wasik & 

Turner, 1991). Compensatory reading techniques could therefore help skilled readers tackle their 

problems of reading processes and comprehend a text. 

The general implication of CEM model is that metacognitive awareness or the “attentional 

process” (such as goal checking, monitoring comprehension, and reading-strategy use) is central 

to facilitate the cognitive process of reading comprehension (Grabe, 2009). Especially for L2 

readers who have inefficient word recognition and constrained working memory to higher-level of 

cognitive processes, metacognitive awareness could have a great role for the development of their 

reading abilities. 
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The following conceptual framework of reading process is derived from the abovementioned 

discussions of the two reading models: CIM and CEM. 

 

 

 

 

 

                                    Figure 2.5 Interactive reading process of CIM and CEM 

The figure indicates that behavioral theory of teaching reading is derived from lower level reading 

process and hence characterized by instructional practices of text-based reading comprehension 

levels. On the other hand, it resembles situation-based reading process to cognitive theory of 

teaching reading. Text-based and situation-based reading comprehension instruction are not a 

sufficient condition to the creation of learning opportunities of strategy use in EFL reading classes. 

Thus, metacognitive strategy use deemed necessary to the purpose of the present study is 

incorporated into the general instructional framework of teaching reading in secondary EFL 

classes. The discussions of the ensuing section is established based on this interactive works of 

CIM and CEM. 

         2.2.3 Implications of CIM and CEM to Teaching Reading in EFL Classes 

From the discussions of the previous section, it is understood that CIM of reading is “a perceptual 

and cognitive process” in which the reader integrates linguistic knowledge of a text, “what the eye 

tells the brain” (Smith, 1969, p. 96), with schematic knowledge, “what the brain tells the eye” (p. 

81) as a result of which s/he can develop interactive text comprehension ability. The model 

indicates that reading is an interactive process of constructing text model of comprehension and 

situation model of interpretation, and hence the teaching of reading “will first emphasize the 

building of an accurate text model of comprehension, and then a strong interpretive situation model 

that integrates well with existing or revised background knowledge” (Grabe & Stoller, 2013, p. 

23). The text model refers to the bottom-up reading process and reflects the extraction of main 

ideas (what a text says) whereas the situation model makes use of the top-down view of the reading 

process and allows the reader to interpret a text (what a text means). More specifically text model 
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reading requires bridging inference while situation model demands elaborative inference to 

comprehend a reading text. In summary of the two models of reading comprehension, Grabe and 

Stoller, (2013) describe as: 

The text model amounts to an internal summary of main ideas 
(which is one reason why summary tasks for learning purposes are 
reasonable tasks to practice). [….] The situation model integrates 
text information with a well-developed network of ideas from the 
reader’s background knowledge, and it interprets new information 
in the light of reader background, attitudes, motivations, goals and 
task purposes. (pp.22, 23) 

The two models represent interactive reading comprehension ability. Bernhardt (1991) considers 

EFL readers’ systemic resources of a text such as L2 proficiency, differences in syntactic and 

vocabulary knowledge that determine their reading comprehension ability. Bernhardt also extends 

the interactive reading process to situation base text interpretations characterized by readers’ 

background knowledge or prior experiences, motivations, purposes, and attitudes of a text.  

Text-based and situation-based explanations of CIM refer to behavioral and cognitive theories of 

reading instruction respectively. For instance, behaviorism which has introduced the teaching of 

phonics to reading programs relates to the text-based reading process of the model. Proponents of 

this theory suggest that reading is a linear process of identifying the orthography of letters and 

their aural equivalents (phonological awareness), associating the visual representations of letters 

in a word into their hearing equivalents (decoding), creating meaning for words (word 

recognition), linking words into phrases and then sentences (syntactic parsing ability), and 

meaning encoding in a text (semantic facilities). Such a claim stems from the assumption that “we 

have no ideas at all other than those derived from experience which comes to us via our sense” 

(McCormic, 2007). In other words, teaching reading is perceived as a process of facilitating and 

controlling students to generate meaning which is framed “as a commodity that resides in texts to 

be reproduced by readers and reported to teachers” (Kuzborska, 2010, p. 95). The development of 

language skills in terms of the practices of word recognition, grammatical structures and textual 

meaning encoding skills is the target of reading instruction. As a result of this, students are 

considered passive recipients of information and meaning extractors in the reading text. Thus, 

behavioral theories of teaching reading underlie the bottom up view of reading and text-based 

reading comprehension. 
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The views of behaviorism were overshadowed by the views of cognitive learning reading theory 

in the middle of the nineteenth century. Cognitivist theory envisages readers as “active theory 

builders and hypothesis testers” (Ruddell & Unrau, 2004, p. 1463) and individual meaning 

constructors drawing on their schemata or background knowledge of the text (Grabe, 2009). 

Students are thus encouraged to construct meaning from the context of a text in which language 

serves as a system of making meaning. When they fall short of comprehending the text owing to 

their deficient linguistic resource, activation of their content knowledge of the text can compensate 

it; failure to reading comprehension is thus attributed to their incapability of making use of 

background knowledge, having motivation for reading, predicting about the contents of the text, 

making inferential meanings, and making projections for the reading.  

According to cognitive views of teaching reading, students have situations in which they reflect 

personal ideas in response to text-based reading comprehension (what the text is about) since the 

main purpose of language teaching is to engage students into interpretive and problem- solving 

tasks (Hutchinson & Waters, 1987). Under such a circumstance, they construct knowledge by 

using the text as a vehicle for an interactional relationship with writers. With this regard, 

constructivist teaching theory holds that knowledge is socially constructed, rather than received or 

discovered from a text. Thus, the cognitive approach to teaching reading represents reader based 

comprehension model since students are required to create meaning, learn by doing, and work 

collaboratively (Richards & Rodgers, 2001). 

Unlike the CIM, CEM has an underlying relationship with metacognitive theory of teaching 

reading that claims students’ consciousness to meaningful construction of text-based ideas and the 

use of appropriate top-down reading strategies. According to metacognitive approach of teaching 

reading, students can develop their comprehension abilities when they are exposed to conscious 

use of mechanisms that characterize the bottom up and top down reading processes. In other words, 

it suggests awareness of cognitive strategies such as background knowledge of a text, text genre, 

monitoring comprehension, purpose of reading, previewing, scanning and skimming as 

compensatory encoding mechanisms of textual inputs. Grabe (2009) states that “strategy 

instruction should not be separate from text-comprehension instruction” (p.332). Therefore, EFL 

textbooks and teachers need to assist students to be aware of cognitive reading strategies from the 

point of encouraging them to regulate their thinking while engaging in text understanding activities 

(Grabe, 2009). 
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Metacognitive approach of teaching reading describes the complexity of reading processes as it 

prepares students to develop their strategy use for academic purposes. Such an instructional 

practice consciously initiates them to learn about the significance of prefaces, prologue, table of 

contents, index, and blurb to their successful academic reading activities. Therefore, metacognitive 

reading instruction is essential in EFL classes where “less successful and novice readers show less 

sophistication in metacognition” (Grabe, 2009, p.53). Additionally, finding of previous researches 

showed that awareness of cognitive reading strategies have a positive relationship with students’ 

comprehension abilities (Cubukcu, 2008; Fung, Wilkinson & Moore, 2003; Habibian, 2015).  

The discussions of the subsequent sections on the instructional initiations textbooks and teachers 

employ in secondary schools EFL reading classes were grounded in the theoretical assumptions of 

CIM and CEM.  

2.3 Instructional Initiations of Teaching Reading in EFL Textbooks 

The sociocultural perspective of language teaching is the theoretical perspective of the current 

study, for it introduces the use of cultural mediating tools of textbooks that support students to 

learn reading in EFL classes (Vygotsky, 1978). According to the proponents of sociocultural 

theory, EFL textbooks are the intermediary supports that connect students and pedagogical goals 

of teaching reading; students reading abilities are mediated actions of the textbooks that they are 

engaged in. In other words, learning opportunities of reading strategies and comprehension 

abilities are an outcome of the sociocultural interactions in which the subject, mediating artifacts, 

and the object have an extricable relationship (Vygotsky, 1978) 

EFL textbooks are thus the primary mediating artifact (instructional tool) that guides students to 

the object of learning reading (Richards, 2001). This underlies the idea that EFL textbooks 

influence what pre-reading strategies and reading comprehension sublevels students need to learn 

during lessons.  

     2.3.1 Pre-Reading Instructional Initiations in Secondary EFL Textbooks  

Students’ pre-reading preparation is an essential step to their EFL reading comprehension abilities. 

A plethora of research works also indicates that students who have exposure to pre-reading strategy 

use outperform those having no opportunity (Ratna, 2014; Simmons, Griffinb & Kameenuic, 1988; 

Stanovich, 1980). Therefore, pre-reading instructional initiations that EFL textbooks employ have 

a primary supportive role. The design and practice of pre-reading instructional initiations arise 
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from the theoretical perspective of schema-based language teaching which acknowledges the 

activation and building of students’ content, linguistic, and formal knowledge of reading texts. 

With this regard, Aebersold and Field (2003, p.66) summarize the importance of pre-reading 

instructional practices as “to establish a purpose for reading a given text, to activate existing 

knowledge about the topic and thus get more out of reading the text, and to establish realistic 

expectations about what is in the text and thus read more effectively”. Additionally, the 

instructional practices aim at building students’ background knowledge (Alderson, 1980; Carrell, 

1988). Therefore, textbooks’ initiations of teaching reading before students read texts comprise of 

a variety of learning opportunities of reading strategies that can give them a chance to freely 

associate their background knowledge with the text and to build their background knowledge 

significant to comprehend texts. In line with the purpose of the present study, the discussions of 

pre-reading instructional initiations of EFL textbooks are grouped into four categories reviewed 

from different literature. These are introducing texts, pre-questioning, pre-teaching vocabulary and 

pre-teaching metacognitive reading strategies.  

        2.3.1.1 Introducing Reading Texts  

Ahead of leading students to reading activities, brainstorming them with general information about 

texts is an evitable EFL textbooks’ pre-reading instructional initiation. Introducing texts in EFL 

textbooks is thus one of the pedagogical practices that provide students with metalinguistic 

knowledge known as “knowledge of texts and genres and how they are organized” (Grabe & 

Stoller, 2013, p. 40). EFL textbooks also introduce sources and/or types of reading texts, 

background information about reading topics, and features of text organizations from the belief 

that building students’ background knowledge about texts can enhance their reading 

comprehension abilities (Grabe, 2001). With this regard, Zhaohua’s (2004) findings which 

confirmed the results of Stanovich (1980) showed that “the more students know about a topic, the 

more they get out of a text and therefore, the more motivated they are to learn” (p. 58). EFL 

textbooks have thus significant roles in giving general information about the text before students 

read it.  

From the viewpoint of schema-based theory of teaching reading, preparing students with the 

provision of relevant content schemata that they are short of can be a compensatory mechanism 

for their comprehension challenges.    
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       2.3.1.2 Pre-Questioning Initiations 

Commencing to read texts and doing the subsequent comprehension questions without pre-reading 

activities become tough and demotivating for EFL students (Nuttall,1996; Ur, 1996; 

Wallace,1992). In response to this problem, pre-questioning initiations are employed in EFL 

textbooks. Harmer (2001) categorizes the types of pre-questions into four functions: (1) to confirm 

expectation, (2) to extract specific information, (3) to obtain general comprehension, (4) to gain 

detail comprehension. The first type initiates students to predict the content of the subject matter 

of the text and to give them an interesting and motivating purpose for reading the text. To this end, 

the questions can be “What do you think the text talks about?”, “What do you predict from the title 

or picture of the reading text?” and “Make a list of specific information found in the reading text”.  

The second pre-questioning type of EFL textbooks reinforces students to extract specific 

information from the text. When students read the text they can be conscious of the information 

initiated in the pre-reading and hence actively engaged in reading the text. For instance, to read a 

text entitled ‘deforestation’, the pre-reading question can be “Before reading the text, answer the 

following true/false questions”. Similarly, Wallace (1992) suggests signpost pre-reading questions 

from the viewpoint of developing students’ prediction cognitive strategy use. Such pre-reading 

questions can thus lead them to read the text actively.  

Pre-questioning before reading for general comprehension, on the other hand, is used to activate 

students’ prior knowledge to facilitate their understanding of main concepts encountered while 

reading text. To this end, pre-reading instructional initiations ask students to make use of one of 

their prior knowledge accounts known as the referential frames (Hattan et al., 2015). These 

accounts of prior knowledge, Hattan et al contend, are categorized into four frames: previous 

personal experience frame, general background knowledge frame, previous lesson frame and 

specific text frame. The first frame refers to questions such as “what principles do you follow to 

make your daily life successful?” and “discuss in small groups about your childhood memories”. 

The second frame, on the other hand, asks students to describe facts. These include ‘Why do young 

people from the developing countries such as Ethiopia go illegally to the Arab countries?’ and 

“How is COVID19 pandemic a challenge for the world people?. Activation of students prior 

knowledge from the point of the previous lesson aims to remind their knowledge deemed 

significant to comprehend the reading text. The pre-reading exercises thus ask students as “what 

do you remember about modern medicine discussed in this unit?” and “Discuss with your partner 
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about the difference between fiction and non-fiction texts you learned in the previous lesson.” The 

last referential frame of the activation of students’ prior knowledge deals with the books they read 

or the films they watched before, and thus pre-reading exercises initiate students as  “what literary 

works such as novels and poems you have read? “ and “Form small groups and share your friends  

the films or books in which you find interesting life skills”.  

The last type of pre-questioning initiations, asking students questions before reading for detailed 

comprehension, emphasize either students’ recognition of text-based information or their critical 

understanding of the text. For instance, in the first case, the moves initiate students to preview or 

skim the text to answer what the main idea is.  Additionally, the pre-questions elicit students to 

identify difficult words by scanning the text as a result of which they can understand supporting 

ideas of texts. Pre-questioning initiations that ask students’ personal responses, on the other hand, 

drive them to begin reading texts with the ultimate purpose of critical understanding. For example, 

“What solutions do you suggest for the problem of corruption or the main bottleneck for economic 

development of a country?” and “Which of the ideas stated below do you disagree with? Justify 

why you disagree with it.  

 Modernization is a threat to our cultural and social values. 

 Life in advanced countries is more interesting than in developing countries. 

In addition to Harmer’s (2001) four categories, the pre-questioning moves of teaching reading 

refer to elicitations of knowledge about paratexts. To this purpose, EFL textbooks initiate students 

to identify sources residing beneath the reading texts and discuss on features or organizations of 

texts.    

           2.3.1.3 Pre-Teaching Vocabulary  

Encouraging students to comprehend difficult linguistic elements in the pre-reading stage is the 

other pedagogical goal of EFL textbooks. Such instructional practices initiate students in the form 

of asking them to define the general meanings of words, match key-words with their meanings, 

elicit relevant words to a semantic map of key words, fill blank spaces of sentences with correct 

words among alternatives, or guess the contextual meanings in the reading texts. Otherwise, it 

informs them of the meanings of key words by providing them with dictionary or glossary 

meanings. Evaluating the use of the definitional technique of pre-teaching key words of  reading 

text, Nagy (1988) suggests that “by itself, looking up words in a dictionary or memorizing 
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definitions does not reliably improve reading comprehension” (p.5). This implies the inevitability 

of practicing top-down word recognition cognitive strategy use which is characterized by guessing 

word meanings through the surrounding contexts. These include the provisions of full sentences 

with underlined key-words and elicitation of completing blank spaces with key words.   

Compared with the abovementioned bottom-up or top-down word recognition pre-teaching 

vocabulary, semantic mapping is more significant because it supports students to activate both 

semantically and topically related background knowledge of words (Wallace, 1992). EFL 

textbooks brainstorming students to retrieve vocabulary concepts for a given semantic map creates 

them the learning opportunity of the free association of the map to the meanings of words they 

assume appropriate and the topics they believe relevant to it. Such a free association in turn helps 

them to construct propositional and microstructure meanings from texts (Kintsch, 1998). In other 

words, the instructional initiation has a subtle relationship with the predictions and conceptual 

organizations of ideas found in the reading text.  

 2.3.1.4 Pre-Teaching Metacognitive Reading Strategies  

Pre-reading instructional practices of metacognitive awareness what (Flavell, 1979) calls 

“cognition about cognition”, informing cognitive pre-reading strategies in the present case, are 

essential ingredients of EFL textbooks. The pedagogical purpose of metacognitive strategy use 

instruction in the pre-reading stage is to get students explicitly informed about the reading 

strategies deemed necessary to comprehend texts. EFL textbooks designed with pre-teaching 

metacognitive reading strategies help students know the importance of strategies and use them 

while reading texts. Unlike the abovementioned categories of pre-reading instructional initiations, 

the textbooks get them informed why or how they use the strategies to understand texts. These 

include knowledge about the use of prior background knowledge, the importance of predicting 

incoming ideas in texts, reasons for or ways of previewing (surveying) texts, mechanisms of 

guessing meanings of new words, and significance of understanding the meanings of pre-reading 

words. It was for such instructional purposes of pre-teaching metacognitive strategy, making 

students strategic readers is incorporated into the nine curricular principles that Grabe and Stoller 

(2013) state for reading instruction. When the pre-teaching instructional practices of EFL 

textbooks exclusively emphasize the teaching of isolated cognitive reading strategies, students 
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would fall short of the conscious knowledge about cognitive processes which would help them to 

read texts with purposes (Grabe, 2009).   

In general, the main purposes of initiations of pre-reading teaching in secondary EFL textbooks 

include the following cognitive and metacognitive strategies. 

a. Activating students’ background knowledge of a text (Wallace, 1992).  

b. Introducing new language items such as vocabulary and grammar items (Grabe & 

Stoller, 2013). 

c. Asking snap-shot questions, questions provided for students to guess what the 

answers are going to be before they read a text (Ur, 1996; Anderson, 2014). 

d. Dealing with genre or structure of a text (Nuttal, 1996) 

e. Previewing (skimming) the text (Anderson, 2014).  

f. Predicting what might happen next in the text (Day & Park, 2005) 

g. Making students aware of reading strategies and their uses (Grabe, 2009; Grabe & 

Stoller, 2013) 

      2.3.2 Reading Comprehension Questions in EFL Textbooks 

Previous research works on teaching EFL showed that levels of cognitive demands of 

comprehension questions are of great importance in language skills (Fotos, 2001; Lee & Sawaki, 

2009). In pursuit of the levels, researchers made use of a variety of taxonomies of cognitive 

demands designed by Bloom et al. (1956), Marzano et al (1988), and Anderson et al. (2001). 

Bloom et al., in particular, divided the thinking processes which are cognitively complex but can 

be probed by questions into six categories- knowledge, comprehension, application, analysis, 

synthesis, and evaluation. The first three are known as lower-order thinking skills, and the other 

three skills are higher-order thinking skills that require students to work out activities 

independently.   

Marzano et al.’s (1988), Core Thinking Skills taxonomy, on the other hand, was designed in 

response to identifying specific thinking skills that are characterized by simple and complex levels. 

To this end, the researchers grouped the specific skills into four categories that refer to the 

hierarchical complexity of the skills. These include Acquiring and Integrating Knowledge 

(focusing skills, information gathering skills, and remembering skills), Extending and Refining 

Knowledge (organizing, analyzing skills, generating skills, integrating skills, and evaluating 
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skills), Using Knowledge Meaningfully (decision-making and creative problem-solving skills), 

and Habits of Mind (creative thinking skills and critical thinking skills). Revising their taxonomy, 

Marzano et al. consider the role of predicting as a unique type of inference because it helps students 

to activate background knowledge and establish a purpose.  They also incorporate summarization 

into the revised taxonomy of thinking skills in which it "involves at least three cognitive activities 

– condensing information, selecting what is important (and discarding what is not), and combining 

original text propositions" (Marzano et al., 1988, p. 104). Sidek (2010, p. 16) summarizes and 

condenses these thinking skills into lower and higher levels as stated below.  

   Lower Level:  

a. Focusing: Attending to a specific information and disregarding others 

b. Recall/Remembering: Retrieving information from long-term memory 

c. Information gathering: Obtaining information through one or more senses or seeking 

information through inquiry 

      Higher Level: 

d. Representation: Organizing information such as the use of graphic organizers (e.g., 

maps, charts). 

e. Organizing: Comparing, classifying, ordering, representing 

f. Applying: Using relevant prior knowledge within a new situation 

g. Analyzing: Identifying details, relationships and patterns, main ideas as well as errors 

h. Synthesizing: identification of the most important components and deletion of 

insignificant information. 

i. Generating: Inferring, predicting, and elaborating information. 

j. Integrating: Summarizing and restructuring 

k. Evaluating: Establishing criteria and verifying. 

Anderson et al. (2001) reviewed Bloom et al.’s (1956) taxonomy of cognitive domains and 

redefined the taxonomy by incorporating the expertise of people from the fields of cognitive 

psychology, curriculum, instruction, and educational measurement and evaluation. Though some 

educators and researchers claim that the revision of the old model is only a matter of changing 

nouns to verbs and repositioning higher-level thinking skills, evaluation and synthesis, it 

introduces the types of knowledge (factual, conceptual, procedural,  metacognitive) that manifest 
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how the taxonomy intersects (Wilson, 2016). The levels and specific thinking skills of the 

taxonomy are stated in the following table. 

Remembering Recognizing or recalling knowledge from memory. Remembering is when 

memory is used to produce or retrieve definitions, facts, or lists, or to recite 

previously learned information 

Comprehending Constructing meaning from different types of functions be they have written 

or graphic messages or activities like interpreting, exemplifying, classifying, 

summarizing, inferring, comparing or explaining. 

Applying Carrying out or using a procedure through executing, or implementing. 

Applying relates to or refers to situations where learned material is used 

through products like models, presentations, interviews or simulations. 

Analyzing Breaking materials or concepts into parts, determining how the parts relate to 

one another or how they interrelate, or how the parts relate to an overall 

structure or purpose. Mental actions included in this function are 

differentiating, organizing, and attributing, as well as being able to distinguish 

between the components or parts. When one is analyzing, he/she can illustrate 

this mental function by creating spreadsheets, surveys, charts, or diagrams, or 

graphic representations. 

Evaluating Making judgments based on criteria and standards through checking and 

critiquing. Critiques, recommendations, and reports are some of the products 

that can be created to demonstrate the processes of evaluation. In the newer 

taxonomy, evaluating comes before creating as it is often a necessary part of 

the precursory behavior before one creates something. 

Creating Putting elements together to form a coherent or functional whole; 

reorganizing elements into a new pattern or structure through generating, 

planning, or producing. Creating requires users to put parts together in a 

new way, or synthesize parts into something new and different creating a 

new form or product. This process is the most difficult mental function in 

the new taxonomy.  
 

In the context of teaching reading, the mastery of reading comprehension abilities students acquire 

is a function of thinking levels of questions they are asked to work out. With this regard, Barrett 
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(1972), Sanders (1966), Smith (1969) and Wallen (1972) developed different taxonomies of 

reading comprehension similar to Bloom et al.’s (1956) taxonomy of educational objectives which 

was classified from low to high cognitive levels. For instance, Sanders’ (1966) taxonomy includes 

memory, translation, interpretation, analysis, synthesis, and evaluation.  From the viewpoint of 

Bloom et al.’s taxonomy, the second and third levels coalesce to the same category 

(comprehension) so that Sanders’ classification can be the same as the old taxonomy with the 

exception of application skills.  

Smith (1969) also designed reading comprehension taxonomy from a cognitive viewpoint. The 

taxonomy consists of four main comprehension levels known as, literal comprehension, 

interpretation, critical reading, and creative reading. At the first level, the cognitive demands are 

the functions of explicit information outsourced from the reading text. To this purpose reading 

comprehension exercises emphasize “fact questions based directly on the text, true-false 

statements, completion sentences, [and] multiple-choice exercises” (p. 10). The second level refers 

to a deeper level of understanding which includes making generalizations, reasoning cause and 

effect, anticipating endings, making comparisons, sensing motives, and discovering relationships. 

The third level is critical comprehension skills resulted from the first two levels. At this stage 

readers are required to evaluate or pass personal judgment on the quality, value, accuracy and 

truthfulness of what is read (p.12). The highest comprehension level is creative reading that stems 

from literal comprehension, inferential and critical thinking abilities with the purpose of gaining 

additional insights and finding the answer to a question or the solution to a life-like problem. 

Providing personal response is thus a unique feature of comprehension skills that Smith’s 

taxonomy introduces. 

Wallen (1972) devised a reading comprehension taxonomy which involves recall, interpretation, 

extrapolation, and evaluation levels. The taxonomy is akin to Bloom et al.’s classification since its 

second and third thinking levels refer to comprehension and analysis respectively. Therefore, in 

the shed of Bloom et al.’s taxonomy, it can be rendered into recall (knowledge), interpretation 

(comprehension), extrapolation (inference/analysis), and evaluation. The taxonomy disregards 

application and synthesis skills.  

Barrett (1972) proposed reading comprehension taxonomy from the perspective of cognitive and 

affective dimensions. The taxonomy was “originally designed for native speakers of English, but 
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nevertheless proved useful for refining and organizing our ESL reading objectives” (Brown, 1995, 

p. 83). It consists of five kinds of reading objectives: literal comprehension, reorganization, 

inferential comprehension, evaluation and appreciation from which only the first two belong to a 

lower level or text-based comprehension questions. According to the taxonomy, these two 

categories “deal with the facts as presented orally or in the books the students have read” (p.1). 

Each reading comprehension level has its own sublevels. For instance, literal comprehension 

consists of ‘recognition’ and ‘recall’ sublevels. These include recognition/recall of details, main 

ideas, a sequence, comparison, cause and effect relationships, and character traits.  

Reorganization level where “the reader may utilize the statements of the author verbatim or he or 

she may paraphrase or translate the author’s statements” (Bartter, 1972, p.12), has four specific 

skills: classifying, outlining, summarizing, and synthesizing. In the context of this taxonomy, 

synthesis refers to “the putting together of facts to reach a generalization or concept or definition” 

(p. 1), and hence the present study considers the skill as reorganizing propositional information of 

a text to construct microstructure meanings.    

Based on Barrett’s (1972) taxonomy of reading comprehension, the objectives of higher-level 

comprehension questions focus on inferential (elaborative inference in the present case), 

evaluation, and appreciation skills. These instructional objectives, contends Barrett, “involve the 

student’s own background of experience. As a result, it is possible to have as many different, but 

correct, responses as there are students present since each brings to school a different background 

of home, family, friends, and learnings” (p. 1). He also suggests as “inferential comprehension is 

stimulated by purposes for reading and teachers’ questions which demand thinking and 

imagination that go beyond the printed page” (14). According to the taxonomy, inferential 

comprehension involves inferring (elaborating) supporting details, main ideas, sequence, 

comparisons, cause and effect relationships, character traits, predicting outcomes, and interpreting 

figurative language. Under the objective of evaluation, judgments of reality or fantasy, judgments 

of fact or opinion, judgments of adequacy and validity, judgments of appropriateness, and 

judgments of worth, desirability and acceptability are the specific objectives. Appreciation, the 

highest level, is characterized by the reader’s emotional response to the content, identification with 

characters or incidents, reactions to the author’s use of language, and imagery.  
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Drawing on Barrett’s (1972) taxonomy, Day and Park (2005) design a reading comprehension 

taxonomy which comprises six levels of cognitive demands. These include literal comprehension, 

reorganization, inference, prediction, evaluation, and personal response. 

The present study drew on Barrett’s (1972) reading comprehension taxonomy which became more 

comprehensive to answer the specific research questions stated in chapter one. Grabe (2009) 

suggests that secondary school reading comprehension questions should be designed with the 

purpose of supporting students’ educational activities they will encounter in the future such as 

Communicative English Skills courses in Ethiopian higher institutions. Therefore, the researcher 

employed this taxonomy in the realm of investigating the goal-oriented mediating roles secondary 

EFL textbooks and teachers have to engage students into different reading comprehension 

sublevels. Barrett’s (1972) taxonomy of literal comprehension in which recognition and recalling 

sublevels dwell together is synonym with Bloom et al.’s (1956) knowledge taxonomy. It 

interchangeably uses reorganization and comprehension which are characterized by classifying, 

summarizing, paraphrasing, outlining, and synthesizing (putting textual ideas together). The 

taxonomy describes inferential comprehension in terms of bridging (logical) inference that 

demands readers to make interpretations of implicitly stated ideas. On the other hand, it demands 

readers to engage into elaborative inference that refers to the highest comprehension level in 

general and identification with characters or incidents sublevel in particular (Kinstch, 1998).  

However, there is “no single taxonomy proved to be wholly suitable and superior to its 

counterparts” (Freeman 2014, p. 6), and the present researcher modified the most difficult 

comprehension level, appreciation, into personal response (Day & Park, 2005), an umbrella term 

that incorporates appreciation and synthesis which are beyond the evaluation level. Like, Barrett’s 

(1972) taxonomy of appreciation, Anderson et al.’s (2001) taxonomy of synthesis is the most 

demanding thinking skill than evaluation, a precursor behavior to creative work. Therefore, the 

reading comprehension levels and sublevels that the present study investigated in secondary EFL 

textbooks comprehension questions included the following abilities. 

1. Literal comprehension: Recognition or recall of details (L1), main ideas (L2), sequences 

(L3), comparisons (L4), cause and effect (L5), and character traits (L6). 

2. Reorganization: classifying (R1), outlining (R2), summarizing (R3), and synthesizing 

(R4) 
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3. Inference: inferring supporting details (I1), inferring main ideas (I2), inferring sequence 

(I3), inferring comparisons (I4), inferring cause and effect (I5), inferring character trait 

(I6), predicting outcomes (I7), and interpreting figurative language (I8). 

4. Evaluation: judgments of reality or fantasy (E1), judgments of fact or opinion (E2), 

judgments of adequacy or appropriateness and validity (E3), and judgments of worth, 

desirability and acceptability (E4). 

5. Personal Response: emotional response to the content (PR1), identification with 

characters or incidents (PR2), imagery (PR3), and generating or producing (PR4). 

The first two levels are characterized by inauthentic or text-based reading exercises, the third level 

is quasi authentic questions, and the last two are manifested by authentic or situation-based reading 

exercises (Nystrand & Gamoran, 1991). The ultimate goal of inauthentic reading comprehension 

questions aims to initiate students to recognize/recall explicitly stated information in the text while 

semi-authentic questions elicit them implicitly stated ideas residing in the reading text.  

                      2.4 Teachers Instructional Initiations in EFL Classroom Discourses  

2.4.1 Introduction 

In the present study, the instructional initiations EFL teachers employ to teach reading in secondary 

classes were adapted from classroom discourse moves of teaching exchanges (Sinclair & 

Coulthard, 1975), conceptual press discourse moves (McElhone, 2012), elicitation types (Mercer, 

1995; Nystrand & Gamoran, 1991), and wait time (Rowe, 1974).  

Sinclair and Coulthard’s (1975) teaching exchanges are characterized by teacher initiation, student 

response, and teacher feedback (IRF) interaction pattern. They developed a model of classroom 

discourse that involves a series of ranks and levels arranged in hierarchical order. Their classroom 

discourse analysis states that the instructional goals of a lesson are realized through the transaction, 

exchange, move, and act structures. Exchanges of the model, in particular, are defined as either 

boundary exchanges or teaching exchanges. The purpose of boundary exchanges is to divide and 

mark the lesson stages using two types of moves-framing and focusing. On the other hand, there 

are two main classes of teaching exchanges which deal with the actual lesson content, and these 

are free and bound teaching exchanges. Free teaching exchanges can occur in isolation whereas 

bound teaching exchanges depend on the former kind. According to Sinclair and Coulthard, “a 

typical exchange in the classroom consists of an initiation by the teacher, followed by a response 

from the pupil, followed by feedback, to the pupil’s response to the teacher” (p. 3). Teachers’ 
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instructional initiations otherwise known as opening moves comprise of informative, elicitation, 

check, and directive.  

From the viewpoint of the dialogic approach, teachers’ instructional initiations are categorized into 

the high press and low press discourse moves (McElhone, 2012).  McElhone conducted a study on 

teachers’ conceptual press discourse and the roles it has on students’ reading comprehension and 

engagement. To this purpose, the researcher devised the initiation discourse patterns into high 

press moves, low press moves, and strategy instruction moves (p.537). The first press moves 

consist of broad clarification, narrow clarification, asking students to put ideas in their own words, 

pressing students to attempt answering, and requesting for elaboration, examples, reasons and 

evidence. The second moves refer to gathering more responses from other students, narrowing the 

initial question, answering own question, and hinting at the answer. The last moves “provide 

explicit instruction about or directions to use metacognition or comprehension strategies” (p. 537). 

Mercer (1995), on the other hand, categorized instructional initiations into direct elicitations and 

cued elicitations that prompt knowledge from students. Nystrand and Gamoran (1991) were the 

other researchers who classified teachers’ initiations of teaching reading into three parts: 

inauthentic elicitation, quasi authentic elicitation, and authentic elicitation. The first elicitation is 

a type of test question which has only one correct answer. The second and third elicitations, on the 

other hand, refer to “1 of n possible right answers” and “indeterminate number of right answers” 

(p. 272) respectively. Wait time, one of the aspects of teachers’ questioning, is essential to the 

study of their instructional initiations of teaching reading in EFL classes. Although the concept is 

widely known in the area of EFL teachers’ classroom discourse research, in the context of teaching 

reading the term, deemed necessary to investigate teachers’ uptake or follow-up initiating moves, 

is underemphasized. Rowe (1974) was the first researcher who introduces wait time move into the 

study of teacher classroom discourse.  

The present study adopted the above-reviewed components of instructional initiations into 

informative and elicitation moves deemed relevant to pre- and post-reading stages of teaching 

reading. Therefore, the subsequent sections deal with teachers’ initiating moves of teaching 

reading reviewed from the theoretical and empirical literature.             
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                             2.4.2 Teachers Informative Moves of Teaching Reading 

With regard to informative instructional technique, Nuttall (1996) suggests that teachers can make 

the process of EFL students reading comprehension effective when they provide them with a 

reason for reading, introduce the text, and deal with the new language before they start to read the 

text. Establishing students reading purpose (Grabe & Stoller, 2013), for instance, in terms of 

informing them the tasks they are to work out helps them adjust their cognitive engagements to 

various types of reading exercises that demand them to think at different levels. Students 

sometimes do not fully understand reading questions or instructional objectives and perform 

poorly not because of their inability to comprehend texts, but it is the lack of awareness of the goal 

for reading the text (Perfetti, Marron, & Foltz, 1996, as cited in Grabe, 2009). Nuttall (1996) also 

contends that the introduction of the text should not “tell the student anything that he can find out 

himself by reading the text”, instead it should help him “to relate the text to his own experience, 

interests, aims” (p. 155).  

Explaining the new language (difficult vocabulary and grammar) of the text in the pre-reading 

stage is another teacher’s informative move that encourages students to construct text-based 

comprehension. Whenever students have limited background knowledge of the text, they could 

not be able to comprehend it better, make connections, predict what is to come, develop inferences, 

and interpret textual information (Anderson, 2014; Arrumaisa et al, 2019; Dwyer et al, 2016). In 

teaching reading as a foreign language, students’ poor linguistic resource is among the problems 

that impede their reading comprehension process. To reduce the extent of the problem, teachers 

explain important linguistic contents of the text before students read it. The finding of Michener’s 

(2014) study confirmed that teachers explanations move used as “explicit instruction of 

vocabulary, providing word definitions or descriptions of concepts in texts…positively predicted 

reading comprehension scores because explanations acted as linguistic exposure necessary for 

supporting students’ linguistic comprehension for reading” (p.23).   

Dwyer et al. (2016) also conducted a study on teachers’ discourse moves and the influences they 

have on students reading comprehension achievements based on the view that “engaging students 

in discussion helps them learn how to understand and think critically about texts” (p.285). 

Therefore, they devised a measure known as “Support for Students’ Learning from Text (SSLT)” 

which consists of ten research-based teachers discourse moves categorized into two parts: 

facilitating cognitive engagement and activating and sharing topical knowledge. Among the 
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discourse moves they stated, the current researcher identified the role of providing background 

information move on students’ topical knowledge of the reading text. EFL teachers are required to 

provide students with the background information needed to comprehend the text (Grabe & stoller, 

2013). The information provided is necessary when topics of reading texts are not familiar with 

students experience such as names of characters from literary texts and events or incidents 

representing foreign practices or traditions.  

Since teacher’s content scaffolding moves such as describing sources of texts to be read fills 

students’ knowledge gap and builds their background knowledge, it facilitates their motivations 

and cognitive engagements (attentiveness, involvement, enthusiasm for reading tasks in the 

classroom, Guthrie, et.al. 1999) which influence the development of their textual and situational 

comprehension abilities. Such an informative move thus refers to the schema theory that stresses 

the importance of background knowledge “to understand the vocabulary of a given subject, to 

provide context that allows readers to fill in the gaps and to draw conclusions based on 

generalities” (Nagy, 1988, p.58). 

Teachers’ initiation move of teaching reading is also characterized by getting students informed to 

use reading strategies (Majid, 2005; Lam & Wong, 2000). These include informing the students to 

use their background knowledge, read the text without stopping to look up words in the dictionary, 

guess contextually while encountering difficult words, predict from pictures if provided, and 

reread incomprehensive sentences (Markham, 2012; O’Brian, 2007). Students using reading 

strategies with teachers’ guide could be able to recognize how the reading process works and hence 

construct meaning out of the reading text. Teachers’ modeling is the other essential informative 

instructional move that can help students develop critical reading comprehension abilities (Lam & 

Wong, 2000). This is to say that, in EFL classes where students’ reflections on the reading texts 

are influenced by cultural factors and limited target language proficiencies, “teacher modeling of 

various responses is helpful in these situations” (Day & Park, 2005, p.64).  

Other aspects of teachers’ informative moves of teaching EFL reading include motivating students 

to read the text, specifying the reading time, and giving follow-up activities (Wallace, 1992). 

Reading teachers have the role to induce or motivate their students to read the text as motivation 

and reading comprehension have a reciprocal relationship (Grabe, 2009). With this regard, a 

plethora of research findings shows that high motivation for reading texts predicts better reading 
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comprehension performance. The instructional practice of timed reading activities, on the other 

hand, gives students the learning opportunity of recognizing time factors on their comprehension 

abilities of classroom tasks and reading examinations. This is to say that teachers’ encouragement 

of students to read texts and work out reading comprehension questions within a clearly stated 

time limit can help them improve their reading speeds which in turn influence their comprehension 

facilities (Chang, 2010; Grabe, 2009).   

In EFL classes where teachers do not have time to accomplish all reading exercises of a lesson, 

provision of follow-up activities for students to carry out some of the comprehension questions 

outside the class is inevitable (Wallace, 1992).  

                                        2.4.3 Teachers Elicitation Moves of Teaching Reading 

Elicitation moves are the dominantly used instructional initiations teachers employ in EFL 

classroom discourse. Ogle and Blachowicz (2002, as cited in Block & Pressley, 2001) devise a list 

of elicitation moves among which the relevant types to the teaching of reading include 

comprehending, organizing, and elaborating. The comprehending elicitation moves refer to 

students’ literal level responses, such as naming the main character or reciting facts from a text. 

Organizing moves, on the other hand, solicit students to identify important details to make 

connections among them; this could include classifying relevant ideas into the same category and 

summarizing the text. With elaborating questions, students are required to connect the text with 

their prior knowledge, make inferences and evaluate or judge the text so that the types of questions 

that demand critical thinking are more important than those that require less demanding thinking 

skills. Elaborative elicitation moves in EFL reading classes create students opportunities to express 

their personal views in the form of discussions. Kachur and Prendergrast (1997, as cited in 

McElhone, 2012) distinguished a “request for elaboration not [as] an attempt to push the student 

toward the ‘right’ answer, but an attempt to encourage the student to explore her own ‘interpretive 

horizons’” (p. 9).    

Ruddell and Unrau (2004) suggest that effective reading teachers do not consider what students 

know in the text (meaning reproduction ability) is an end by itself so that they draw on how 

students know, and hence engage them in debating, discussing, evaluating, and summarizing 

activities (Darling-Hammond & Baratz-Snowden, 2007). Additionally, Ruddell (2008) who has 

adapted the socio-cognitive theory to the teaching and learning of reading agrees that reading 
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teachers have the role not only to reflect predetermined textual information but also to facilitate 

students to engage in exploratory talk to construct situation based meaning. To this end, contends 

Ruddell, teachers’ elicitation moves focus on interpretive and applicative levels of thinking that 

actively engage students to use their own skills of focusing, extending, clarifying, and questioning 

strategies.  

The study of Dwyer et al. (2016) characterizes teachers’ elicitation moves into two specific moves 

known as “drawing out students’ knowledge and experience” and “prompting students to make 

text-to-self connections” (p.290). The first instance aims at the initiation of students to activate 

their prior knowledge of the text necessary to make a hypothesis and solve comprehension 

problems constrained to their inadequate linguistic resources. The second instance refers to the 

teacher’s solicitation of students’ personal opinions towards the text they read. In other words, 

teachers’ elicitation moves are essential to gather background information from students about the 

reading texts and encourage them to go to higher levels of thinking (Murphy et al., 2009).  

Acknowledging the sociocultural theory of teaching, Nystrand (2006) suggests that “classroom 

discourse, including small-group work and whole-class discussion, works as an epistemic 

environment (versus script) for literacy development” (p.392). Students’ learning opportunities of 

reading strategies and comprehension abilities are thus a function of classroom epistemology 

which is mainly characterized by teachers instructional discourse moves (Applebee et al., 2003, 

McElhone, 2012; Murphy et al., 2009; Nystrand & Gamoran, 1991). In the realm of investigating 

instructional initiations of teaching reading, Nystrand and Gamoran (1991) emphasized teachers’ 

classroom elicitation moves of teaching reading and categorized them into three types: inauthentic 

(test) questions, authentic questions, and quasi-authentic questions. They coded the elicitation 

move as “inauthentic” when it solicits students to give only one possible answer. Such elicitation 

moves are dominantly used in monologic teachers’ classroom discourse that requires students to 

recite predetermined information from the reading texts. With regard to the level of mental 

functioning, Nystrand (2006) coded these moves as “report” manifested with a weak or absent 

topic to topic coherence and dominant Initiation-Response-Evaluation (IRE) classroom 

interactions. In a similar vein, McElhone (2012) states that these elicitation moves of teaching 

reading are “narrow initial questions” or press-reducing moves which could lead to low-level 

discourse patterns. 
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Nystrand and Gamoran (1991) also coded elicitation moves which encourage students to provide 

an indeterminate number of right answers as “authentic” that Davis, Bippert and Villarreal (2015) 

call “making text real or relatable with examples” (p. 298). In EFL classroom discourse of teaching 

reading that participant EFL teachers made use of authentic elicitation moves “students recalled 

their readings better, understood them in more depth, and responded more fully to aesthetic 

elements of literature than do students in more typical, monologically organized classes” 

(Nystrand, 2006, p. 400).  

The third type of elicitation move is quasi-authentic questions which demand students to answer 

“one of n possible right answers” (Nystrand & Gamoran, 1991, p. 272). In the case of teaching 

reading, these discourse moves elicit a set of factual information residing in the text. The 

researchers mainly identified this type of elicitation move with a question ‘what else?’ which is 

“used to prompt multiple acceptable answers” (p. 272). Additionally, quasi-authentic questions are 

characterized by elicitation of implicit meanings of texts. However, when the function of eliciting 

move, what else, refers to negative evaluation, they coded it into an inauthentic question category.  

Teachers’ elicitation moves of teaching reading also aim at the incorporations of students’ 

contributions into the classroom talk-in-interactions of discussing pre-reading exercises and post-

reading comprehension questions. The main objective of this type of elicitation is to assist students 

reading comprehension abilities. Such pedagogical goals of teaching reading are carried out with 

the type of follow-up or uptake moves (Murphy et al., 2009). The findings of Nystrand and 

Gamoran (1991) also showed that students demonstrated an enhanced understanding of reading 

texts when teachers make use of elicitations derived from students’ responses. Perry et al. (2007) 

call such an instructional initiation ‘extended discourse’ which “is essentially an I-R-E sequence 

that the teacher has extended typically by withholding evaluation of a correct answer and instead 

asking the student follow-up questions” (p.382) because “providing explanations is as important 

as providing answers” (p.381). 

Uptake moves of teaching reading are thus carried out through clarification request questions 

following students’ responses in terms of soliciting them to paraphrase responses or provide 

evidence from the text that can assist rather than assess their comprehension abilities. Walsh (2006) 

suggests that EFL “teachers who constantly seek clarification, check for confirmation and who do 

not always accept the first contribution a student offers are more likely to maximize learning 

potential than those who do not” (p. 10).   
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Wolf, Crosson, and Resnick (2012), on the other hand, investigated reading teachers’ classroom 

talk and how it influences students’ active interaction with the text and their higher-level reading 

comprehension abilities. To this end, the researchers employed ‘Accountable Talk rubrics’ by 

adapting the Instructional Quality Assessment (IQA) tool “developed at Learning and Research 

Development Center (LRDC) of the University of Pittsburgh” (p.31). The rubrics comprised three 

components of learning reading comprehension abilities. These are “accountability to learning 

community (ALC); accountability to accurate knowledge (AAK); and accountability to rigorous 

thinking (ART)” (p.33). The first component refers to teacher’s linking whereas the last two 

respectively describe teacher’s asking for knowledge and teacher’s asking high-level thinking 

questions. In the context of the present study, these three rubrics are considered as follow-up 

questions that ask students to agree/disagree, repeat or add on others responses (teacher’s linking), 

encourage them to support their ideas with text-based evidence (teacher’s asking for knowledge), 

and press them to explain their thinking (teacher’s asking for rigorous thinking). 

To sum up, the instructional elicitation moves teachers employ in EFL reading classes include 

asking prediction questions, previewing questions, background knowledge questions about the 

text, pre-reading remedial or judgmental questions, meanings of pre-reading words, clarification 

seeking questions, clarification request questions, and confirmation check questions. Additionally, 

teachers need to make elicitations which can create students learning opportunities of cognitive 

engagements into efferent and aesthetic stances (Rosenblatt, 2004). The absence of the latter 

stance, in particular, could obstruct them from making sense of the text in the shed of their own 

lived experiences that can help them develop reflective reading abilities (Ellis, 2000; Grabe, 2009).  

                              2.5 Theoretical Framework of the Study 

The objective of this study was to investigate the instructional initiations EFL textbooks and 

teachers employ in secondary reading classes from the perspective of SCT. The main focus of SCT 

draws on the investigation of object-oriented mediating tools within a particular system, e.g. 

educational setting in general and teaching EFL classrooms in particular. Vygotsky (1978) 

suggests that students’ higher mental functions are mediated actions of culturally developed 

material tools (textbooks) and psychological tools (teachers’ classroom discourse). They enhance 

their zone of proximal development through the use of visual and verbal educational tools. Though 

Vygotsky was the pioneer for the introduction of human-mediated actions, his model lacked clarity 
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about how more than one mediating artifacts work together for a particular system (Engeström, 

1999). Based on the modified model, a two-level mediating activities known as textbooks and 

teachers’ classroom discourse was introduced (Rezat, 2006; Stodolsky, 1989; Valverde et al., 

2002). The activities had four triadic dimensional shapes of a tetrahedron, a triangular pyramid 

composed of four triangular faces. These include student-textbook-subject matter knowledge, 

student-teacher-textbook, teacher-textbook-subject matter knowledge, and student-teacher-subject 

matter knowledge  

The four triadic representations of the tetrahedron indicate that the textbook is a high-level 

mediating artifact in teaching EFL classes. In the first triad, for instance, it acts as an instrument 

through which students can learn the subject matter knowledge or skills. The textbook, in the 

second triad, is an object of students’ activities while the teacher mediates the subject matter 

knowledge residing in it. Unlike the second triad where the teacher becomes a mediator of the 

pedagogical goal of the textbook, he/she is the subject in the third mediated activity system that 

he/she prepares himself/herself before going to the class. That is to say, textbook’s mediating 

action in the third triad represents the teacher’s didactical subject matter knowledge regarded as 

necessary for students’ classroom learning opportunities. Student-teacher-subject matter 

interaction is the fourth subcomponent which acknowledges teacher-level mediating activity 

(Valverde et al., 2002; Woodward & Elliott, 1990). The assumption behind the fourth triad is that 

the teacher mediates students to the subject matter knowledge without referring to ideas found in 

the textbook, and hence the category extends textbook-dependent knowledge to teacher-student(s) 

reciprocal interaction-based knowledge. Additionally, the triad indicates that the teacher 

him/herself is an instrument of the subject matter which is not found in the textbook.   

With regard to the purpose of the present study, students’ learning opportunities of pre-reading 

strategies use and post-reading comprehension sublevels are mediated actions of the pedagogical 

initiations of EFL textbooks and teachers’ classroom discourse. This means teaching reading in 

secondary EFL classes is dictated by the sociocultural perspective of subject-mediating artifacts-

object relationship in which culturally developed tools (textbooks), and socially formed 

psychological tools (teachers’ classroom discourse) have a mediating role on students learning 

opportunities. Students’ activities in EFL reading lessons are thus guided by the goal-oriented pre-

reading and post-reading instructional initiations of textbooks and teachers’ talks. For this purpose, 

the pedagogical goals are carried out based on these two planes of mediating tools.  
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As stated before, teachers’ interactional talks are significant to stimulate the interaction between 

textbooks (the primary mediating artifacts) and students to meet the desired goals (pre-reading 

strategies use and reading comprehension sublevels). For instance, EFL teachers are responsible 

to facilitate students’ learning reading by introducing the topic of the text, activating or building 

their background knowledge, dealing with meanings of difficult words, eliciting visual 

information, and asking students to give evidence in the text.  

Teachers also mediate text-based and situation-based reading comprehension facilities. According 

to the SCT of teaching reading, there are two reading comprehension levels: internalization and 

externalization. The former emphasizes the construction of text-dependent meaning, whereas the 

latter refers to situation-based comprehension abilities derived from students’ interpretations. 

Therefore, teachers discuss comprehension questions of these levels with students under the 

guidance of different instructional initiating moves. This is to say that, student-textbook-subject 

matter activity is characterized by classroom interactions in which EFL teachers replace the 

mediating roles of the textbook.    

In the realm of investigating instructional initiations of teaching reading in EFL textbooks and 

teachers’ classroom discourse, the present researcher drew on informative and elicitation moves 

through which he answered the specific research questions posed in the introduction chapter. These 

were  

 What types of pre-reading instructional initiations do EFL textbooks use in secondary 

schools classes? 

 What reading comprehension sublevels do EFL textbooks demand in secondary schools 

classes?   

 What pre-reading initiating moves do secondary EFL teachers employ in their classroom 

discourses of teaching reading?   

 What post-reading initiating moves do secondary EFL teachers employ in their classroom 

discourses of teaching reading? 

For this purpose, the following diagram shows the conceptual framework of studying the 

instructional initiations of teaching reading in the two-level mediating artifacts.  
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                     Figure 2.6 Instructional initiations of mediating artifacts to teach reading 

(adapted from Rezat, 2006) 

The diagram shows that students learning opportunities of pre-reading strategies and post-reading 

comprehension sublevels (C) are determined by the instructional initiations of EFL textbooks and 

teachers’ classroom discourses. The next chapter discusses how the instructional initiations of 

these mediating artifacts are investigated to answer the abovementioned research questions.   

Dr., I have not included researches conducted on pre-reading and post-reading activities in this 

section because I have used them in the discussion section where the study corroborated its 

findings with previous similar research findings. So, I think, it could be a redundancy to 

incorporate them in chapter two.  
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CHAPTER THREE: RESEARCH METHODOLOGY 

This section deals with the research paradigm grounded in, the research design employed, and the 

research procedures followed to select participants, collect data, analyze data, and interpret results. 

Therefore, the section consists of five parts. The first section accounts for the philosophical 

perspective through which the researcher realized the phenomenon under investigation. The 

second section describes the research design which states the strategy of inquiry in the study. The 

third part deals with matters related to the description of the participants of the study. The fourth 

and fifth parts describe data gathering tools and data analysis methods respectively. 

3.1 The Research Paradigm 

Researching any discipline is established on one of the four paradigms or philosophical 

perspectives known as postpositivism, constructivism, advocacy/participatory, and pragmatism 

that presuppose their own assumptions about reality and knowledge of the world (Creswell, 2014). 

These four schools of research thoughts indicate that without having a paradigm researchers do 

not have a clear design to set out the entire research activities, method (strategy) to provide specific 

direction for the desired inquiry, and procedures to collect, report, and analyze data. Every research 

is carried out under a certain underlying philosophical assumption which constitutes the research 

design, the research method, and the procedures of data collection and analysis. 

The philosophical orientation of postpositivism paradigm stems from the objective ontological 

worldview of reality. According to this paradigm, the body of knowledge is realized through the 

investigation of quantifiable causes that determine actions or outcomes. This is to say that it draws 

on the view that theories or scientifically accepted ideas are the basis to understand the problem 

under investigation, instructional initiations used by EFL textbooks and teachers’ classroom 

discourses. Therefore, “the researcher collects information on instruments based on measures 

completed by the participants” (Creswell, 2014, p. 37). Despite its advantage of data quantification 

and theory based reality, it does not allow researchers to investigate problems in-depth 

qualitatively from the viewpoints of participants.  

Constructivism or interpretivism is the next perspective which believes in the worldview that 

supports multiple realities or “relativism-local and specific co-constructed realities” (Lincoln, 

Lynham & Guba, 2011, p. 100); it grounds on the idea that “knowledge and truth are created rather 

than discovered and that reality is pluralistic” (Richards, 2003, p. 39). Therefore, the paradigm is 
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uniquely considered as an approach to qualitative studies. A researcher whose main purpose is “to 

get inside the person and to understand from within” (Cohen, Manion & Morrison, 2011, p. 17) 

relies on the multiple subjective understandings or perceptions that participants of the study assign 

to the situation. Qualitative studies are context-bounded because they are a function of subjective 

epistemological position which acknowledges realities through a co-construction of knowledge 

between the researcher and participants’ intersubjective interactions within a particular situation. 

In other words, social constructivism worldview has a limitation of generalizability and 

verification of theories.  

Advocacy or participatory paradigm is the other philosophical assumption with the view that 

marginalized or disfranchised people in a society or social injustice regulated by power should be 

addressed. The paradigm argues that constructive stance does not acknowledge the investigation 

of problems of oppressed individuals so that “research inquiry needs to be intertwined with politics 

and a political change agenda to confront social oppression at whatever levels it occurs” (Creswell, 

2014, p. 38). To change the lives of participants, the paradigm contends, feminist perspectives, 

racialized discourses, critical theory, queer theory, and disability theory are the theoretical lens. 

The main emphasis is on the integration of political and social realities to investigate the 

abovementioned inequalities, it is not convenient to the study of learning opportunity problems 

students experience regardless of their gender, ethnicity, and physical disability. 

Pragmatism is the fourth perspective, and it is a praxis of single and plural worldviews of realty. 

Therefore, researchers draw on normative and contextual approaches that can compensate the 

limitations of qualitative and quantitative approaches respectively. Based on its purpose, 

investigation of instructional initiations of teaching reading in secondary EFL textbooks and 

teachers classroom discourse, the present research followed the pragmatism paradigm, for it 

consists of a pronged perspective of both postpostivist and constructivist views of the world and 

pays great heed for the significance of the research problem which is attributed to the 

abovementioned two variables. Unlike postpositivism and constructivism, pragmatism arises out 

of actions, situations, and consequences (Creswell, 2009). This means, to examine instructional 

initiations that EFL textbooks and teachers use in secondary schools reading classes, the paradigm 

gives primary concern to the significance of the research problem and values it through objective 

and subjective worldviews. 
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Since the pragmatic paradigm takes the central praxis of worldview with the assumption that truth 

is what works at the time (Creswell, 2009), it allows the researcher to integrate or connect 

quantitative and qualitative methods. Such a free zone, therefore, provides him with the chance to 

use qualitative and quantitative methods including its design and procedures of data collection and 

analysis.  

3.2 The Research Design  

The strategy of inquiry of studies has an underlying relationship with the specific research 

questions researchers aim to answer. In the context of the present study, the research questions 

were developed from different levels (EFL textbooks and teachers) which work together in a 

particular education system (teaching reading). This means the research questions made the 

selection of the study design complex. Therefore, “when a design that would follow from one’s 

research questions is not available, the researcher can and should (a) combine designs into new 

designs or (b) simply construct a new and unique design” (Schoonenboom & Johnson, 2017, p. 

128).  

Thus, the strategy of inquiry this study followed was multilevel descriptive case study design 

which is characterized by the investigation of problems within hierarchically structured different 

levels serving the same educational purpose (Headley & Clark, 2019). Additionally, the design 

acknowledges the nesting of micro-levels under the macro ones (Hitt et al., 2007). For instance, 

teachers’ classroom instruction is nested into EFL textbooks which in turn are nested under the 

broader level, secondary EFL curriculum. Such a nested structure of levels has a reciprocal 

influence either to create or deny learning opportunities for students in EFL reading classes. Since 

the study investigated the instructional initiations that EFL textbooks and teachers use in secondary 

classes with the purpose of gaining “a rich and detailed description of an instance” (Johannesson 

& Perjons, 2014, p.45), a descriptive case study was relevant. Additionally, it helps to answer 

research questions generated from theoretical constructs (Yin, 2003). In the present study context, 

the research questions were designed based on theories that support pre-reading and post-reading 

instructional initiations of EFL textbooks and teachers classroom discourses. Thus, the multilevel 

descriptive case study design is significant to an in-depth understanding of what instructional 

initiations the two variables at different levels use to create learning opportunities for students in 

secondary EFL reading classes. 
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The investigation of initiations of teaching reading was carried out in the cases of second cycle 

secondary EFL textbooks and teachers’ classroom instructional talks. Dornyei (2007) calls cases 

in such type of studies a ‘series of multiple cases’ in which “each individual case is considered the 

target of a separate study” (138). Researchers conducting a series of cases in a multilevel design 

categorize the cases into different levels as Duff (1995) did in her case study of bilingual education 

in Hungary. She had three levels of cases: “the first level was one case, the country itself; the 

second level involved three cases, the three schools studied, and the third level included as many 

as eight cases, the teacher participants” (Dornyei, 2007, p.138). Similarly, taking the different 

levels of the variables (textbooks and teachers discourses) into consideration, the present study 

employed a multilevel descriptive case study design into two levels (Headle & Clark 2019; Hesse-

Biber, 2010; Hitt et al., 2007).  

The first level consisted of grades 11 and 12 EFL textbooks used for teaching reading and the 

second level comprised of forty one EFL teachers selected from two secondary schools. Yin (2003) 

suggests that “case studies may be based on any mix of quantitative and qualitative evidence” (p. 

15). Since the present study was a multilevel design, it employed different types of mixing 

evidence for the descriptive case study. For instance, at the first level, it gave equal weight for both 

qualitative and quantitative findings, whereas it prioritized the qualitative data collection and 

analysis at the second phase.   
Therefore, the first procedure was to collect the qualitative and quantitative data of the two levels 

concurrently. Then, analyses of data were presented with respect to their levels, and the 

interpretations of results were merged in the discussion section. Teddlie and Tashakkori (2009) 
develop the schematic representation of multilevel mixed methods design that the present 

researcher adapted to its purpose of data collection, analysis and interpretation of the two levels as 

stated in the following box. 

 

 

 

 

 

 

 



 

61 
 

 

 

 

 

 

 

 

                   Figure 3.1 Multilevel descriptive case study design 

The figure indicates that the lower number (1) in the first level box refers to the higher-level of the 

system, teaching reading. It also shows that both qualitative and quantitative data collection and 

analysis are used at different levels of emphasis. The capital letters of the words (Qualitative and 

Quantitative) show equal emphasis the study provided for the findings of the two databases. On 

the other hand, the capital and lower case words (Qualitative and quantitative) indicate unequal 

emphasis the study provided to answer the specific research questions at the second level.  

3.3 Sampling 

Samples for a multilevel research study are “extracted from different levels of the study (i.e., 

different populations)” (Onwuegbuzie & Collins, 2007, p. 292). Since the theoretical framework 

of the present study drew on cultural and psychological artifacts of teaching reading, multilevel 

sampling was emphasized. To this end, research sites, textbooks, and teachers’ classroom 

discourses of teaching reading were the major components of this section.  

                         3.3.1 Research Sites  

The study is conducted in two government secondary schools known as Abiyot Kirs and Higher 

23 which are found in Addis Ababa. Two schools were selected because a multiple-site study is 

more appropriate than a single-site study to access enriched data from EFL teacher participants 

(Best & Kahn, 2006; Dornyei, 2007). Therefore, the abovementioned schools were convenient to 

collect the qualitative and quantitative data of the study in a relatively short distance from the 

living place of the researcher. In other words, the schools were selected drawing on convenience 

sampling techniques (Dornyei, 2007). 

Abiyot Kirs secondary school was founded in 1944/45, and it is located by the backside of Pespsi 

Private Limited Company which is situated near to the nations and nationalities ring road otherwise 

 

 

 

 

 

 

Level-1: EFL textbooks 
Qualitative and Quantitative data collection and analysis  
 

 

 

 

Level-2: Teachers classroom discourses  
Qualitative and quantitative data collection  
Data analysis  
 

 Meta-inferences/ 
 Interpretations  



 

62 
 

known as Gotera road. The school yard is impressive as it is covered with different species of 

plants and becomes serene for its community. The lanes to the classrooms, departments, library, 

and administrative buildings with sayings and proverbs erected between some distances welcome 

people. During the time of conducting the present study, the school admitted 674 and 621 students 

in grades 11 and 12 respectively. 

The second school, Higher 23 secondary school, was established in 1985/86, and its name was 

SOS. It is sited about five hundred meters away from Karl square which is bound for Bisrate 

Gebriel church. Unlike the first school, there are few trees in its compound. Especially beginning 

at the main gate to the playing field and some classrooms, the school is bare of trees. At the time 

of doing the research, there were 583 grade 11 and 565 grade 12 students. The researcher came to 

this school by taking a taxi from Kera to Sarbet and from Sarbet to Bisrate Gebriel, whereas he 

took a taxi from Kera to Gotera to go to the first school.  

                    3.3.2 Participant EFL Textbooks  

Grades 11 and 12 EFL textbooks were the cases of the present study because the textbooks are 

required to develop students’ text-based and situation based reading comprehension abilities that 

prepare them for tertiary level education (MoE, 2009, p.23). In other words, students at this level 

are expected to read different types of reading texts, make use of a variety of pre-reading strategies, 

and engage into higher comprehension level. Therefore, these textbooks were selected using 

purposive sampling technique.   

                         3.3.3 Participant EFL Teachers  

There were 19 and 22 EFL teachers working in Abiyot Kirs and Higher 23 secondary schools 

respectively. Since the total population of the schools (forty one EFL teachers) were taken to 

participate into answering the questionnaire, availability sampling technique was used. Based on 

the background information of the survey data, participant EFL teachers were described in the 

following table. 
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                  Table 3.1 Teachers’ background information      

Category  Details Frequency  Percent (%) 

Gender Male 31 76 

Female 10 24 

Total  41 100 

Qualification  BA  9 22 

MA  32 78 

Total 41 100 

Experience  10 years and above 41 100 

Total  41 100 

Since teachers who taught grades 11 and 12 EFL textbooks are the main participants of the 

qualitative study, the researcher identified 13 and 16 EFL teachers in the respective secondary 

schools. Among the total of 29 teachers, eight participants (four teachers per school) were selected 

to investigate teachers’ classroom instructional initiations of teaching reading. To this end, he 

divided grade 11 and grade 12 teachers of each school into two categories. However, there was a 

challenge to categorize some teachers who taught at both grade levels, and the researcher assigned 

them to the groups whose numbers of members were small. After that, the researcher employed a 

stratified random sampling technique by drawing out the names of one teacher from each category. 

The process of casting out all participants was the same by doing the following steps.   

 writing the name of each teacher on piece of papers similar in size and color.  

 rolling each paper in the same size.  

 mixing them up and 

 taking out the lots. 

After identifying the names of the teachers, the research made a close rapport by spending leisure 

time with them in and outside the schools. Such a close relationship gave him the chance to get 

their consent to make interviews about and conduct classroom observations of teaching reading. 

The following table presents the account of their background information generated from the semi-

structured interviews.   
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            Table 3.2 Teachers’ Background information from the semi-structured interviews 

Pseudonyms  Gender Qualification Experience Grade levels Secondary Schools  

Teacher A  M MA in TEFL 11 years 12th Higher 23  

Teacher B M MA in TEFL 13 years 11th Abiyot Kirs  

Teacher C M MA in TEFL 30 years 12th Abiyot Kirs  

Teacher D M MA in TEFL 10 years 11th Higher 23 

Teacher E M BA in TEFL 36 years 12th Higher 23  

Teacher F M MA in TEFL 10 years 11th Abiyot Kirs  

Teacher G M MA in TEFL 12 years 12th Abiyot Kirs  

Teacher H M MA in TEFL 11 years 11th Higher 23  

 

3.3.4 Participant Students 

To triangulate the qualitative findings of teachers’ instructional initiations of teaching reading, the 

main emphasis of the study, students of EFL teachers who participated in interview and classroom 

observation methods were involved. Based on the proactive decision of the Ethiopian government 

to prevent students from the COVID19 pandemic, the number of students per class was reduced 

to a small class size (one student per desk), and each class was split into two subsections (e.g. 

grade 11 section A was divided to 11th A1 and 11th A2 subsections). The total number of 

subsections that the selected EFL teachers taught ranged between five and seven. The total 

numbers of students per subsection that they taught were between 18 and 24. However, in order to 

collect the quantitative data, the split subsections were considered as a single section (e.g. grade 

11 A) which could augment the truthfulness of triangulating the qualitative findings. To this end, 

the researcher selected one section from each participant EFL teacher using simple random 

sampling technique. Therefore, the total number of students selected in the eight sections was 331. 

The following table describes their background information provided in the questionnaire.  
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           Table 3.3 Students’ background information 

Category Details Frequency Percent (%) 

 

Gender 

Male 201 61 

Female 130 39 

Total 331 100 

 

Grade level 

11th 174 53 

12th 157 47 

Total 331 100 

 

Area of study 

Natural science 292 88 

Social science 39 12 

Total 331 100 

.  

3. 4 Data Gathering Tools 

Like the sampling process, the multilevel data gathering instruments “were designed to allow for 

rigorous within-strand analysis and facilitate across-strand integration” (Headley & Clark, 2019). 

For instance, the data collection tools for the first level were documents of pre-reading and post-

reading instructional initiations whereas the tools used for the second level included classroom 

observation, interview, and questionnaire. The data gathered and analyzed at these hierarchical 

levels were essential to the integration of findings in the discussion section. The following were 

the data gathering tools of the study.  

                     3.4.1 Documents of pre-reading and post-reading instructional initiations  

The data collected to answer pre-reading instructional initiations and cognitive demands of reading 

comprehension questions that the EFL textbooks contained was mainly qualitative so that 

documents of the respective research questions were the main tools. The researcher prepared two 

tables useful to record the documents of the respective variables. For instance, a table for pre-

reading instructional initiations was designed based on the adaptation of theoretical and research-

based evidence of pre-teaching schema theories essential to construct text-based and situation-

based meanings. For this purpose, it was developed from four columns referring to a number, pre-

reading instructional initiations, types of initiations, and texts across units of the textbooks. See 
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Appendix B. The last column of the table was necessary to identify the types of pre- instructional 

initiations incorporated into a particular reading text.  

The second table was prepared for recording documents of comprehension questions deemed 

necessary to collect data about the reading comprehension sublevels of the textbooks. This table 

was also designed with four columns which referred to a number, comprehension questions, the 

occurrence of sublevels, and their frequencies. See Appendix D.  

               3.4.2 Classroom Observation 

The observation was carried out to gather information about teachers’ instructional initiations of 

teaching reading in secondary schools EFL classes. For this purpose, classroom observation 

focused on a checklist about teachers’ classroom discourses of their pre-reading and post-reading 

instructional initiations. See Appendix G.   

Three reading lessons were observed from each selected EFL classroom because persistent 

observation has its own contribution in informing teachers’ real verbal discourses of teaching the 

skill and familiarizing the researcher’s socialization to classroom presences (Rubin & Rubin, 

2011). The first observations were made to clearly understand what needs to be observed and to 

reduce the researcher’s obtrusiveness to teachers’ genuine classroom instructional initiations. 

Based on these experiences, the last two observations were done with a good sense of familiarity 

with classrooms ecology. However, it is worth noting that observations are usually conducted in 

tandem with audio recordings and the researcher did not duplicate every event of teachers’ 

classroom discourses. Instead, he made notes of instructional events that could not be grasped by 

the gadget. These included situations when the teacher either omitted or rearranged reading 

exercises provided in the textbooks, or he/she added exercises of his/her own.  

The audio classroom recordings took place with an in-built voice recorder of Samsung mobile 

which has a good sound receiving quality. After completing the recordings, the researcher 

imported the data into a computer and transcribed them. 

                          3.4.3 Interview 

This instrument helps the researcher to collect data about teachers’ classroom discourses of 

teaching reading. To this end, the study used a semi-structured interview which is suitable to the 

purpose of the current study because it “allows depth to be achieved by providing the opportunity 

on the part of the interviewer, (through following a set agenda), to probe and expand the 
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interviewee’s responses” (Rubin & Rubin, 2011, p. 88). Dornyei (2007) also suggests that a semi-

structured interview permits an interviewee to “elaborate on the issues raised in an exploratory 

manner” (p.123). Therefore, the tool helps the researcher to design preplanned guiding questions 

that elicit interviewees to express their ideas on the required issues in-depth. 

Based on the advantages Rubin and Rubin (2011) and Dornyei (2007) mention, the current 

researcher used the semi-structured interview to collect data thematically related to the classroom 

observations he conducted to the investigation of teachers’ instructional initiations of teaching 

reading. However, for the purpose of keeping the coherence of the interviews, the researcher 

incorporated questions about while-reading instructional practices that teachers did in their EFL 

classes. See the pre-observation interview protocol provided in Appendix J.     

                           3.4.4 Questionnaire 

Questionnaire was designed for secondary schools EFL teachers and students. The instrument 

aimed at collecting data about the pre-reading and post-reading instructional initiations that EFL 

teachers employ in secondary schools classroom discourses. To this end, the items were developed 

from a variety of literature reviews such as Day and Park (2005), Grabe and Stoller (2013), 

McElhone (2009), Nuttall (1986), Nystrand and Gamoran (1991), and Wallace (1992). The 

comprehensive review helped to enhance the content validity of the items representing teachers’ 

instructional initiations of teaching reading. The teacher questionnaire had two parts. Part one 

elicited information about teachers’ background (gender, qualification levels, and teaching 

experience). Part two, on the other hand, consisted of 24 items which were categorized into two 

major groups: teachers’ pre-reading instructional initiations and their post-reading instructional 

initiations of teaching reading. 

Each subcategory of the second part contained different numbers of items. For instance, the first 

category included items 2, 4, 6, 8, 10, 12, 14, 16, 18, 20, 22, and 24, and the second category items 

were 1, 3, 5, 7, 9, 11, 13, 15, 17, 19, 21, and 23. The items are organized based on a five-point 

frequency rating scale that requested participant teachers to respond by choosing one from the 

alternatives: Always (A), Usually (U), Sometimes (S), Rarely (R), and Never (N) whose scoring 

values are rated from one to five. The values of alternatives are described as (A) = 5, (U) = 4, (S) 

=3, (R) = 2, and (N) = 1.   
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The student questionnaire was similar to teacher questionnaire except for the elicitation of data in 

part one where students were required to give information about their background. Additionally, 

for the purpose of students’ understanding of the items at ease, the questionnaire was translated to 

the Amharic language. See Appendix F. 

Internal consistency of teacher and student participants’ ratings was checked using statistical 

analysis of Cronbach Alpha Coefficient, and the results of the respective participants had the 

coefficient values of 0.75 and 0.8 that confirmed the reliability of the survey instruments. The inter 

scale or factor of items in each questionnaire also satisfied the alpha coefficient values. For 

instance, teachers’ self-reported responses for pre-reading and post-reading instructional 

initiations had 0.8 and 0.72 values respectively, whereas students responded with the coefficient 

values of 0.72 and 0.73.  

                                                3.5 Procedures of Data Collection 

The specific procedures of simultaneous data collection followed five steps; recording documents 

of pre-reading and post-reading instructional initiations of the textbooks, administering teacher 

questionnaires, conducting semi-structured interviews, making classroom observations, and 

distributing student questionnaires.    

                3.5.1 Recording Documents of Reading Instructional Initiations in EFL 

Textbooks 

The researcher used the soft copies of grades 11 and 12 EFL textbooks in which pre-reading 

instructional initiations and comprehension questions were extracted from each unit and recorded 

into separate word files. Both grades textbooks consist of 12 units each of which involves two to 

three reading texts. For the convenience of analyzing the data of the specific research questions, 

the researcher recorded documents of each instructional variable in different files. However, 

documentation of pre-reading instructional initiations of the two EFL textbooks was carried out in 

the same table. Similarly, reading comprehension questions of the two textbooks were documented 

in the other table. See Appendix D. Then, the researcher analyzed the instructional initiations using 

descriptive content analysis based on the guidelines provided in Appendix A and Appendix C.  

For the purpose of checking the reliability of the descriptive analysis, the researcher involved two 

TEFL instructors working in the same higher institution with him. The participants were selected 

randomly among the active staff of the department. They followed the same guidelines while 
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identifying the types of pre-reading instructional initiations and comprehension sublevels of the 

comprehension questions. To this end, the researcher made in-depth discussions with them about 

what they were to do. For instance, he dealt with the guidelines in Appendixes A and C with them. 

Then, the researcher checked the reliability of the three raters including him by computing the 

Intraclass Correlation Coefficient (ICC) value in SPSS. It was preferred to other consistency 

measurement formulas since it “is a widely used reliability index in the literature” (Koo & Li, 2015, 

p.7), and it is convenient to compute consistency of three and above inter-raters. The agreement 

coefficient value for identifying the types of pre-reading instructional initiations of grades 11 and 

12 textbooks was 0.98. On the other hand, the agreement coefficient value for identifying reading 

comprehension sublevel was 0.86.  

                   3.5.2 Administering Teacher Questionnaires 

Ahead of collecting the quantitative and qualitative data from EFL teachers of the selected schools, 

the researcher followed the formal procedures. First, he gave school directors copies of the letter 

of request for cooperation taken from the AAU English department. Second, he went to English 

departments and told them that he had the purpose of researching teaching reading classes. They 

were cooperative to accept the request and introduced him to the staff. It was in such a hospitable 

situation he collected the survey data and conducted the semi-structured interviews and classroom 

observations.  

As stated in section 3.3.3, questionnaires were distributed to forty one EFL teachers working in 

the selected two government secondary schools; all EFL teachers got involved in the survey data. 

The researcher went to the schools on different days to distribute the questionnaires. This gave 

him a chance to get all participants. Responses to the questionnaires were collected within three to 

five days. 

After collecting the survey responses, the researcher coded the data based on the specific objectives 

of the study and entered the responses into a computer software program (Statistical Package for 

Social Sciences, SPSS). 

              3.5.3 Conducting Semi-Structured Interviews 

The code of communication was either English or Amharic language preferred by the interviewees 

since the purpose of the interview was to generate data with regard to the instructional initiations 

teachers implemented in their secondary schools EFL reading classes. The interviews were made 
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on the schools’ compounds where the amount of noise was negligible. Based on teachers’ consent, 

the interviews were audio-recorded with Samsung mobile under the guidance of interview protocol 

stated in Appendix J.   

During the interview time, the researcher did not take notes to consciously follow up and 

understand what the interviewees said. Instead, he thought of sub-questions generated out of their 

explications. 

                 3.5.4 Making Classroom Observations   

Ahead of beginning the observation and audio recording, the researcher discussed the purposes 

with them (realizing the teaching-learning of reading in EFL classes). Additionally, he promised 

to them that the recorded information would be treated confidentially, and the process of data 

analysis and interpretation would not express their names. Based on this consensus, the researcher 

took the periods when teachers had reading lessons, and he always phoned them before attending 

into their classes. However, sometimes there were inconveniences that teachers did not keep their 

actual periods and postponed the lessons to other days.   

When participant teachers were entering the reading lessons, the researcher provided them the 

recording Samsung mobile to put it into their chest pockets where the recording processes took 

place. During the observed lessons, the researcher sat at the back seats of the classes, and he was 

non-participant while taking the field notes and engaging in the checklists. 

                           3.5.5 Distributing Student Questionnaires  

Student questionnaires were distributed during non-EFL classes of the observed teachers for the 

reason that the responses of the items aimed at triangulating their actual classroom instructional 

initiations of teaching reading. The researcher believed that participant students could not feel free 

while answering the survey items in the presence of their classroom EFL teachers. Therefore, the 

questionnaires were distributed and collected in non-EFL classes of teachers who were volunteers 

to use the lesson periods (40 minutes). During administrating the data, the researcher discussed 

with students what they were expected to do in the questionnaires. Additionally, he rotated and 

checked whether or not they had questions. The researcher also checked the number of 

questionnaires while collecting from students. Then the collected data were entered into a 

computer software program, SPSS. 
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                               3.6 Method and Procedure of Data Analysis  

Within-level data analysis method which gives researchers to study different variables found at 

the same level (Headley & Clark, 2019) was the analytical framework used to answer the specific 

research questions. For instance, the investigation of pre-reading instructional initiations and 

cognitive demands of comprehension questions were different variables of the same level (EFL 

textbooks). Teachers’ pre-reading and post-reading initiating moves were the other variables 

analyzed to understand the contexts of their classroom discourses of teaching reading (another 

level).  

At the first level of the study, descriptive content analysis was carried out drawing on two units of 

analysis known as recording and context units. For instance, specific pre-reading instructional 

initiations and comprehension sublevels were the recording units while the instructional 

documents were the context units of the analysis. Based on these units of analysis, the researcher 

and the two inter-raters identified the specific pre-reading instructional initiations after analyzing 

the contents of pre-reading instructional documents. Similarly, they iteratively read the texts in 

which the comprehension questions are designed and identified the comprehension sublevels 

stated in Appendix C. Occurrences and frequencies of the quantitative findings drew on the 

qualitative findings of the descriptive content analysis. 

At the second level of the study, the descriptive method was used to analyze the qualitative and 

quantitative data. Therefore, analysis of each observed teacher’s instructional initiations of 

teaching reading was described in the shed of Initiation-Response-Feedback (IRF) classroom 

interaction patterns devised by Sinclair and Coulthard (1975). However, for present study, analysis 

of classroom observation data comprised wait time and uptake moves proposed by Rowe (1986) 

and Nystrand and Gamoran (1991) respectively. The former move refers to the period of silence 

after teacher’s elicitation and before student’s response, whereas the latter is characterized by 

teacher’s eliciting move following student’s response. Therefore, the IRF classroom interaction 

pattern was the unit of analysis in which pre-reading and post-reading actual initiating moves of 

teaching reading were qualitatively described.  

A descriptive method of analysis was also used to the investigation of teachers’ instructional 

initiations of teaching reading provided in the semi-structured interviews. For this purpose, the 

researcher employed the transcribed verbatim data found in Appendix K and the guidelines 
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residing in Appendixes A and C. Presentation of descriptive statistical analysis of teachers’ survey 

data followed by the analysis of students’ questionnaires was the next part.   

After the analysis of the data at the two levels, interpretations of findings were discussed. For 

studies guided by multilevel research design, results from different levels are merged into major 

interpretation categories (Headle & Clar, 2019). Therefore, discussions of findings drawn from the 

instructional initiations that EFL textbooks and teachers use in teaching reading were presented by 

integrating results of the two levels into two meta-inference categories known as pre-reading and 

post-reading stages of teaching reading.  

At the end, the summary, conclusions, and recommendations of the study were described in chapter 

five.   

      3.7 The Pilot Study 

The main purpose of the pilot study was to ensure the suitability of data collection instruments, 

methods of data analysis and insights gained from the study. The study was conducted in Bole 

Bulbula government secondary school in Addis Ababa. It focused on the content analysis of grade 

11 textbook reading exercises, EFL teachers’ classroom instructional practices of teaching reading, 

and the cognitions they held about teaching reading. To this end, it employed document analysis, 

questionnaire, classroom observations, and interviews. The questionnaire was designed for twenty 

four EFL teachers who were required to answer forty five items referring to their classroom 

instructions and cognitions of teaching reading. For the qualitative study, the researcher took two 

volunteer participants. 

The strategy of inquiry of the mixed methods the study drew on was convergent parallel mixed 

design in which data collection, analysis, and interpretation are developed concurrently. This 

design was selected from the belief that it was helpful to gain a complete understanding of the 

research problem by “comparing different perspectives (text-based and situation-based approaches 

of teaching reading in the reading exercises, teachers’ classroom instructional practices, and their 

cognitions of teaching reading) drawn from quantitative and qualitative data” (Creswell, 2014, p. 

281).  

Descriptive and correlational methods with in-depth examinations of teachers’ cognitions and 

practices of teaching reading in terms of answering the specific research questions were the ways 
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of data analysis. Thus, the data collected were analyzed quantitatively and qualitatively based on 

the QUAN + QUAL convergent mixed methods design.   

The findings of the data indicated that the EFL textbook fell short of pre-reading questions used 

to motivate and prepare students to comprehend texts. With regard to the comprehension questions, 

the pilot study showed that reading exercises comprised both text-based and situation-based 

meaning construction comprehension abilities. With regard to teachers’ cognitions of teaching 

reading, the following results were found from the quantitative and qualitative databases. 

 Participant EFL teachers had the theoretical orientation of interactive reading process 

characterized by word recognition skills and background knowledge about the text. 

 Secondary school EFL teachers held text-based and situation-based theoretical orientation 

to teaching reading. 

 They believed that text-based reading comprehension is the ultimate goal of effective 

reading instruction.  

The findings of EFL teachers’ instructional practices of teaching reading, on the other hand, 

showed that  

 Teachers’ instructional practices emphasized teaching bottom-up and top-down pre-

reading activities and text-based reading comprehension abilities. 

 In the pre-reading stage, they introduced the text, defined vocabulary meanings, and 

activated students’ prior knowledge. 

 During reading, teachers employed silent and loud reading instructional practices without 

informing students the purposes of reading texts. Instead, they managed and assisted 

students and controlled the reading time. 

 In the post-reading stage, their instructional practices were characterized by recitation, 

reviewing, elaboration, elicitation of general and contextual meanings of words, text- 

oriented feedback and provision of homework on lower-level text-based comprehension 

skills. 

 Teachers did not use instructional practices subservient to reader-based comprehension 

questions provided in the textbook. 

The pilot study and its examiners’ comments gave the researcher a variety of insights into carrying 

out the phenomenon under investigation. First studying teacher cognition as an independent 



 

74 
 

variable was not convincing in a situation where teachers follow tailored textbooks. Instead, an in-

depth investigation of their classroom discourses of teaching reading could have a significant 

contribution. Additionally, the study of reading comprehension sublevels was preferable to the 

general focus on text-based and situation-based comprehension models. In response to these 

constructive comments, the study incorporated comprehension levels adapted from the taxonomy 

of Barrett (1972). Such modifications led the main study to the investigations of instructional 

initiations that EFL textbooks and teachers use in secondary schools EFL reading classes. To this 

end, the researcher learned that multilevel descriptive case study design was the right strategy of 

inquiry. Finally, he recognized the incorporation of student questionnaire to triangulate teachers’ 

qualitative findings.  
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CHAPTER FOUR: DATA ANALYSES AND DISCUSSIONS 

In this section, the first descriptive content analyses of secondary EFL textbooks were presented 

(level-1) with equal emphasis on qualitative and quantitative methods. Then, the qualitative and 

quantitative data of teachers’ classroom instructional initiations of teaching reading were analyzed 

in the guidance of the QUAL + quan research procedure. For the convenience of identifying the 

hierarchical data analyses of the two levels, the researcher gave them names. For instance, ‘level-

1 study’ was the category of presenting the data analysis of the textbooks while the presentation 

of data analysis of teachers’ instructional initiations was represented by the name ‘level-2 study’. 

Discussions of results of the two levels were merged following the respective analyses.     

Level-1 Study 

4.1 Data Analyses of Initiations of Teaching Reading in Secondary EFL Textbooks  

Findings of the EFL textbooks answered the first two specific research questions about pre-reading 

instructional initiations and cognitive demands of comprehension questions to teaching reading in 

grades 11 and 12 classes. To this end, the findings of descriptive content analysis of the textbooks 

were presented in the subsequent sections based on the qualitative and quantitative databases 

provided in Appendix B.  

4.1.1 Pre-Reading Instructional Initiations of Teaching Reading in Secondary EFL 

Textbooks   

The study found out that grades 11 and 12 EFL textbooks contain a variety of pre-reading 

instructional initiations that help students to comprehend reading texts. To this purpose, the 

number of reading texts with which the instructional initiations occurred was investigated, and it 

was found out that there were 26 and 31 texts in the respective textbooks. The following table 

summarizes the types and frequencies of instructional initiations that each textbook uses in 

secondary EFL reading classes.  
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Table 4.1: Pre-reading instructional initiations in grades 11 and 12 EFL textbooks 

No.  

Types of pre-reading instructional initiations 

Frequencies of initiations 

Grade 11 Grade 12 Total 

1 Asking questions about background knowledge 8 11 19 

2 Introducing the text 9 11 20 

3 Asking previewing questions 3 3 6 

4 Asking prediction questions 2 1 3 

5 Giving definitions of pre-reading words  - 3 3 

6 Pre-teaching words with a semantic framework 1 - 1 

7 Asking text features or types - 1 1 

8 Pre-teaching metacognitive reading strategies 2 - 2 

Total 25 30 55 

Table 4.1 indicates that the first four types of pre-reading instructional initiations are commonly 

shared by the two EFL textbooks whereas the last four are distinct types which have different 

pedagogical purposes. Based on the descriptive content analysis of Appendix B, the textbooks 

employ the types of initiations to teach different numbers of texts. For instance, the grade 11 EFL 

textbook is characterized by the use of six types of pre-instructional initiations to teach 20 reading 

texts. On the other hand, the grade 12 textbook applies six initiations to teach 18 reading texts. The 

total frequency of instructional initiations in the former textbook is less than the initiations in the 

latter one, but they are used to teach a greater number of texts. The table also shows that asking 

background knowledge questions about the text and introducing the text are the dominant pre-

reading instructional initiations in both EFL textbooks. Some of the initiations dwell together in 

the same reading text as described in the following table. 
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Table 4.2: Types of instructional initiations within reading texts of secondary EFL 

textbooks                                                    

Grade 11 EFL textbook Grade 12 EFL textbook 
Text* Types of initiations Text* Types of initiations 

1  Asking to predict from  the text 
 Introducing the text 

3  Introducing the text 
 Asking to preview the text 

4  Asking background knowledge 
questions  

 Pre-teaching words with a semantic 
framework 

4  Asking background knowledge questions 
 Introducing the text 
 Asking text features or types 
 Giving definitions of pre-reading words 

9  Asking to preview texts  
 Asking to predict from the text 

5  Asking background knowledge questions  
 Asking to preview texts  
 Asking to predict from the  text 

18  Introducing the text 
 Asking background knowledge 

questions 

7  Introducing the text  
 Asking background knowledge questions 

20  Asking to predict from texts 

 Pre-teaching metacognitive reading 
strategies 

10  Introducing the text  

 Giving definitions of pre-reading words  
 

 
 

12  Asking background k/g questions 

 Giving definitions of pre-reading words 
17  Introducing the text 

 Asking background knowledge questions 

 Asking to preview texts 
Text* indicates the numerical representation of texts used to teach reading in a lesson in each EFL 

textbook. 

Table 4.2 shows that the textbooks use different types of pre-reading instructional initiations to 

teach a few reading texts. It also points out that a maximum of four types of instructional initiations 

are used in the grade 12 EFL textbook before students begin to read the fourth text. The next 

section deals with the presentation of each initiation type which was found out from the descriptive 

content analysis of the textbooks. When necessary, discussions of the presentation incorporated 

numbers of initiations the study used in Appendix B.  
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                4.1.1.1.1 Asking background knowledge questions about texts  

Asking questions about background knowledge is a pre-reading cognitive strategy instruction that 

encourages students to activate their background knowledge of a reading text which enhances their 

working memory capacities deemed necessary to carry out the comprehension questions at ease. 

This instructional initiation is usually implemented by making students answer questions based on 

their world knowledge, personal experience, specific texts read, and previous lessons taught.  

For instance, the grade 11 EFL textbook, as stated in Appendix B, activates students background 

knowledge drawing on the reading topics by asking them to answer signification of colors of the 

AU flag (no. 1, activation of general world knowledge), their effective study skills (no.4, activation 

of personal experience), names of individuals associated with the development of medical 

innovations (no. 5, activation of general world knowledge), major killer diseases in Ethiopia and 

western countries (no. 8, activation of general world knowledge), what malaria is (no. 9, activation 

of general world knowledge), the kinds of things they read every day (no. 14, activation of 

previously read texts), and where Haiti is and what happens during an earthquake (no. 22 activation 

of general world knowledge). This indicates that the instructional initiation activates students 

background knowledge by inducing them to use a cognitive strategy of retrieving relevant 

information from three referential frames of their general world knowledge, personal experience 

and previous texts read that enable them to reduce the information load of their working memory 

which carries meaning resulted from the comprehension process.  

Pre-reading instructional initiation of grade 12 EFL textbook also assists students to make use of 

this cognitive strategy by encouraging them to talk about what they know about topics of the 

reading texts. To this end, the textbook elicits them about the literary texts they have read (no. 30, 

activation of previously read texts), their characteristics (no. 35, activation of personal experience), 

millennium development goals (no. 40, activation of general world knowledge), good governance 

(no. 41, activation of general world knowledge), coffee production (no, 42, activation of general 

world knowledge), vultures (no. 46, activation of general world knowledge), shanty town (no. 50, 

activation of general world knowledge), and a film actress, Kate Winslet (no. 51, activation of 

general world knowledge) and Titanic film (unit no. 55, activation of general world knowledge).  

The abovementioned data indicated that the textbooks predominantly emphasize elicitations of 

world knowledge to activate students’ background knowledge of texts. To this end, they employ 
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reading topics and pictures though the latter is a less emphasized instructional initiation. For 

instance, in grade 11, the pre-reading question about the earthquake catastrophe in Haiti draws on 

the world map while asking students to describe where Haiti is (p. 273). The use of the map can 

be helpful for students who could not memorize the geographical location of the country. 

Similarly, a pre-reading question in the grade 12 EFL textbook employs a picture to elaborate the 

living situations and physical structures of vultures (p. 187). Since the picture represents the title 

of the text, ‘vultures’, elicitation of students’ background knowledge with it can facilitate their 

reading comprehension abilities.  

In general, the textbooks seem to deemphasize elicitation of background information from 

students’ personal experiences and previously read texts while they exclude asking questions from 

the previous lesson taught. Additionally, a rare pre-reading questioning with real imagery along 

texts does not encourage students to use dual coding (verbal and visual) representations which can 

facilitate their reading comprehension abilities. 

                4.1.1.1.2 Asking prediction questions 

The descriptive content analysis of the textbooks shows that there are 3 frequencies of predicting 

instructional initiations used to create the learning opportunity of making a hypothesis. This pre-

reading initiation encourages students to guess the main idea and specific information as the 

following instances indicated.   

12. Look at the headline and discuss what you think the story is about. (p. 110) 
24. You are going to read a magazine article arguing against digital technology. Before 

you read it, think of some of the points that might be made. Make a list. (p. 295) 
37. Choose the picture which you think best represents Wariinga (the main character of 

the literary text). (p.87) 

As the above data indicate that students are required to make use of their background knowledge, 

reading titles, and pictures to practice a prediction cognitive reading strategy. The EFL textbooks 

encourage them to predict main ideas and specific information which could help them make 

accurate confirmation of hypotheses while reading texts. However, the grade 12 textbook does not 

give students frequent practice opportunities for this strategy use. In grade 11 EFL classes, on the 

other hand, the instructional initiation occurs in two lessons. Such a rare or none frequent 

occurrence of the instructional initiation has a negative effect on their active cognitive engagement 

and motivations of reading texts. However, asking students either to answer signpost questions or 
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to produce their own text-based questions from an overview of texts are not the focus of the pre- 

reading instructional initiations of the textbooks.   

                          4.1.1.1.3 Asking texts previewing questions 

The descriptive content analysis of secondary EFL textbooks also indicates that there are 6 

frequencies of pre-reading instructional initiation which emphasizes the practice of previewing 

cognitive strategy use. The initiation is characterized by directing students to understand the gist 

and identify genres of texts in the textbooks as stated below.  

11.  Look quickly at the texts on the following pages and answer these questions. Are these 
texts from a) books b) emails or letters c) newspapers d) brochures? How do you 
know? Which country is each of them about? (p. 110) 

17. Survey the reading text below. Try to do it in two minutes only.  (p.198) 
18. Skim each text to find out what disability each person has (p. 222) 
29. Skim through the following problem page letters and identify what each one is about. 

(p.62) 
36. Skim read the text. Try to do it in two minutes only. (p. 87).  
54. Skim read it for one minute and then guess the name of the film. (p. 257)                                      

The instructional initiation has a dual purpose in grade 11 EFL classes.  First, it serves to prepare 

students for a jigsaw reading comprising of five texts about HIV AIDS in unit four. Before students 

begin to read the texts, the textbook asks them to look quickly at factual texts and identify the 

types. It also elicits students to corroborate their responses with reasons that underlie their strategy 

use of identifying the specific feature(s) each text is characterized by. However, the instructional 

initiation has no clear purpose when it encourages them to survey the text on page 198 as it does 

on page 222 where they are required to identify the main ideas of texts. Similarly, the grade 12 

EFL textbook does not specify the purpose of practicing previewing the cognitive reading strategy 

posed on page 87.  

The instructional initiation used in both EFL textbooks asks students only to skim the entire body 

of texts though reading the first sentence of each paragraph is the other way of the strategy. 

Additionally, it does not encourage them to identify the authors or sources of texts and find difficult 

meanings of words residing in texts. Therefore, depriving students of the practice of previewing 

strategy use for different purposes has a missed learning opportunity on their knowledge of 

paratext and microstructure meaning construction abilities. A paratext refers to “liminal devices 

and conventions, both within and outside the book, that form part of the complex mediation 

between book, author, publisher, and reader” (Genette, 1997, back cover). This is to say that the 
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textbooks do not teach students that previewing paratexts is an important component of pre-reading 

activities of books in general and classroom short texts in particular.  

                              4.1.1.1.4 Giving definitions of pre-reading words 

This type of pre-teaching vocabulary initiation occurs in three lessons of the grade 12 EFL 

textbook which comprises of glossary of pre-reading words to teach poems entitled with ‘Building 

the Nation’, and ‘Vulture’ and informational text about the multilateral organization. The 

following extracts are among the glossary definitions that the textbook contains. 

34. - The Vic is the Lake Victoria Hotel, a well-known hotel in Entebbe; that was renamed 
the Windsor Lake Victoria when its ownership changed. 

- A Permanent Secretary (or PS) is not a politician but a senior civil servant 
running a government ministry. 

44. - Closer-knit = more integrated (Text A) 
- Stabilize exchange rates = keep the rates at which money is exchanged into    

another - Currency at more or less the same levels (Text B)  
- Creditworthy = able to pay your debts and therefore can be given a loan (Text C) 
- Sovereignty = the power that an independent country has to govern itself (Text D) 

47. - Drizzle: soft, light rain 
- Harbinger: a sign that something is going to happen soon 

The first two defined words are found in the poem under the title of ‘Building the nation’. The 

next four definitions were samples taken from texts A to D designed to teach jigsaw reading. Since 

students are required to read these texts in groups, the textbook provides four to six definitions of 

words from each text. On the other hand, to teach the poem about vulture and its symbolic 

representation of a corrupted commandant, the textbook presents meanings of thirteen words 

including the last two words in the abovementioned extracts. Therefore, the instructional initiation 

helps students understand the microstructure meanings of texts.  

                                4.1.1.1.5. Pre teaching words with a semantic framework 

The finding of the study also showed that in the grade 11 EFL textbook there is one pre-teaching 

vocabulary initiation which asks students to understand synonym meanings of words. The textbook 

consists of a pre-reading vocabulary exercise that directs students as “6. Make sure you understand 

the words on the left, which come from the texts you will read shortly. Match them to their 

meanings on the right (p. 68)”. See Appendix B. This indicates that second cycle secondary EFL 

textbooks have no place to features of the semantic framework of pre-teaching vocabulary which 

has a pedagogical goal of activating students’ semantically and topically related words through 
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semantic maps and semantic feature analysis. Additionally, they do not elicit students’ vocabulary 

knowledge using classification, analogies, antonyms, and homophones.   

Compared with the definitional instruction that appeared in three pre-reading sections of each 

textbook, pre-teaching words with semantic framework, contexts, and word structure are neglected 

in both cultural mediating artifacts. There are no pre-reading questions asking students to infer 

meanings of difficult words from the surrounding microstructure meanings of proposition(s) is 

meant that they do not learn to make use of top-down word recognition strategy as a compensatory 

mechanism of their linguistic deficiencies to construct text-based meanings while they read texts. 

In EFL classes where students’ deficient vocabulary knowledge impedes their comprehension 

process, pre-teaching vocabulary is one of the ways of a compensatory mechanism. However, by 

itself, looking up words in a glossary or memorizing definitions could not reliably improve reading 

comprehension so that guessing word meanings through the surrounding contexts is also essential. 

In other words, asking students the contextual meanings of words in the pre-reading section can 

serve as a model strategy for attacking the meanings of difficult words while reading texts.  

In general, for teaching 26 and 31 reading texts in the respective EFL textbooks, employment of 

pre-teaching vocabulary in four lessons is a rare learning opportunity of activating and building 

students’ mental lexis.   

                                        4.1.1.1.6 Asking text features or types 

In the descriptive content analysis of the present study, this pre-reading instructional initiation 

occurs in grade 12 EFL textbook to teach about two literary forms: a poem and novel extract as 

stated below.  

32. Before you read, work with a partner and discuss the differences between these two 

literary forms: the poem and the novel. (p.81) 
The textbook makes use of this directive when it prepares students to read a poem entitled 

‘Building the Nation’ followed by an extract of the ‘No Longer at Ease’ novel of Chinua Achebe’s 

work. To this end, students’ collaborative discussions on the required pre-reading task can derive 

them to ask questions and share ideas. These include the distinct or unique qualities of the two 

literary texts that poems are short in size, have stanzas and rhythms and use selective words 

whereas novels are long, use a battery of paragraphs and dialogues, have plot, rising action, climax, 

falling action, and resolution.  
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The finding of the study also indicated that elicitation of rhetorical organization of factual texts is 

an ignored cognitive reading strategy use in both EFL textbooks’ pre-reading instructional 

initiations. Informational texts are characterized by patterns of information organized in the forms 

of cause and effect, enumeration, description, argumentation (persuasion), comparison and 

contrast and sequence. However, none of these discourse structures becomes the pre-reading 

pedagogical purpose of the textbooks so that learners are required to begin reading texts without 

activating their background knowledge of text structures.  

                      4.1.1.1.7 Introducing texts 

This instructional initiation is used when it is believed that the contents of reading texts can be 

difficult for or unfamiliar with students’ already existing knowledge. In the instructional materials 

of the present study, such an initiation is characterized by the use of describing topical concepts of 

texts, informing text source, and describing general ideas of texts in twenty seven instances that 

could help students build new conceptual schemata and reactivate related ideas with the text. Of 

these specific features, the first two types were used in thirteen and ten instances respectively. The 

following extracts show sample text introduction instructional initiations characterized by the two 

features: 

2. An anthem is a special song. Every country has a national anthem. It voices the country’s 
history, its values, or hopes (p. 11).  

3. This text is an extract from a novel written by a Ugandan writer. (p. 44). 
15. In this extract, a young man is leaving his home in Miguel Street, in the capital of 

Trinidad. (p. 156). 
28. Most universities and colleges have a student newspaper or magazine. One of the most 

popular features in the newspaper is the problem page (p. 61) 

31. African writers have written about many important issues, which affect the lives of 
ordinary people. You are going to read a poem from Uganda and an extract from a 
Nigerian novel (p. 81).  

The pre-reading instructional initiations serve as a compensatory mechanism of students’ 

conceptual deficiencies of textual ideas that they may not retrieve from their world knowledge, 

personal experience, previous lessons or texts read. Before students begin to read texts, the 

textbooks build their background knowledge with the meanings of topics of anthem, myth, 

poaching, West Indians, landline telephone, problem page, and blockbuster. Topics of reading 

passages have an underlying relationship with the main ideas of texts so that describing them for 

students could help them understand the macrostructure meanings of texts.  
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In addition to describing topical concepts of texts, other type of text introduction initiations informs 

sources of texts to build students’ background knowledge. Such a pre-reading instructional practice 

emphasizes literary texts in general and their features in particular. For instance, the grade 11 EFL 

textbook initiates students to know the types of literary texts, the names of the poets, characters 

involved, setting and theme of the text. Grade 12 textbook, on the other hand, guides students to 

be familiar with the thematic area that African writers commonly share, the biography that a poet 

had, and the period of the content the given poem represents.  In other words, the textbooks do not 

inform students of the sources of factual texts before they read the texts.  

The textbooks also describe the general ideas of reading texts which can help students understand 

the gist. This feature of instructional initiation of the textbooks is used in four reading lessons from 

which the last three are found in grade 12 EFL classes as the subsequent extracts from Appendix 

B indicate.  

26. The text is his autobiographical account of growing up in a village in Guinea, in West 
Africa. His father was a goldsmith and had a workshop.... (p. 16). 

27. It (the poem) is about telephone cables and the messages they carry, which reflect the 
time at which it was written (p. 49). 

43. There are a number of multilateral organisations that affect people’s lives in Ethiopia. 
We looked at the biggest of all, the United Nations in Unit 5. You are now going to find 
out about the World Bank, The International Monetary Fund, the European Union and 
the African Union (p.137). 

Unlike text description pre-teaching which provides students with background information about 

the reading texts, this pre-reading instructional initiation informs them to capitalize on the general 

information of texts that help them understand the macrostructure meanings and construct 

situation-based meanings.   

                                       4.1.1.1.8 Pre-teaching metacognitive reading strategies 

Metacognitive reading strategies about the importance of previewing texts and ways of guessing 

contextual meanings of words are the pre-reading instructional initiations found in the grade 11 

EFL textbook. The first type occurs in unit 8 where the textbook teaches a recount text entitled 

‘The tale of a tap’ taken from Malimoto in Drum magazine. The story is written from the first- 

person point of view which consists of a dialogue the writer made with different villagers who 

were troubled to get pipe water. Additionally, on the top of the text there is a picture of three people 

who held jerry cans and surrounded a pipe running out of water. It is in the context of this reading 
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lesson the textbook informs students that surveying the text before reading signifies them as the 

following extracts indicate.  

16. When faced with a text to read, an important first step is to survey it BEFORE you actually 
start reading it. This will give you useful information about what kind of text it is and what it 
is about which in turn will help you to understand it better when you read it in detail. 
How to survey a text 
1 Look at the title and pictures, if any. 
2 Quickly look over – or survey – the first couple of paragraphs without carefully reading every 

word; just run your eye over each line. Then, survey the first line or two of the other 
paragraphs. 

3 While you are surveying the text, you can ask yourself these questions, depending on what 
kind of text it is: fiction (Where is it set At home? Another country? In Africa? In a town? In 
the country? What is happening? Who are the people? What is the tone? Is it sad, humorous?) 
and nonfiction ( What is the subject of the text? People? Places? Things? What school subject 
is it related to? Biology? History? Geography? Where does it come from? A newspaper? A 
magazine? What is the writer telling us, what is his or her purpose?) (p. 198). 

The instructional practice emphasizes conscious awareness about cognitive strategies of 

paratextual information (title and pictures) and features of text types (paragraph, setting, theme, 

tone, and source). The abovementioned data showed that the main function of knowledge about 

surveying texts is to make students conscious about the relationship the cognitive strategies have 

with the second literal comprehension sublevel (L2, recognition/recall of main ideas of texts).  For 

instance, getting students informed to preview titles, pictures, and the first lines of texts reinforces 

them to identify the gist. Similarly, the list of self-questioning strategies stated under the genres of 

texts (see number three above) refers to the identification of main ideas. Although metacognitive 

strategy researchers claim that knowledge about asking oneself questions is a reading strategy use 

of monitoring comprehension, this EFL textbook makes use of it to guide students to practice 

lower-level reading comprehension ability (L2). 

Metacognitive cognitive strategy of guessing contextual meanings of difficult words, on the other 

hand, is found in unit twelve where the textbook teaches about magazine article arguing against 

digital technology as the following extract indicates. 

25. When you come across a new word in a text, usually there are plenty of clues to help you 
guess its meaning: 

 The meaning of the sentence in which it occurs (in other words, its context); if you 
understand the rest of the sentence you should be able to guess the meaning of one of 
the words in it quite easily. 
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 The formation of the word: you may recognise the root of the word and the meaning of 
any affixes it may have.  (p. 295) 

This pedagogical initiation emphasizes the provision of knowledge about ways of guessing the 

meanings of words before students read a text. Such a metacognitive knowledge base awareness 

could create them the learning opportunity of using one or two of the cognitive strategies otherwise 

known as context and/or structure of words which helps them understand the propositional and 

microstructure meanings of the text.  

Compared with the pre-reading instructional initiations of teaching cognitive strategies, the study 

found out that second-cycle secondary EFL textbooks disregard the initiations of metacognitive 

reading strategies essential to the development of students’ comprehension abilities.  

                       4.1.2 Cognitive Demands of Reading Comprehension Questions in Secondary 

EFL Textbooks  

This section aims at identifying sublevels of thinking skills that reading comprehension questions 

demand students in grades 11 and 12 EFL textbooks. In other words, the study sets out an in-depth 

understanding of the types of comprehension sublevels found in the textbooks. To this end, 

qualitative and quantitative results which were equally emphasized in the study were presented in 

tandem, for they were generated from the same descriptive document analysis of comprehension 

questions in the textbooks.  

The study analyzed cognitive demands of 758 comprehension questions qualitatively and 

quantitatively drawing on the taxonomy adapted from Barrett (1972). See Appendix D. Of these 

questions, 366 are found in the grade 11 EFL textbook, and grade 12 textbook contains 392. The 

Appendix also indicates that the comprehension questions of the textbooks are categorized into 

161 exercises which are characterized by instructions for a single or groups of question(s). Among 

these exercises, the respective textbooks have 75 and 86 exercises. These numerical figures are 

significant to identify elicitations of the sublevels and numbers of their occurrences and 

frequencies. Therefore, the presentation of the findings in the subsequent tables was derived from 

these exercises in general and the specific comprehension questions in particular.           
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 Table 4.3 Elicitations of Literal Comprehension Sublevels 

 

Literal comprehension sublevels (L) 

11th  textbook  

Total  

12th textbook  

Total  Occr. Frq. Occr. Frq. 

L1 Recognition/recall of details  22 46 69 23 81 104 

L2 Recognition/recall of main ideas 2 9 11 9 3 12 

L3 Recognition/recall of sequence 4 - 4 1 - 1 

L4 Recognition/recall of comparison 19 100 119 20 78 98 

L5 Recognition/recall of cause and effect 10 9 19 8 3 11 

L6 Recognition/recall of character traits 2 - 2 4 4 8 

                               Total  59 164 223 65 169 234 

Table 4.3 indicates that grades 11 and 12 EFL textbooks elicit all sublevels of the literal 

comprehension level within the respective 223 and 234 comprehension questions which represent 

more than half of the total number of the questions. Among these literal comprehension questions, 

the highest instructional emphasis is devoted to the practices of recognition/recall of comparison 

(L4) followed by recognition/recall of detail (L1), for they are characterized by high occurrence 

and frequency of comprehension questions. This is to say that students have great opportunities to 

learn these sublevels within and across reading exercises.  

Dominance of the first literal reading comprehension sublevel (L1) in secondary EFL textbooks 

indicated that students are required to develop thinking skills of explicitly stated facts which are 

resulted from comprehending either the propositional or microstructure meanings of reading texts. 

In the case of comprehending propositional meanings, they could identify or produce the required 

detail information from a particular semantic encoding of the given reading text.  In the case of 

understanding microstructure meanings, they need to identify or memorize details by recognizing 

different sentences containing the same specific idea. As stated in Appendix D, multiple-choice 

questions, true/false questions, and asking the correct specific ideas from the given lists are the 

main ways of elicitations of the sublevel. High number of occurrences of the sublevel shows that 

the textbooks require students to read the majority of texts to identify explicitly stated ideas.  

High occurrence and frequency of the fourth literal comprehension sublevel (L4) elicitations, on 

the other hand, are mainly characterized by memorization of synonym meanings of difficult words 

and identification of related contents found in the reading texts. In other words, the textbooks elicit 



 

88 
 

the sublevel in the form of matching the words extracted from the reading texts with meanings 

provided on the left sideways.   

Over dominance of L1 and L4 in the textbooks is meant that the cultural mediating artifacts of 

teaching reading prevent students from learning the majority subcomponents of literal 

comprehension level in secondary EFL classes. For instance, the grade 11 EFL textbook elicits 

students to identify main ideas and character traits in two comprehension questions. It also asks 

them to recognize sequences of events in four questions as stated in the following extracts.  

33. The purpose of the survey was ______ (L2). 
142. Look at these beliefs about HIV / Aids. Discuss which of them are myths (L2). 
213. Hanna was polite, but was she soft also? Find evidence for your answer in the text (L6). 
214. Put these events in the story in the correct order in which they happened (L3). 
237. Put paragraphs (A-E) in the correct order (L3). 
254. When he got home with a jerry can full of water, his wife ______ (L6) 
          a. greeted him triumphantly     b. was very happy to see him  ……….. 

The above extract indicates that the textbooks do not provide students with equal learning 

opportunities of both low and high literal comprehension sublevels in intensive reading text 

classes. This was a similar phenomenon in the grade 12 EFL textbook which additionally does not 

initiate students to develop their mental functions of recognizing cause and effect sublevel.  The 

absence of eliciting (L2) and (L3) in particular deprives them of learning the macrostructure 

meanings of texts otherwise they become consumers of propositional and microstructure meanings 

of texts.  

Presentation of the qualitative and quantitative results shows that the 57 reading texts that the 

textbooks contain are not exploitable to the teaching of all literal comprehension sublevels.  

Table 4.4 Elicitations of Reorganization Sublevels 

Reorganization comprehension sublevels (R) 11th textbook  

Total  

12th textbook  

Total  Occr. Frq. Occr. Frq. 

R1 Classifying   3 2 5 5 5 12 

R2 Outlining  - - - - - - 

R3 Summarizing  6 - 6 7  7 

R4 Synthesizing 6 5 11 4 2 6 

             Total  15 7 22 16 7 25 
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Compared with literal comprehension, Table 4.4 shows that reorganization comprehension is given 

insignificant emphasis in secondary EFL textbooks. For instance, outlining is the absent sublevel 

in both grades 11 and 12 EFL reading lessons; the textbooks do not elicit students to organize main 

ideas and supporting details, complete outline designed from reading texts, and separate a literary 

or recount story into parts. The highest elicited sublevels (R4 in grade 11 textbook and R1 in grade 

12 textbook) have no difference from the lowest elicited literal comprehension sublevels known 

as recognition/recall of main ideas, cause and effect, and character traits. In other words, the 

textbooks provide students with the insignificant learning opportunity of the sublevels across the 

reading texts. For instance, the textbooks elicit the first sublevel from the whole class or jigsaw 

readings of eight texts with a dominant purpose of categorizing relevant ideas under independent 

headings. This is to say that, initiation of students to identify concepts of different subheadings of 

a particular topic is not the focus of the mediating artifacts as it occurs in a particular instance of 

the grade 12 textbook stated below. 

66. Each text is about a medical innovator. As you read make notes in the appropriate column of 
the table on the next page. 

345. Read the advertisements and complete the notes below for each one. 
421. Complete this table with population statistics from the text. 
423. Look back at the text and identify the relevant arguments. Make notes in your table. 

The first three comprehension questions elicited classifications of explicitly stated textual ideas 

that manifest different medical innovators, advertisements, and population statistics. The 

textbooks demand students not only to recall specific information from texts but also document 

the ideas into the required classified headings of the given matrixes. The last question, on the other 

hand, requires students to categorize specific ideas into arguments for or against China’s one-child 

policy which belong to the same topic, ‘China’s one-child policy’. Such type of elicitations 

engages students in the identifications of relevant ideas organized at the microstructure level that 

develop different subheadings of the same topic. In the textbooks where students are required to 

read 58 texts of which the majority is informational, students have low opportunities to learn about 

the rhetorical organizations of closely related concepts of reading texts.  

With regard to the third sublevel (R3), students are initiated to summarize texts in two ways known 

as written and oral forms. Comprehension questions of the sublevel elicit students’ general text-

based comprehension abilities that result from the reorganization of microstructure and 

macrostructure meanings of reading texts. The oral text summary type in particular requires them 
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either to restate texts for their peers or to inform the jigsaw reading information for regrouped 

members. Therefore, the textbooks address the reading comprehension ability of summarizing 

texts through the communicative approach of teaching reading.  

Compared to grade 12 EFL students, grade 11 students have better learning opportunities of 

cognitive engagement into synthesis (R4), the highest sublevel of reorganization comprehension 

ability. Though students’ learning readiness enhances as their mental functions get matured across 

their grade levels, the grade 12 textbook initiates students to put ideas together from different parts 

of a text with a lower number of questions than the grade 11 textbook does. Regardless of its 

dominance in the textbook, the sublevel was elicited in different forms. These include multiple-

choice, true/false, matching, and discussion questions as the following extract from Appendix D 

indicates. 

45. Oweka believed_____ a. his wife was wasting her time educating a girl.         b. at first that 
Maria should be educated, but changed his mind……. 

181. Tourism offers a wide variety of jobs (true/false). 
274. The text covers the following topics. Match each one to the relevant paragraphs. 
458. Who does the poem seem to be written by? (discussion) 
491. What is Obi’s job? 
604. How old was she when she started primary school? 

Answers to these questions are derived from either putting relevant propositional meanings 

explicitly residing elsewhere in the reading text or recognizing the rhetorical organizations of the 

text.  

Table 4.5 Elicitations of Inferential Comprehension Sublevels 

Inferential comprehension sublevels (I) 11th textbook  
Total  

12th textbook  
Total  Occr. Frq. Occr. Frq. 

I1 Inference of details  8 7 15 6 - 6 

I2 Inference of main ideas 6 5 11 7 - 7 

I3 Inference of sequence - - - - - - 

I4 Inference of comparison 8 32 40 15 23 38 

I5 Inference of cause and effect 9 2 11 6 - 6 

I6 Inference of character trait 2 - 2 2 - 2 

I7 Predicting outcomes 1 - 1 - - - 

I8 Interpreting figurative language - - - 3 1 4 

                             Total  34 46 80 39 24 63 
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At this level of text comprehension ability, Table 4.5 shows that the textbooks prioritize the 

practice of inference of comparison sublevel (I4) which are of great frequency within exercises. 

For instance, in the grade 11 EFL textbook all the comprehension questions elicit students to 

generate their own synonym meanings of words otherwise known as top-down lexical inference. 

Two comprehension questions demand them to infer similar or different conceptual ideas as stated 

below. 

57. In what ways was Oweka’s second wife like or unlike Maria’s mother? (p. 46). 
99. To what extent do you think the traditional treatment for the scorpion sting cured the mother 

and to what extent did her body cure itself? (p. 75). 
These instances require students to guess similar and/or different ideas that characterize the 

activities of wives or the potential curing ability of traditional treatment and her antibody. 

Grade 12 EFL textbook also contains one comprehension question “687. What developing 

countries, like Ethiopia, can learn from such stories” (p. 206) that demands (I4) thinking skills of 

similar concepts. However, compared with the total recognition/recall of comparison sublevel 

questions (217= 119 + 98), students have low learning opportunities of top-down word recognition 

abilities into 78 (40 + 38) comprehension questions. This indicates that the majority of 

comprehension questions about meanings of words initiate students to locate or identify words in 

the reading texts that oblige them to answer only one correct answer than to infer their contextual 

meanings (I4).  

The aggregate comprehension questions of the remaining inferential sublevels of the textbooks 

have relatively the same representations with questions of inference of comparison. Especially, the 

reading comprehensions questions do not give places for the elicitation of inference of sequence 

(I3), inference of character trait (I6), predicting outcomes that students infer the incoming ideas of 

the next paragraph(s) based on the parts of the text they have read already (I7), and interpreting 

figurative language (I8). Inference of sequence (I3) sublevel demands students’ mental function 

of inferring ideas taking place between explicitly stated information in the text while I6 requires 

them to guess the implicit dispositions of characters. The inadequate instances of eliciting I6, I7, 

and I8 sublevels were stated as follows: 

36. Using your ideas from your discussion at the beginning of this section, think about how to 
complete the survey results. 

460. What does the poet mean when he talks about the wire ‘singing’? 
489. Explain this idiom from verse 4: it goes against my grain.  
692. Explain on these lines: Old age comes early 
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The first question elicits the upcoming ideas that students infer from the previous content of the 

reading text. Instructional initiation of this type is characterized by while reading comprehension 

questions in which students can make a hypothesis and confirm/disconfirm the ideas after reading 

the text. Similarly, the textbooks do not engage students to practice the highest inferential 

comprehension sublevel into teaching different texts. Perhaps, the problem could be attributed to 

the existing nine literary texts in the textbooks.  

Elicitations of inference of main idea (I2) and character trait (I5) are akin to the maximum number 

of questions asking reorganization comprehension sublevels. This implies that the textbooks do 

not exploit reading texts to teach both low- and high-level cognitive demands in secondary schools 

EFL classes.  

Table 4.6 Elicitations of Evaluation Comprehension Sublevels 

Evaluation comprehension sublevels (E) 11th textbook  

Total  

12th textbook  

Total  Occr. Frq. Occr. Frq. 

E1 Judgment of reality or fantasy  6 1 7 3 9 12 

E2 Judgment of fact or opinion 3 3 6 9 2 11 

E3 Judgment of adequacy or 
appropriateness and validity 

3 3 6 13 4 14 

E4 Judgment of worth, desirability 
and  acceptability   

4 - 4 6 1 7 

            Total  16 7 23 31 16 47 

Table 4.6 indicates that elicitations of evaluation sublevels of the textbooks have six and twelve 

percent representation of their respective total 366 and 392 reading comprehension questions. 

Elicitations of judgment of reality or fantasy, in particular, demand students to evaluate texts with 

an eye towards exaggeration or existence. The highest frequency of elicitations occurs within the 

recount text of grade 12 textbook that describes about childhood memory. After reading the text, 

students are asked to answer ten E1 questions under the directive “407 What is the extent to which 

your family observes these customs? If they are different, say in what ways” (p. 18). 

E2 sublevel, on the other hand, demands students to make use of their subject matter knowledge 

of the reading texts to evaluate the extent to which the information raised in texts is new for them 

or how far the writer is trying to sway their thoughts. Additionally, it requires them to judge the 

intention of the author. However, such learning opportunities of reading comprehension do not 
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occur in different units of grade 11 EFL textbook except in two texts with which students are asked 

to answer the questions: 63 “Do you already study in any of the ways suggested?” (p. 55) and 176 

“Do you think the text makes it sound attractive? Identify words or phrases which in your opinion 

persuade people to go there?” (p. 123).  

Compared with the grade 11 textbook, occurrences of E3 and E4 sublevels are more emphasized 

in the grade 12 EFL textbook. E3 sublevel in particular elicits students to evaluate the texts from 

the viewpoints of completeness or incompleteness and agreement or disagreement. These include 

the following comprehension questions extracted from Appendix D.  

141. What do you think of the leaflet? Can you think of any ways in which it could be improved? 
(p.86) 

342. Decide if you agree or disagree with these statements. It is important for newspapers to report 
individual stories during crises as well as to report the overall situation (p. 275). 

501. How well do you think each text deals with it? Select one or two quotations from each text to 
support this (p.84). 

551. “Everyone (should) enjoy his/her civil and political rights, as well as his/her economic, social 
and cultural rights.” Do you agree? (p. 118). 

The above comprehension questions indicate that judgment of adequacy is found in the respective 

textbooks on pages 86 and 84. Similarly, the textbooks demand students the higher-order judgment 

of validity on pages 275 and 118 in terms of engaging them into giving responses that reflect their 

agreement or disagreement to the ideas stated in the reading texts.  

Judgment of worth, desirability and acceptability is the other sublevel that occurs in six reading 

exercises of the textbooks and has a frequency of two questions within an exercise of grade 12 

EFL textbook. This sublevel is the most difficult evaluative subskill which is characterized by 

students’ moral code or value judgment of characters’ actions or utterances, educational, social, or 

economic policy of a country, and writer’s proposal. These include the underneath descriptive 

content analysis drawn from Appendix D.  

479. Do you think the function was really important and urgent? How can you tell? (p. 83)  
537. How useful is it? (The United Nations Convention on the Rights of the Child) (p. 110) 
669. Do you think the poet’s comparison between the natural behaviour of vultures and the 

commandant of a concentration camp is fair? Justify your answer. (p. 189) 
740. Do you think the points made are fair? (p. 261).  

These comprehension questions require students’ judgment of the importance and acceptability of 

the ideas provided in the reading texts. To this purpose, the sublevel calls for their own explications 
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that can substantiate the points of their evaluations. Despite these learning opportunities, grade 11 

EFL students have a maximum of three chances to practice it across reading exercises.    

Table 4.7 Elicitations of Personal Response Sublevels 

Personal response comprehension sublevels 

(PR) 

11th textbook  

Total  

12th textbook  

Total  Occr. Frq. Occ. Frq. 

PR1 Emotional response to contents  6 - 6 6 2 8 

PR2 Identification with characters or incidents 2 - 2 2 2 4 

PR3 Imagery  - - - - - - 

PR4 Creating   7 3 10 7 2 9 

             Total  15 3 18 15 6 21 

Table 4.7 indicates that the grade 11 EFL textbook contains relatively the same number of 

comprehension questions for personal response and evaluation comprehension levels, the 

preceding high order cognitive ability. Grade 12 textbook, on the other hand, reduces students’ 

learning opportunity of the former comprehension level by less than half of the later 

comprehension level. The following are some of the questions that describe PR1 sublevel. 

71. Which of them (the medical innovators) do you admire most? (p. 71) 
102. What do you think of this poem? Do you like it, or not? Justify your answer (p. 75) 
230. Discuss your reaction to this text. Do you like it? Why / why not? (p. 158) 
417. Did you find reading this text interesting? (p. 18) 
451. Is there any information you find interesting or surprising? (p. 45) 
502. Which text do you prefer and why? (p. 84) 

The extracts show that the comprehension questions of the textbooks elicit students’ personal 

feelings of interest, fear, amusement, and hate. With this regard, the textbooks give them better 

learning opportunities to express their emotions across exercises than within exercises.    

Reading exercises of identification with characters or incidents sublevel (PR2) are the other 

instructional objectives that have an insignificant focus in the two cultural mediating artifacts of 

teaching reading. The existing comprehension questions initiate students to give their personal 

responses as follows. 

229. Do you think you would feel the same if you left home? (p.158) 
271. What would you do if you had been in the writer’s situation? (p. 201) 
454. What do you think are going to be the next important developments? (p.45) 
465. How do you feel about each problem? (p.63) 
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These comprehension questions call for students’ personal experiences and sensitivities to the 

events or actions described in the reading texts. Students have the maximum learning opportunity 

of doing seven questions that demand them to put themselves in the contexts of the subject matters 

of texts and express their experiential, sympathetic, and emphatic responses.    

With regard to the third sublevel (PR3), the textbooks do not have any comprehension questions 

for the development of imagery comprehension ability. This underlies the problem that the 

instructional materials do not encourage students to practice mental images which result from the 

practices of transcoding the reading texts to pictures or dramas and describing the physical or 

psychological states of characters, incidents or actions.  

Creating (PR4), the most difficult thinking skill, is the other sublevel that the textbooks elicit 

students with a relatively similar number of comprehension questions of emotional response to 

contents. The sublevel requires students to produce their personal ideas relevant to the subjects of 

texts they have already read as the extracts from Appendix D stated below indicate.  

101. Have you or someone close to you ever been bitten by a scorpion, or dangerous insect, spider 
or snake? Describe what happened (p. 75) 

195. Do you know anyone who benefits from tourism? How do they benefit? (p. 127) 
308. Have you ever watched or read about the Paralympic Games? What do you think able-bodied 

people can gain from watching them? (p.222)  
462. Write your own version of the poem. (p. 49) 
463. Can you think of a practical example of how you could apply what you have read? (p. 54) 
468. With your partner discuss the advice you would give to each of the writers (p. 63). 

Students have the learning opportunity of practicing this sublevel by producing their ideas similar 

to the contents of the reading texts. Drawing on their background knowledge of the subject matter, 

they take the role of writing texts to reflect their personal experiences. Problem solving is the other 

feature of the sublevel that helps students develop their creative thinking skills through initiating 

them to generate action plans deemed necessary to manage problems raised in the reading texts. 

However, the instructional initiation of such a higher-level feature is found in three comprehension 

questions of grade the 12 EFL textbook including the last one in the above extract. The remaining 

two questions are “478. Write a reply to the letter you are given in the style of Sefanit’s” (p.65) 

and “705. What more should be done to improve life in shanty towns?” (p. 239).  

To conclude, in second cycle EFL textbooks, elicitations of reading comprehension sublevels 

maximize students’ learning opportunities of literal comprehension abilities with a high frequency 
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of comprehension questions within exercises. Concerning inferential comprehension level, the 

grade 11 EFL textbook demands students within exercises while the grade 12 textbook asks 

students a greater number of questions across exercises. Elicitations of the remaining 

comprehension sublevels are high across the reading exercises as the following table summarizes.  

 

Table 4.8 Summary of Elicited Comprehension Levels in the Textbooks  

Comprehension Levels 
11th textbook  

Total  

12th textbook  
Total  

Occur Freq. Occur Freq. 

Literal comprehension  59 164 223 65 169 234 

Reorganization 15 7 22 16 7 23 

Inference 34 46 80 39 24 63 

Evaluation  16 7 24* 31 16 50* 

Personal response  15 3 18 15 6 21 

Total 139 228 367* 166 222 391* 

Aggregate                            367 + 491 = 758 

*Refers to an account of comprehension questions which do not elicit a particular sublevel of 

evaluation comprehension level. These include:  

329. What is your opinion of the poem? (p. 253) 
416. What is your view of the customs described in the text? (p. 18) 
671. What is your overall reaction to the poem? (p. 189) 
679. What is your response to this story? (p. 205) 

Based on the checklist adapted from Barrett (1972), the present researcher and the inter-raters 

discussed and agreed that the first comprehension question in the grade 11 EFL textbook and the 

remaining three questions in the grade 12 textbook had no clear categories into one of the 

evaluation comprehension sublevels. Therefore, the researcher left them undecided. 

Regardless of the abovementioned four comprehension questions, Table 4.8 indicates that 

secondary EFL textbooks give reorganization comprehension level lower emphasis than inference 

level, but they give it equal attention with evaluation thinking skill. Additionally, the table shows 

that the literal comprehension level has the largest number of comprehension questions which 

implies that the level appears in 60 % present of the entire elicitations (457÷758). Of this percent, 

44 % (334÷758) accounts for the frequency of the questions within the reading exercises. On 

average the frequency of the literal comprehension questions per exercise is 2 (334÷161).  
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Therefore, the analysis of cognitive demands of comprehension questions indicates that the 

textbooks acknowledge the preponderance of lower comprehension levels that confine students’ 

learning opportunities to the cognitive engagements of doing test questions which have only one 

correct answer.   

Along with the cultural mediating artifacts, teachers’ classroom instructional initiations of teaching 

reading is the next level at which students’ preparations to read texts and their learning 

opportunities of reading comprehension levels are determined. The ensuing section is thus the 

second stage of the study that aims at answering the remaining two specific research questions.     

Level-2 Study 

4.2 Data Analyses of Teachers Instructional Initiations of Teaching Reading 

4.2.1 Introduction  

In this section, initiations of teaching reading in EFL teachers’ classroom discourses had been 

analyzed based on descriptive case study design manifested by a high emphasis on qualitative 

analysis. Despite data collected concurrently, the decision to bring first either the quantitative or 

qualitative findings is determined by the choice of researchers (Creswell, 2014). Since the purpose 

of the present study was to understand in-depth the phenomenon under investigation, it answered 

the specific research questions by presenting the qualitative findings followed by the quantitative 

ones.  

     4.2.2 Analysis of Qualitative Data  

              4.2.2.1 Analysis of Classroom Observations Data 

Classroom observations were conducted in the eight participant EFL teachers reading classes. In 

analyzing the data collected, participants were identified with anonymous names Teacher-A, 

Teacher-B, Teacher-C and Teacher-D, Teacher-E, Teacher-F, Teacher-G, and Teacher-H (TA, TB, 

TC, TD, TE, TF, TG, and TH henceforth). The analysis of the study emphasized their pre-reading 

and post-reading instructional initiations. To this end, the contents of audio recorded reading 

lessons were analyzed in the shed of IRF classroom interaction patterns and the observation 

checklists in Appendix G. Thus, the identified instructional initiating moves of each EFL 

participant were discussed under the pre-or post-reading stage of teaching reading.  
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           4.2.2.1.1 Analysis of Teachers’ Pre-Reading Instructional Initiating Moves  

Teacher A 

TA was working with an MA qualification in Higher 23 secondary school. At the time of classroom 

observations, he taught in grade 12 O1 and O2 classes. The researcher made observations of the two 

respective lessons on 14/ 10/ 20 and 26/10/20 during which there were 23 and 24 students.  

The teacher opened the first observed lesson with the introduction of the topic of the unit known 

as communication in the animal world. Then, he initiated the students with inauthentic questions 

“can animals communicate each other?” (O1-2TA) and “can we communicate with them?” (O1-

10TA).  These pre-reading initiating moves demanded yes/no responses that could activate their 

world knowledge about the reading text. While discussing the questions, TA used the respective 

uptake question ‘how’ (O1-4TA) and ‘why’ (O1-12TA) that elicited students’ further responses. 

After discussing these questions, TA guided students to answer his self-made comprehension 

questions which comprised of 4 true/false, 4 multiple choice and 2 short answer questions (17TA). 

Before students commenced reading the text, the teacher informed the purpose, explained new 

words and the text structure deemed necessary to answer the comprehension questions, and gave 

them indefinite reading time “some minutes” in instance 17TA.    

During the second observed lesson, he informed students of the genre of the reading text by 

explaining the concepts of art and literature and telling them that these concepts are the body of 

discussions of all language elements of unit four including reading, the focus of the observed lesson 

(O2-2TA). In the same instance, he informed them that the source of the text was Chinua Achebe. 

The teacher then asked students an authentic question that could motivate them what they were to 

read about as follows:  

Assume or imagine you are on the highest authority and if someone asks you to do him a 
favor may be by giving a large amount of money and then like then what would you 

do?(O2- 3TA )  
In response to students’ disagreement answers to make a favor for the request, the teacher did not 

ask clarification request questions. Instead, he posed a confirmation check elicitation move ‘are 

you sure’ (O2-1OTA) that forced the students to change their minds. Following their confirmatory 

response, ‘yes’, TA declined the response as ‘I don’t think so’ (O2-12TA) and ‘አይ ይሄ ምናልባት 

ላያጋጥመን ይችላል ብላችሁ እንዳይሆን just you have to take it frankly. እዉነቱን ነው መናገር ያለባችሁ 
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ሪያሊቲውን፤፤ (02-15TA). Then, he informed them that “Ok. Anyway the case that you are going 

to read here is all about that kind of issue” (19TA).  

The researcher also noted that students got informed of the reason why they read the literary text 

silently and loudly. For instance, the teacher explained the first comprehension question of exercise 

one on page eighty four (02-19TA) and told students that “In reading a certain kind of text aloud 

we can check many things maybe your reading fluency and then like” (20TA). However, TA 

created dissonance when he guided the students as “In order to answer these questions read silently 

the rest of you so let me read aloud once again” (31TA). Such a pre-reading directing move could 

obstruct students to actively engaging into doing the exercise as they read the text silently and the 

teacher read it aloud at the same time.   

Teacher B 

TB was an MA EFL teacher of grade 11 classes in Abiyot Kirs secondary school. The researcher 

observed him on the 3rd and 5th periods of grade 11 section G1 and section G2 classes respectively. 

The first observation was conducted on 19/10/20 while the second was held on 28/10/20. During 

the respective observations, there were 20 and 22 students.  

The teacher opened the first lesson entitled ‘The Achievements of the African Union’ by informing 

students to remember the previous listening text deemed relevant to the activation of their 

background knowledge of the observed lesson. To this end, he asked them nine predetermined 

questions derived from the previous listening lesson (01-3TB). The questions were:  

1) What does OAU stand for? 
2) When was the OAU founded? 
3) Where was it launched? 
4) At which submit was AU launched? 
5) What does (sic) these abbreviations stand for a) PAD, b) NEPAD, c) ECOSOCC, d) 

AU, and e) OAU 

While discussing the questions, the teacher answered his own question (O1- 15TB) and hinted at 

the answers in instances 24 and 31TB. After completing the discussions of the predetermined 

answers to the questions, TB told students to scan the reading and the listening texts for ten minutes 

and identify difficult words (30TB). The respective texts found on pages 18 and 315 contain 374 

and 526 words wherein the teacher extracted 11 pre-reading words and wrote them on the 

whiteboard. Though TB did so from the two texts, the textbook comprises three exercises prepared 
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from the reading text only. These include taking notes about the achievements of AU under three 

categories, matching vocabulary, and writing a summary.  

After students completed the ten-minute scanning activity, without asking what difficult words 

they encountered, TB told them to scan or preview the texts again for five minutes and guess the 

contextual meanings of the words written on the whiteboard (O1-30TB). The discussion of 

answers of contextual meanings was also delayed, for the teacher reverted to the elicitation of 

predetermined answers of the aforementioned nine background questions. During that time, he 

asked students confirmation check questions ‘unity or union?’ (O1-33 & 40TB) following the 

responses of ‘unity’ for the acronym question AU and ‘Organization of African Union’ for the 

acronym OAU. Initiating moves of teaching the pre-reading words were characterized by eliciting 

the contextual meanings (O1- 43, 46, 47, 50, 56, 62, 65, & 68TB), answering own question (46, 

61, & 71TB), and narrowing initial question (53TB).  

While guiding students to answer the three text-based comprehension questions of the textbook-

‘Why was AU founded?’, ‘Reason for founding, the great achievement of the AU’, and ‘Works of 

the organs of the AU’, TB did not initiate them to read the texts with purpose. Instead, he informed 

them to use the same reading strategy (scanning) as “አሁን ስካን አድርጋችሁ እነኝን post-reading 

questions ትመልሳላችሁ፤፤ I think ሶስት ወይም አምስት ደቂቃ ይበቃችኋል እነኝን ለመስራት” (O1-72TB). 

‘Now answer these post-reading questions by scanning the texts. I think three or five minutes are 

enough to do the exercise’ (translated). Though such instructional initiation helped students to 

learn answer reading exams where they are constrained to do within a limited time, TB’s 

informative move of using scanning strategy could deprive them of active engagement of 

understanding the microstructure meanings of texts in classroom discussions of the reading 

questions.      

During the second lesson observed, TB taught a literary extract entitled ‘Oweka Learns a Lesson’ 

(O2-1TB). The teacher told students the source of the text was an extract of Ghanaian novel. Then, 

he introduced that Oweka was a person [character] and the text deals with a Ghanan family trend 

which digresses from what it is and means. Additionally, the teacher explained the conceptual 

difference between skimming and scanning strategies. Though eliciting students’ world 

knowledge and/or previous texts read were essential instructional initiations to activate their 
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background knowledge of the literary text, TB decided that “On the pre-reading question I don’t 

want to ask you any question because of the time (O2-3TB).  

Teacher C 

TC was an EFL teacher who worked at MA qualification level in grade 12 class in Abiyot Kirs 

secondary school. The researcher observed his classroom discourse of teaching reading in lesson-

1 and lesson-2 where there were 20 and 23 students in each respectively. Students sat alone at each 

desk owing to the prevention of the COVID19 pandemic.  

During the first observed class, TC introduced students to the topic (Childhood memory) they were 

going to read. Then, the teacher activated their prior knowledge of the text by asking them what 

they remembered about their childhood experience (O1- 1 & 6TC). For this purpose, he told them 

to take time and think about the answer to the question. Within this interval, he provided them with 

some clues such as when you were in primary school, secondary school, kindergarten, and it can 

be going to church or mosque. In response to the student’s answer to prior background question, 

the teacher employed narrowing initial question as follows: 

7 S: When I was a child I was fighting with my Geography teacher 
8 TC: oh. You fought with your geography teacher because of what? Because of your mistake or 

because of the teacher’s mistake?[1s] 
9 S: no. mine. 

After the discussion of the pre-reading background question, TC introduced the general body of 

the reading text as “What we are going to read [it] is about an account of a child who grew up in 

western country in western part of Africa in Guinea. This is the account or the report that was 

collected that was gathered by this boy” (O1-13TC). Then, he proceeded to the explanation of new 

pre-reading words bolded in the text. The teacher explained these words by constructing self-made 

sentences on the whiteboard. The sentences were: 

1)  At dawn you usually ‘here’ (sic) bird songs.  a) the beginning of the day   b) the end of 
the day 

2) Who preside over your class activity?        a) control                   b) accept  
3) You have a mere 20 minute (sic) to speak. This is a mere (sic)  information. Ignore it 
4) He is a strict teacher. He does what he said.        a) serious           b) joking           c) 

funny  
5) It is not allowed to cast your gaze upon a guest. Look only what you should.     
     a) discuss                  b) look at                     c) ask 
6) Don’t jabber when you eat. Hiccup can happen.  
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Although these words were not provided in the pre-reading instructional practice of the textbook, 

the teacher believed that pre-teaching vocabulary based on contextual meanings of words is 

essential. However, except sentences numbers 3 and 6, all example contextual sentences are 

characterized by initiations of controlled meanings of words that elicited students to choose one 

correct answer from the alternatives.   

In the beginning, TC pre-reading initiation moves of sentences 3 and 6 were top-down word 

recognition questions. Later, he detracted the sentences by narrowing the question into alternative 

options and hinting at the answer respectively. With regard to sentence 3, for instance, the teacher 

re-elicited students to choose from two options: ‘This is a mere (sic) information, ignore it. Is that 

important or unimportant?’ (O1-22TC). The meaning of the word ‘mere’ was thus narrowed to say 

either important or unimportant. Similarly, the obstruction of the contextual meaning of sentence 

6 was characterized by hinting the inferential question to a lead-in question. This occurred when 

he explained the meaning of another difficult word ‘hiccup’ which could bar students from 

guessing the contextual meaning of jabber. Then, the teacher explained the word as  

O1-35 TC: … Hiccup. When we say sometimes when we eat food, pieces of broken food 
can pass towards our lung and then we cough continuously (showing by 
coughing). When? At what time? When you eat. when you talk. how you talk? 
When you talk too quickly… Therefore, don’t jabber means don’t talk what? 
too…? 

      36 Ss: quickly  

The episode indicated that the teacher asked a lead-in question “don’t jabber means don’t talk 

too…” that students answered from teacher’s earlier explanation. 

Though the teacher’s pre-teaching vocabulary was manifested by contextual meanings of words, 

his initiating moves also referred to instructional practices of word structure. These included an 

explanation of bottom-up features of new words which emphasized the pronunciation of words 

and their grammatical forms (O1-14, 22, 27 & 30TC).  Additionally, the teacher told students the 

reason for reading the text (37TC).  

During the second observed lesson, TC began the lesson with the discussions of the meanings of 

new words known as frowned upon, reprimand, rebuke, portion, plentiful, bowed, offended, 

transgress and prerogative from the belief that “before you read the rest paragraphs you should 

know some new vocabularies because when you read you can understand the concept of each 

paragraph without problem” (O2-1TC). For the convenience of the discussions, he compared the 
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meanings of the first three words using different sentences. TC explained these words within other 

example sentences when a student replied ‘no’ in response to his comprehension check question 

“Is that clear?” (2TC). It was after a monologic explanation of these words (4TC) that the teacher 

asked students about the contextual meanings of pre-reading words using his self-made sentences. 

Among these, the following were found: 

    02-17 TC: He bowed to greet his old neighbor.  
   28. TC: When you transgress the rule of the school, you will be punished 
   38. TC You should do it in the same way. Do it likewise.’  Likewise means what? 

However, the teacher did not let students actively engage in guessing the contextual meanings of 

the words bow, transgress, and likewise. For instance, TB narrowed the contextual meaning of the 

word bow into two alternatives which did not help students to infer the underlying meaning of the 

word as the following extract indicates. 

O2-22. TC: He bowed his old neighbor. Do you shake your hands or do you say like your friend 

‘hi’? Or do you bow? What do you do? ይኸው Listen. You have old man or old woman 

neighbor. ጎረቤት ሽማግሌ አለ Then do you shake in order to greet or do you say like your 
friend ‘hi’ ‘hello’? How do you greet them? How do you greet?    

23. Ss: silent     

TC provided four interrogative sentences including ‘do you bow?’ However, while re-eliciting, he 

confined the questions into two baffling choices in which students could not guess the contextual 

meaning of the word bow. Perhaps it could be for such a reason they became silent in instance 23. 

The teacher also used answering own question initiative move while teaching the word transgress 

in instance 28 because he waited less than 3 seconds after he asked the question and before students 

answered it. Similarly, TC employed low press initiating move known as hinting at the answer to 

teach the contextual meaning of the word likewise that students answered the question based on 

the teacher’s preceding example sentence in the same instance (38TC).  

Asking bottom-up meaning of the word (O2-25TC), asking clarification seeking question (32TC), 

telling the purpose of reading (41TC), and telling the reading time (43TC) were the other 

instructional practices that the researcher noted in TC’s pre-reading initiating moves of teaching 

reading.     

Teacher D 

This EFL teacher worked in Higher 23 secondary school with an MA qualification level. During 

the time of the observations, he taught 11th-grade students. The first classroom observation was 

conducted on 12/11/20 when TD taught in section H2 from 10:00-10:45 a.m. The class consisted 
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of 18 students who were sitting at each desk for preventing them from the COVID19 pandemic. 

The second observation was held on 23/11/20 in section H1 where he taught a poem text entitled 

‘Night of the Scorpion’ from 11:46-12:30 p.m. Twenty two students attended the lesson.  

TD began the first observed lesson with an introduction to the reading topic, ‘The Achievement of 

AU’. Then, he posed two pre-reading questions ‘When was OAU established?’  and ‘What are the 

objectives of AU?’ which do not exist in the textbook (O1-1TD). While discussing the first 

question, TD posed the linking question ‘Is she correct’ (O1-8TD) for the class. However, the 

teacher used the initiating move ‘another student’ following the student’s response that the teacher 

declined or rejected (11TD).  

Compared with the first predetermined eliciting move, the second background activation question 

was semi-authentic and guided students to comprehend the macrostructure meaning of the reading 

text. However, the students did not get involved into answering the question and the teacher 

provided them with a model answer- “The objective…is for peace and security of African 

countries…” (19TD).  

After discussing the pre-questions, TD ordered students to read the text without informing them 

of the time limit.  Despite giving them the purpose for reading the text in instance 35TD, the 

teacher did not clarify the instruction of the exercise in the textbook that demands them to identify 

what the achievements of AU’s behind the scenes works are. Instead, he went into the aisles of the 

desks and dealt with questions posed by students including the meaning of the phrase behind the 

scene. During his discussion with small groups, TD misinformed of students the meaning of this 

phrase which was used in the exercise as “scenes works means the situation or an event. Scene 

means situation or an event” (O1-35TD). 

The second observed reading lesson was about a literary text for which the teacher activated 

students’ prior knowledge of the text from their world knowledge and previous texts read as stated 

below: 

6. TD: What kind of insect that you know that is a danger insect (sic)? 
7. S: scorpion  
8. TD: scorpion. One. This insect. A danger. Uhh another. Yes 
9. S: (unheard) 
10. TD: what do you say? [.5s] 
11. S: ant 
12. TD: ant. Ok is also danger (sic) uhh [.5s] yes 
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13. TD: Uhh Yes 
14. S: spider:  
15. TD: spider. You can such like insects are danger (sic) for the people.  By the way,  
16. TD: Another question do you know by the way some of the poems related to scorpion before 

this class? 
17. Ss: (silent) 
18. TD: ok if no let you start this reading. Let you start. Everybody, read this text or this poem that 

is about scorpion. 

The first pre-question in instance 6TD initiated students to remember dangerous insects they were 

familiar with in their living environments so that students answered based on their background 

knowledge. However, in EFL general education classes where students have low exposure for 

reading literary texts, eliciting scorpion-related poems could not result in the activation of their 

background knowledge of the text. That was why no student got involved in response to the pre-

question posed in instance 16. The teacher too did not mention any poem dealing with a scorpion. 

Instead, he told the students to read the poem with no specific time set and encouraged them to 

answer the first reading exercise of the textbook on page seventy five. 

Teacher E 

TE taught in grade 12 EFL class at a qualification level of BA in Higher 23 secondary school. The 

researcher made the first observation on 17/11/20 in section D1 which had 22 students. The second 

observation was conducted on 30/11/20 in section D2 having 24 students.  

During the first observed lesson, the teacher brainstormed students that they learned in the previous 

lesson about what communication is and introduced them the daily lesson was on reading about 

the development of communication provided on pages 42 and 43 of the textbook. TE neither 

activated students’ background knowledge of the reading text, nor did he describe the instruction 

of the jigsaw reading that required some students to read text A whereas others read text B. It was 

based on his general introduction, he led students to take notes for exercise two that comprised 

nineteen text-based comprehension questions residing on page 44. In other words, he did not 

employ the jigsaw reading activity in which students were expected to read the text cooperatively 

and inform the microstructure and macrostructure meanings of texts for their peers. The teacher 

instead informed all students to scan the first line of each paragraph and understand the meanings 

of bolded words and the textual information conveyed with the words (O1-5TE). 

The second observed reading lesson was also commenced with the introduction of a literary text 

extract. Thus, the teacher informed students that the text is an excerpt of the novel ‘Devil on the 
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Cross’, written by Ngugi wa Thiong’o. Additionally, he told them the purpose of reading the text 

by reading aloud exercise one and encouraging them to understand it. The exercise, found on page 

88, comprises four multiple-choice questions about Warıı̃ñga, the main character of the literary 

extract. Unlike the first observed reading class where students were initiated to scan texts to work 

out text-based comprehension questions, TE ordered them to skim the literary text for three 

minutes with the purpose of identifying specific information from it (O2-1TE). Though the 

instructional initiation of the skimming strategy aims at identifying the general idea of a text, the 

teacher taught the strategy to identify specific ideas that result from scanning. This implied that he 

could not have a clear understanding of the conceptual difference between scanning and skimming 

reading strategies.  

Teacher F 

TF was an MA EFL teacher of grade 11 students in Abiyot Kirs secondary school. The researcher 

conducted the classroom observations of his instructional discourses of teaching reading on 

18/11/20 and 27/11/20. The first observation was made in section B1 where there were 19 students 

whereas section B2 with 23 students was the second observed class.  

The teacher began the first observed teaching reading lesson by introducing the topic of the text. 

Though the textbook does not have any pre-reading exercise, TF employed an initiating move of 

asking students’ world knowledge about the text as follows: 

O1-1.TF: Before you read the reading passage, the reading text, give your attention please, what 
are the barriers of learning? Let’s list down. Barriers of learning. Problems that we face 
that encounter which are barriers for our learning. 

     2. S:  distance 

3. distance. yeah. Distance. Distance from school to home. Distance. Yes.  
4. TF: Yeah. [2s] Samuel’ 
5. S: culture 
6. TF: culture of the society. Elaborate it. What do you mean by culture? [1s] culture [2s] What 

do you mean by culture? [1s] 
7. S. I mean the bad culture. 
8. TF: Ah. The bad culture practice affects our learning. Ok.  
9. TF: What else? [1s] Uh 
10. S: civilization 
11.TF: civilization. How do you define civilization? [.5s] How is it a barrier? [1s] 

The reading text entitled ‘Oweka learns a lesson’ was a novel excerpt that students needed to know 

about a character, Oweka, who represents the patriarchal epistemology of Ugandan societal 

practices. However, the teacher did not inform the source and genre of the text that could have 
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built their background knowledge. Instead, he posed the abovementioned general pre- reading 

question about learning barriers that would be a challenge for students to relate the ideas to the 

literary text they were to read. Asking students specific pre-reading questions related to how family 

becomes a barrier (factor) to children’s education would have had a closer free association to the 

content of the reading text.  

As stated in the above episode, teachers’ elicitation move of activating students’ background 

knowledge of the literary text involved follow-up questions of clarification requests in instances 

6TF and 11TF that re-elicited their responses for further explanations.   

Though TF introduced the topic of the text at the very beginning of the lesson, he continued to 

explain detailed information of the text as “Oweka has many children or had many children, and 

he lets some sons to (sic) learn in the classroom and he let some of his children to (sic) dig in the 

farm area, to (sic) collect firewood, and to (sic) cook in the house” (O1-20TF). Such an in-depth 

introduction had a repercussion on students’ learning opportunities of text-based reading 

comprehension abilities since they began to read the text with pre-informed specific ideas. In other 

words, the teacher did the students’ job of understanding the propositional meanings of the text in 

which they would have constructed microstructure meanings. Finally, he gave them five minutes 

to read the literary text without purpose, for he guided them as “read the reading passage 

individually. I am going to give you ten minutes. Not to this short text. Five minutes. Within five 

minute, read it silently” (20TF).  

During the second observed teaching reading lesson, TF also introduced the topic of the text 

entitled ‘killer diseases’ and asked a pre-question that initiated their world knowledge about major 

killer diseases in Ethiopia (O2-8TF). Then, he told them to memorize from their prior knowledge 

or to have a look at statistical data in the textbook (O2-11TF) that could help them develop their 

reading strategy use. Additionally, the teacher informed them that the source of the texts was 

research work conducted in 2004 (33TF). Despite the uses of these pre-reading instructional 

initiating moves, TF did not state the purpose of reading texts was to do the comprehension 

questions. He instead provided them with general information that guided them to compare and 

contrast two texts (statistical evidence and passage) about diseases in high- and low-income 

countries as the following extract shows. 

02-33. TF: Read the reading passage silently. Read the reading passage, the two passages [tables] 
and the paragraphs [passage] silently. You can compare and contrast this reading 
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passage. Next to the table on page seventy eight, there are paragraphs. You can start 
reading now. 

The episode indicates that the teacher did not only let students read the text without purpose, but 

he also did not inform them of the time limit they had to complete reading the text otherwise they 

read it based on their personal decisions of reading speed.  

Teacher G 

TG had an MA in TEFL and taught grade 12 students in Abiyot Kirs secondary school. The 

researcher observed his classroom discourse of teaching reading texts that deal with the problems 

students usually encounter in universities and the challenge a clerk experienced in his office. There 

were 21 and 24 students in each respective observed class.  

The teacher opened the first observed lesson with the revision of the previous lesson which had 

relevance to the topic of teaching the reading text about university students who encountered 

challenges in campus life. For that purpose, he posed four pre-questions that solicited students to 

provide short and predetermined answers from the previous lesson. It was based on these 

brainstorming instructional practices that did not exist in the textbook, TG used a long stretch of 

pre-reading initiating moves with which he introduced the text, clarified the topic ‘problem page’, 

explained pre-reading new words, told students to scan the text without purpose, and gave them 

five minutes reading time (O1: 12, 13 & 14TG). 

The second observed teaching reading lesson, on the other hand, began with a pre-reading 

instructional initiation of asking a question about students’ previous knowledge about Ethiopian 

novel works that could activate their knowledge of the text genre they were to read (O2-1TG). 

Additionally, the researcher noted that TG’s classroom discourse of teaching the text was 

characterized by a variety of pre-reading initiating moves. These include asking follow-up question 

of clarification request (3TG), informing students and asking them about the source of the text (6 

& 7TG), describing new words and eliciting contextual meanings of pre-teaching vocabulary (8, 

10, 13TG), asking students question about their world knowledge of the text (14, 17TG), 

narrowing the initial predicting question to predetermined question form (20TG), and fixing the 

reading time (23TG). Among these initiating moves, however, some had little or no roles for 

students reading comprehension learning opportunities as the following extracts of the classroom 

interactions indicated.  

O2- 14. TG: What kind of traditional drinks local drinks do you know in our culture? 
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20. TG: What do you think is we are going to read about? Here is what? A novel by who? 
23. TG: …from page eighty three to eighty four let’s have a rapid reading for four to five 

minutes. Let you take a look on the passage in both pages for four minutes…..Time is 
up…I hope you have got some points from this story. So we are going to do the 
comprehension questions and look at exercise nine once. From exercise nine what you 
should look is up to question number eight. …… (Before that) I need about four 
students to read out aloud. I will tell you just where you should start and stop.  

30. TG: So I hope when you are reading it before when you make it independent and silent 
reading as well as when you just listen and interact in reading now, you got some 
points what is all about. Yeah? 

The literary text excerpted from Achebe’s ‘No Longer at Ease’ novel incorporated the Nigerian 

traditional costume and drink known as agbada and kola respectively. Irrespective of such a focus 

of the text, TG digressed the pre-reading instruction of new words to the elicitation of Ethiopian 

traditional drinks as stated in instance 14TG above. The teacher also limited students’ betterment 

of text prediction strategy use posed in instance 20TG when he narrowed the macrostructure 

meaning prediction learning opportunity down to a predetermined paratext idea, the author name. 

In addition to these, telling students to read the text rapidly in four minutes without purpose was 

the other pre-reading instructional initiation (23TG). Students were required to make the rapid 

reading to construct macrostructure meanings irrespective of the specific cognitive demands of 

exercise nine in the textbook. Their disengagement from the exercise was enhanced when the 

teacher led them to the loud reading activity in the same instance. However, after four students 

completed the reading activity, TG disclosed that students were required to read the text silently 

and loudly in order to understand general ideas rather than to do the comprehension questions of 

exercise nine (30TG).  

Teacher H 

TH had an MA in TEFL and worked in Higher 23 secondary school where he taught grade 11 

students. The researcher conducted the two classroom observations on 3/12/20 and 16/12/20 when 

he taught reading in sections E1 and E2 classes respectively. In the first observed class, there were 

18 students whereas 23 students attended during the second observation.  

Medical innovation was the topic of the reading text that the teacher introduced to the class in the 

first observed lesson. He extended the discussion of the topic to an inductive explanation of the 

word innovation followed by the phrase medical innovation (O1-7TH). After that, TH informed 

students about the purpose of the pre-reading vocabulary matching exercise of the textbook to their 

comprehension abilities as follows:   



 

110 
 

O1- 8. TH: What is the function of this matching part? Once you can get the meanings of those key 
words that are found in the text, you can easily understand the message of the text. Ok? 
Because once you can get the meanings of those words that are found in the text so the 
function of this exercise is it helps you to predict what comes next.  

The informative move could serve students as a motivational strategy to be actively involved into 

carrying out the exercise as well as a metacognitive strategy that made them conscious about the 

indispensability of vocabulary knowledge for their meaning construction abilities from the text. 

During the discussion of the meaning of a pre-reading word, TH asked students a follow-up 

question of confirmation check as ‘actually this is related to chemistry or what you call physics?’ 

(O1-21TH). While discussing answers of four key pre-reading words of the matching exercise with 

the whole class, the teacher provided the answers before students responded (9, 10, 11, & 12TH). 

The reaming bottom up word meanings of the exercise were discussed following teacher’s eliciting 

moves in instances 13, 16, 19, 24, and 27.  

The textbook requires students to learn lower- and higher- order reading comprehension abilities 

from a jigsaw reading which comprises four texts- text A, text B, text C, and text D. However, the 

teacher assigned the task of working out each comprehension question on each student as described 

in the pre-reading initiating move below. 

O1- 30.  TH: now what you are going to do here is that try to proceed to the text. Read carefully. 
A, B, C at least text A, text B, and text C. Read carefully and after that we will proceed 
to the exercise which is filling the table ok. 

Though the jigsaw reading contains eight literal comprehension questions in a table that demands 

each group of students to make notes of similar information from their respective reading texts, 

TH directed the whole class to regurgitate the same literal comprehension sublevel (L1) three 

times. In other words, they read three texts to answer twenty four (L1) questions (8 literal questions 

x 3 texts = 24). This was a similar phenomenon with the first observed lesson of TE who did not 

teach the jigsaw texts in grade 12 EFL class. In intensive EFL reading classes, recurrence of doing 

comprehension questions at similar sublevel of cognitive demands (L1) could be the opportunity 

cost of students’ learning higher-order thinking levels.   

The researcher conducted the second classroom observation when TH taught a poem entitled 

‘Night of the Scorpion’. The teacher opened the lesson by introducing the topic of the text and its 

genre (poem) in instance O2-6TH. The discussion of the text genre was extended to the comparison 

of its counter type known as informational (factual) text. To this end, he elicited students’ 

background knowledge about features of texts by asking them the difference between a poem and 
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factual text (7, 10, 13, 15, 17, & 19TH). Then, TH modeled the rhythmic feature of the poem by 

reading it aloud for the class (27TH). To help students guess the meaning of topical the word, 

scorpion, the teacher initiated them using the picture in the textbook as “What is scorpion by the 

way? [1s] Look at the picture that is found in your textbook on page seventy four” (23TH). 

Additionally, he informed students of the source and main idea of the text with grammatically 

deficient instructional discourse as follows: 

O2- 23 TH: …this poem is written by one of the Indian most famous what we call it poet” It 
describe[s] what happen[s] when the writer’s mother was stung by scorpion. You know 
stung by the way. What ‘is stung mean’ (sic) here? stung by scorpion.‘Stung mean’ (sic). 
It is ‘bitted’ (sic) or ‘biting’ (sic) by the scorpion. 

The challenge to use structurally intelligible language in classroom discourse of teaching EFL 

could be an impediment to instructional initiation of informative moves. In addition to its 

grammatical deformity, the above pre-reading initiating move divulged textual information that 

students would have identified after reading the text. TH informed students about the main idea of 

the text as TF did the specific textual ideas in the first observed lesson. This is to say that 

introduction of text-based information in the pre-reading stage is a disadvantage for students 

learning opportunity of constructing meanings in the reading process.  

TH’s pre-reading initiative move also did not assist students to read the poem with purpose. 

Instead, he informed them to read it silently within five minutes (O2-26TH).  

4.2.2.1.2 Analysis of Teachers’ Post-Reading Instructional Initiating Moves 

Teacher A 
In the first lesson observed, TA taught ten comprehension questions prepared by him.  He wrote 

them on the whiteboard. According to the reading comprehension levels adapted from Barrett 

(1972) taxonomy, all questions except numbers 4 and 6 demanded a lower cognitive level (literal 

comprehension). Among these literal comprehension questions, the seven required students to 

recognize or recall details (L1) while one question asked them to identify unrelated idea from the 

list, recognition/recall of comparison, L4. Questions number 4 and 6 respectively refer to text 

feature and text type (paratext knowledge) which were not involved in the adapted comprehension 

taxonomy. Before students began to do the comprehension questions, the teacher told that that the 

reading exercise was not found in their textbooks.  
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Ten minutes after, TA discussed the literal comprehension questions with the whole class by 

soliciting students to give responses (O1- 18, 23, 31, 38, 41, 44TA) and answering own question 

initiating move characterized by the use of less than three seconds wait time after asking the 

questions and before students gave the answers (30, 34, 35, 36, 37, & 47TA). Additionally, he 

posed clarification request questions in instances 20TA and 25TA. Concerning situation-based 

comprehension abilities, TA did not ask students to reflect their personal views about the text, for 

he closed the lesson with the discussions of text-based comprehension questions. At the end of the 

lesson, the teacher posed a question that initiated students to ask for clarification seeking (O1-

53TA).  

Like the first observed lesson, TA did not inform students of the exact time limit for reading the 

text in the second lesson; he told them to read it for some minutes. After eight minutes, the teacher 

began to discuss the comprehension questions with the explanation of major and minor characters 

of the literary text which could have been carried out in the pre-reading time for preparing students 

to understand the text (O2-32TA). In the textbook, there were eleven comprehension questions on 

page 84 where the last three demanded students to identify the issue commonly shared by the poem 

and the novel extract, to judge how well the texts deal with the issue, and to express their emotional 

responses to the texts. However, these comprehension questions were missed learning 

opportunities for students because the teacher escaped the poem and crossed over to the teaching 

of the novel extract. Encouraging students to ask clarification seeking question was the last post-

reading instructional initiating move that TA employed in the closing stage of the lesson.  

Thus, TA’s classroom initiations of teaching reading in the second lesson did not comprise 

elicitation moves that demanded critical and creative comprehension ability because his 

instructional discourse emphasized literal and inferential thinking levels. The latter cognitive 

demand, in particular, was posed in four instances (02- 32, 44. 47, & 50TA).  Of these instances, 

the teacher employed narrowing inferential questions to close-ended questions in the two instances 

as the following extract indicated.  

O2- 47 TA: What was his feeling, Obi’s feeling? [5s] ስሜቱ ምን ነበር? ይንን money ገንዘቡን 

ቴብል ላይ ካስቀመጠ በኋላ ፊሊንጉ ምን ነበር? [1s] ደስ ይለው ነበር? [.5s] Yes 
      5O TA: What do you think Obi is going to do with the money? Will he keep it or give it 

back? ምን የሚያደርግ ይመስላችኋል በገንዘቡ ሰውዬው ጠረጴዛው ላይ ነው 

አስቀምጦት የሄደው 
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The episodes showed that TA confined students’ interpretive learning opportunities to 

predetermined options or alternatives. At the end of the lesson, he asked students clarification 

seeking question (54TA). 

Teacher B 

Classroom observations of post-reading instructional initiations that TB employed had an 

emphasis on asking literal comprehension questions (O1-30TB and O2-6, 9, 14, 23, 28, 37TB) and 

reorganizational question (O2-5TB). As noted in the first observed lesson, TB encouraged students 

to answer three text-based reading comprehension questions from which students got involved 

only in the first question (O1-73TB) while the other two questions were answered by the teacher 

himself (O1-94TB) which resulted from the lack of three seconds wait time after he asked the 

questions and before students answered. 

In the second observed lesson, on the other hand, the teacher asked students seven text-based 

questions. He also elicited them eleven inferential questions about the contextual meanings of 

words that the reading comprehension taxonomy of Barrett (1972) calls ‘inferring comparisons’ at 

the sublevel of (I4). During the discussions of the first type of comprehension questions, his 

classroom discourse of teaching reading was characterized by initiative moves of giving low wait 

time following the question and narrowing the initial question. For instance, TB obstructed the 

instructional purpose of multiple-choices literal comprehension questions of the textbook because 

he summarized the text for the whole class with a long stretch of language before giving the time 

for students to answer his question “What have you understood from the passage students?” (02-

5TB). It was after his summary move, the teacher posed 8 literal comprehension questions for 

students. Among these questions, he told students the correct alternative answer of the first 

question in less than three seconds and before students endeavored the answer (44TB). The teacher 

also used 9 instructional initiating moves of answering comprehension questions during the 

discussions of contextual meanings of words as the following sample extracts indicated: 

O2- 56 TB: scratching means in this context what does it mean? [.5s]  
Digging. The other meaning of scratching is injuring your body just by your nail. 

scratching ሊሆን ይችላል but not now. In this context according to the context of the 
reading passage scratching means to dig, use her effort as much as she can. 

72 TB: Keen. She showed. Keen. [.5s] 
Very good interest towards or in terms of learning.  

73 TB: Endeared, the next word. (loud reading). Endeared. Dear. Endeared. Have you got 
the word endeared? [.5s] 
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Attractive. Loveable. እሷ፤፤ class ውስጥ፤፤ endeared. Attractive. Loveable for all her 

teachers. Everybody likes her ለዚህ ነው ቅድም Maria’s teachers like her very much. 
endeared. So she is loveable to her teachers.  

74. TB: Ok. Another. Startled. Go ahead now line 25. Startled [.5s]  
Means sudden action. While you are going along the dam, if the dog suddenly comes 

to you he shows you sudden action may be frightening. ድንገተኛ መደንገጥ ሊሆን 

ይችላል፤፤ 

The episodes showed that TB did not give students the opportunity of guessing the contextual 

meanings of words since he did not wait for them a minimum of 3 seconds to answer the questions.   

The narrowing initial question was the other instructional initiating move that occurred in the 

discussions of inferential meanings of words described below. 

02- 45 TB: As you grew up you may learn many kinds of things. So contextualize now. The 
meaning of grow up mean (sic) what does it mean? Become… uhh [3s]  

46 S: Increase 
53 TB: The word comfort. What does it mean? [1s] Being what? [.5s] 
54 S: suitable.  

In instances 45 and 53, the teacher narrowed the initial inferential questions to ‘become…’ and 

‘being what?’ restricted question forms so that the students had limited opportunities to guess the 

contextual meanings of the respective words.  

In general, TB’s classroom discourse of teaching reading neither encouraged students to be 

actively engaged in the reading texts to construct microstructure and macrostructure meanings, nor 

did he create them learning opportunities of integrating their background knowledge for 

interpretive comprehension abilities. Moreover, TB’s post-reading instructional initiations did not 

both elicit students’ personal responses in classroom discussions and provide them with homework 

the situation-based comprehension questions residing in the textbook. Instead, he closed the lesson 

with the expression of his gratitude for students taking part in classroom discussions (81TB).  

Teacher-C 

When the teacher guided students to read the text, he informed them of the purpose for reading the 

text by ordering them to read only the first paragraph of the text and identify what it talked about. 

In the textbook on page 16, there is a text-based matching exercise that demands students to read 

a four-paragraph text and match each paragraph number on the left with the correct main idea 

provided on the right side. However, TC restricted them to engage into the first paragraph 

consisting of three-line sentences and identify the correct answer from the given list. After three 
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minutes, he drew students’ attention to the whole class discussion of the answer to the literal 

comprehension question: “Ok. What will be? What does it talk about, the first paragraph? That is 

the topic sentence of this paragraph is what? What it talks about?” (O1-39TC). 

After discussing the answer to the aforementioned test question, the teacher led students to read 

the next paragraph with a similar purpose (O1- 49TC). To this end, he asked students the bottom-

up meaning of the word apprentices (44TC) followed by a confirmation check question (46TC) 

However, after discussing the second literal question, he did not let students continue reading the 

text and work out the remaining text-based questions. Instead, he veered students’ cognitive 

engagements onto a self-made matching exercise that regurgitated the meanings of previously 

discussed pre-reading words extracted from the text. The exercise was written on the whiteboard 

as follows: 

          A                                             B 
1. jabber                                A. supervise  
2. gaze                                   B. speaking to your teacher  
3. apprentice                          C. serious  
4. preside                               D. trainee  
5. reprimand                          E. beginning of day 
6. strict                                   F. to look at fixedly  
7. dawn                                  G. speak quickly  

Students were required to write only letters of the correct answers and exchange their exercise 

books with their partners for peer marking (O1- 54TC). 

Escaping the discussions about the main ideas of paragraphs 3 and 4 that the textbook demands on 

page 16, TC posed a cluster of questions referring to a blend of pedagogical purposes of judging 

the writer’s intention, recalling of literal ideas, and evaluating the reality or fantasy of the text as 

stated below. 

O1- 78. TC: The aim of this passage. Who can tell me the aim of this passage? What did you 
learn? What things makes (sic) you remember this passage? When you read, what 
things come in your mind because this is not new? It is integrated with your life your 
childhood life. 

 79. Ss: Silent  
80. TC: It is about West African boy when he was child at that time remember he jot (sic) 

down or he wrote down What things can appear in your mind and what have you 
learnt from this text? [4s] What have you learnt? [4s] 

81. Ss silent 
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82. TC: When you read this what have you learnt? One you learn some vocabulary some new 
words Isn’t it? [1s] 

83. S: yeah 
 84. TC: In addition to that you can speak about your own childhood memory like this boy 

[man]. Isn’t it? እንዴ You have to say something. እስቲ What have you learnt from this 
passage? [6s] 

85. S: family role is important for childhood.   

86. TC: very good family role is important for childhood. Very good. 
Instance 78 comprised of different types of comprehension questions with different levels of 

cognitive demands. For instance, the first question elicited students to evaluate the intent of the 

writer drawing on the macrostructure meaning of the text. The second question, on the other hand, 

had a double-pronged purpose of either reciting literal information in the text or judging the reality 

of the text in the shed of students’ childhood experiences. It was in such multiple elicitations that 

students became silent in instance 79. Following their silence, the teacher told them that the aim 

of the text was about a West African boy’s autobiographical account which was introduced in the 

pre-reading section (80TC). Perhaps this could be significant for building their background 

knowledge of the text rather than enhancing their higher thinking skill of judging the intent of the 

text.  

Students silence continued to instance 81 following TC’s double pronged instructional initiating 

move in instance 80. The pedagogical purpose of the move was clear when the teacher answered 

the question at the literal comprehension level of memorizing the meanings of difficult words 

(82TC). His further elicitation in the same instance initiated a student to provide with a higher 

cognitive level response of judging the writer’s intention, family role is important for childhood.      

Similarly in the second observed lesson, post-reading instructional initiations of TC aimed at the 

discussions of literal questions (44 & 47TC). Before crossing over to the closing section of the 

lesson, TC decided that the second and the third reading exercises of the textbook found on page 

17 were a follow-up activity (54TC) that students worked out at home. The second exercise, in 

particular, contain 7 multiple-choice literal comprehension questions whereas the third exercise is 

a vocabulary matching that the teacher taught the words in the pre-reading stage. It was in the 

absence of teaching the seven text-based questions that TC asked students to evaluate the text in 

light of their own living realities.  

O2- 56. TC: እስኪ in your home how food is served (closer to a student sitting in front) it can be 
morning how food is served?.... Do you eat together? [6s] 
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57. S: silent  

58. TC: (laughter) nobody wants to say about his own home….እስኪ tell me. [6s] 
59. Ss: silent 
60. TC: Nothing. Because of problem of language? If it is problem of language say something 

in Amharic. [4s] In Amharic also you do not have any information? [3s] (laughter) what 

can we do እሺ don’t forget to do the given homework. It is enough for today. 

In secondary schools EFL classes where students’ reflective practices are influenced by inadequate 

target language proficiency, encouraging them to speak about their own ideas in the local Amharic 

language is not a surprise. However, the continuation of their silence to use the language might be 

attributed to the feeling of making their family meal practices secret, one of traditional norms of 

collective thinking society. Therefore, the teacher’s model personal response would have been a 

compensatory mechanism to create them learning opportunities of higher-order thinking abilities.  

Teacher D 

Post-reading instructional initiations of TD focused on the solicitation of literal comprehension 

questions about the achievements of African Union provided in the textbook. The questions were 

presented into three sub-headings known as a great achievement, work of the organs of the AU, 

and behind the scenes work (O1-36, 39, 42, 48, 53, 56, 59, 62, 67, 78, 81, 84TD). To this end, the 

teacher employed two pedagogical initiating moves known as answering comprehension questions 

before students responded (47 & 87TD) and telling students to review the text to answer a question 

(64TD). At the end of the lesson, the teacher gave students text-based follow-up activity in instance 

88TD which emphasized on vocabulary matching exercise on page 19 of the textbook. The 

exercise demanded students to identify synonym words bolded in the text to the meanings 

provided. After the vocabulary exercise, the textbook involves summary questions though the 

teacher did not initiate students to practice them outside the classroom.  

In the second observed lesson, TD asked students to work out nine comprehension questions which 

demand them to practice literal and inferential cognitive levels. While dealing the answers to the 

questions with the whole class, he opened the discussions with two self-made inauthentic questions 

that students were not informed before beginning to read the text as the following extract showed: 

19 TD: Who is the writer of this poem?  
22 TD: The poem is talking about…uhh 

The first question was a regression to the pre-reading stage where students would have built their 

background knowledge about the source of the text whereas the second one required their 

recognition/recall of the main idea (L2) that the abovementioned reading exercise does not consist 
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of. Unlike the first observed reading lesson, TD asked students inferential questions in three 

instances (22, 28, 50TD). He also used narrowing initial question that obstructed the textbook’s 

comprehension question. The teacher narrowed the question “which lines contain incantations or 

prayers made by the neighbours” (p. 75) to the question “which line contain (sic) incantation or 

prayers made by the neighbors for the writer’s mother?.....in which line?” (O2-44TD). Such 

confinement limited students’ learning opportunity of understanding different propositional 

meanings to a particular semantic encoding that the teacher elicited students to find in the text. The 

teacher, on the other hand, posed uptake questions of clarification requests in response to students’ 

answers to the comprehension questions (72 & 74TD).  

Next to the first reading exercise, the textbook has three exercises from which the first two are 

characterized by identifying meanings of words from the poem. The last exercise, on the other 

hand, demands students’ reflections on the text. However, TD gave students homework only 

exercise two comprising of three vocabulary questions that initiated them to memorize synonym 

meanings from the poem for the given quotations. At the end of the lesson, the teacher asked 

students whether or not they had questions for further clarifications.  

Teacher E 

After eight minutes of independent work and group discussions of exercise one reading 

comprehension questions on page 44, TE asked students nineteen literal comprehension questions 

found in different instances of classroom interactions (O1-10, 13, 20, 23, 32, 35, 40, 45, 48, 51, 

56, 61, 66, 69, 72, 75, 78, 83, & 88TE). Within these long instances of text discussions, the teacher 

employed follow-up questions of students’ responses in four moments of classroom interactions 

as stated in the two sample episodes below: 

O1- 13 TE: What happed at thirty thousand BC? [.5s] Who can answer this question? [.5s] uh 
14 S: the turning point of development of invention of writing  
15 TE: invention of writing that is…[.5s] 
16 S: (unheard) 
17 TE: that is…[.5s] 
18 S: Cave painting and symbols 
23 TE: Ok the next one what happened at five hundred BC? [1s] Who can answer this question? [.5s] 

yes please 
24 S: the postal system was developed 
25 TE: the first postal system [.5s]…  
26 S: was developed 
27 TE: where?[2s] where? [3s] 
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28  S: Persia  

Teacher’s further elicitations in instances 15TE 17TE initiated students to think carefully about 

the preceding responses and provide additional specific text-based information in instances 18S 

and 28S.  

Though the textbook on page 45 contains another reading exercise that demands students’ personal 

views about the text, TE’s classroom instructional discourse did not initiate them so that he made 

the students text consumers in terms of confining their cognitive engagements to explicitly stated 

textual information. For instance, he closed the lesson by summarizing it as follows: 

As you are looking here starting from the beginning up to now just we have tried to see about the 
development of communication. This indicates that the history of communication in today’s time in 
the recent time communication is very fast. Especially in the worldwide we can communicate within 
a short time. …… by next class we will try to see talking about past events. Ok. Thank you. (O1- 
93TE) 

Unlike the first reading lesson, the researcher in the second observed lesson noted that TE’s post-

reading instructional initiating moves were characterized by elicitations of inferential 

comprehension ability (O2- 27, 73, 76, 79, & 82TE) and evaluation thinking skill (O2-30, 33, & 

38TE). Therefore, students had a better learning opportunity of reading comprehension levels 

although the dominance of teaching test questions remained high (O2- 6, 9, 12, 15, 19, 24, 41, 44, 

55, & 58TE). While discussing the comprehension questions at different levels of cognitive 

demands, the teacher asked confirmation check question (35TE), correct responses by declining 

wrong responses (49 & 68TE), and linking question (60TE). When students became silent or 

ambivalent to answer comprehension questions, he encouraged them to review the text (51 & 

62TE).  

Teacher F 

TF was the other participant whose post-reading instructional initiations in the first observed lesson 

began with the discussions of nine literal and one inferential teacher-made comprehension 

questions as the following extract from the audio recorded transcript indicates.    

O1- 21. TF: How many children had Oweka? [5s] How many children had Oweka? [.5s] Oweka 
had [1s] uh [1s] how many children? [2s] how many children did he have? [1s] Uhh. 

22. S: six 
23. TF: six (2x). Ok. How many wives? [1s]  
24. Ss: two 
25. TF: two wives: first wife and second wife.  Maria’s mother is his first or second wife? [.5s]  

26. S: second wife. 
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27. TF: Maria’s mother. Is she his first wife or second wife? [.5s] 
28. Ss: first… second….first… second 
29.TF: second wife? First wife? Both? [.5s] 
30. Ss: not  
31. TF: no. is she his first wife or second? [.5] 
32. S: first wife.  
33. TF: first wife. First wife. Maria’s mother was his first wife. You can read it. Maria’s mother 

was his first wife. Look at line five ‘Maria’s mother, unlike the second wife’ so she is 
the first. Yeah? [.5s] 

34. S: አዎ  
35. TF: she is the first. ‘Maria’s mother, unlike the second wife’. So Maria’s mother was his 

first wife. Ok how many children had Maria’s mother? [.5s] Or how many children he 
had in his first wife? [.5s] 

36. Ss: one 
37. TF: one.  How many children in his second wife? [2s] uhh 
38. S: five 
39. TF: five.  Boys. How many boys? [2s] uhh 
40. Ss: three boys 
41. TF: three boys. How many girls?[2s] 
42. Ss: two 
43.BTF: two girls. In his second wife, three boys and two girls, and in his first wife he had one 

girl. Ok how many of the children went to school? [.5s]  
44. S: three: (silent) 
45. TD: How many of the children?[.5s]  
46. S: three. 
48. TF: three. Three of them went to school.  Are they boys or girls? [.5s] 
49. Ss: boys 
50. TF: boys. Three boys. Boys went to school.  What is the cause that he sent three boys to 

school? [1s] Why did not he send to school, the girls? [3s] uhh what is the reason? 
[1s] He did not want to send? 

Except for the inferential question of specific detail found in instance 25TF, all the other elicitation 

moves of the above classroom discourse of teaching reading referred to lower-level mental 

functions that demanded explicitly stated information in the text. According to Barrett’s (1972) 

reading comprehension taxonomy, the eight teacher-made test questions posed in instances (21, 

23, 37, 39, 41, 43, 48 & 50TF) elicited recall/recall of details (L1), the first literal comprehension 

sublevel. Among these questions, the first and the last responses were hinted from the specific 

textual information that the teacher introduced in the pre-reading stage. See 4.2.2.1.1 sub-section. 

The other test question demanded the fifth literal comprehension sublevel known as recall of cause 

and effect (L5) which is found in instance 50TF. 
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The semi-authentic question in instance 15TF, on the other hand, initiated students to infer a 

supporting detail drawing on a particular propositional meaning explicitly stated in the text. That 

could be the reason why students’ responses were polarized into two: first and second (28Ss) which 

was clarified with teacher’s affirmative explanation in instance 33TF. In addition to his own 

questions, TF’s post-reading instructional initiations of teaching reading emphasized the 

comprehension questions residing the textbook. However, his classroom discourse exclusively 

focused on elicitations of text-dependent ideas though the textbook comprises of higher cognitive 

level questions.  

TF’s post-reading instructional initiations were also manifested by asking uptake questions that 

elicited students’ further clarifications. 

O1- 64 TF: At first he did not agree, and at last what? [.5s] Did he agree or not? [1s] uhh[1s] he 
uhh [.5s] 

65 Ss: agreed  
66 TF: He agreed. What is the reason that he agreed girls should go to school? [2s] What is 

the reason that he agreed girls should go to school? [5s] Uhh. 
67 S: because of the boys 
68 TF: because of the boys. What made?  

The above episode showed that students learning opportunities of active cognitive engagements 

into text-based comprehension questions were maximized in instances 66TF and 68TF. However, 

such potential learning opportunities were obstructed by answering questions instructional 

initiating move resulted from the use of less than three seconds wait time after the teacher asked 

the questions and before students provided the answers. Such an informative move occurred in 

twelve instances of his classroom discourses (O2- 61, 74, 75, 78, 86, 90, 95, 96, 97, 105, 106, 

123TF). To mention some of them: 

74. TF: Number one ‘As his children grew up, Oweka wanted to educate … [1s] uh [1s] all his 
children?’ [.5s]  No. All the children of his first wife? [.5s] No. Three of the children of his 
second wife. C. one is c.  

75. TF: Two ‘Maria’s mother … A) was Oweka’s second wife. Was she his second wife? [1s] No 
she was his first wife. Maria’s mother was his first wife. ok. b) Made her learn to dig and 
cook? [1s] uhh [2s] Maria’s mother made her to dig and cook?  [1s] No. She made her 
learn. She forced her to go to school. She encouraged her to go to school, not dig not cook. 
Ok? B cannot be the answer. C) Wanted to educate her only child. [1s] uhh [.5s] yeah C. 
C. 

76. TF: Number three. Who can answer number three? 

80. Ss: c 
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81. TF: by carrying firewood for six months. [2s] D, by selling firewood and borrowing money. 
Which is the best? [1s] 

86. TF: B) His wife was exhausting herself, which was not right. ok. 
90. TF: Five Maria’s teachers …A. liked her very much. [2s] B. wanted her to give up school.[1s] 

B cannot be the answer totally. B cannot be.  
105.TF: Maria’s half-brothers a. liked school very much [.5s] no: b. became teachers of primary 

school. [.5s] No.  c. developed beards at a young age. [1s] Yes . d. repeated the same class 
many times (laughter) [1s] c and d can be correct.  The best is D because they were very 
lazy, and he decided at last that Maria should continue school and the boys should stop 
school, stop learning. Therefore, probably d can be. 

The above five instances showed that the teacher barred students from active cognitive 

engagements into answering the literal comprehension questions and hence confined their learning 

opportunities by answering the questions which resulted from his intolerance to give them three 

seconds think time for students to answer the questions. The missed learning opportunities became 

more obstructive for low-level EFL students whose reading comprehension problems stem from 

the inability of recognizing literal ideas. Students’ missed learning opportunities worsened as TF 

narrowed the four distractors of a multiple-choice comprehension question and initiated students 

to choose either alternative C or D (81TF).    

During the discussions of text-based comprehension questions, the teacher posed clarification 

request and confirmation check questions in instances 71TF and 111TF respectively. Asking 

students whether or not they had questions from the discussions was the closing instructional 

initiating move of the lesson (134TF). 

During the second observation of teaching reading, the researcher noted that asking literal 

comprehension questions was the end goal of TF’s classroom discourse. To such a pedagogical 

purpose, the teacher elicited text-based information in 14 instances (O2- 34, 41, 44, 54, 62, 67, 77, 

78, 86, 90, 92, 100, 105, 108TF). Similar to the moment of the first observed lesson, asking 

clarification request (38TF), asking confirmation check question (59TF), answering questions 

before students attempted (103 & 104TF) were the initiating moves that the teacher employed to 

teach the lower level comprehension abilities. Unique to the second observed lesson was the 

initiating move of asking specific examples (79TF) for the teacher-made question about the 

definition of a communicable disease which had no relevance with the comprehension questions. 

To conclude, though the textbook involves comprehension questions that demand a high cognitive 

level, the teacher did not incorporate them into his post-reading instructional initiations. For 
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instance, in the closing time of the respective observed lessons, TF ordered students to read 

prefixes in the textbook on page 49 (O1-134TF) and ‘Pronunciation – contractions’ on page 85 

(O2-111TF). The analysis of TF’s classroom discourse of post-reading instructional initiations 

underlay the idea that the teacher held text-based theoretical orientation  of teaching reading that 

predisposes him to the perspective of efferent stance what Bernhardt (1991) calls ‘knowledge 

transmission’.  

Teacher G 

TG’s classroom discourse of teaching reading lessons was distinct from the previously observed 

lessons as the teacher initiated students to read texts loudly. For instance, in the first lesson, five 

students were nominated to read aloud the informational text while four students got involved for 

a similar purpose in the second observed lesson of teaching literary text. After the loud reading 

activities, he led them to the discussions of the comprehension questions at all levels of cognitive 

demands known as literal, reorganizational, inferential, evaluation, and personal response. 

However, the discussion of literal comprehension questions was the dominant and common 

instructional objective of both observed reading lessons. TG asked students evaluative questions 

in the first lesson (O1- 66, 74, & 77TG) while he elicited and reorganizational and inferential 

responses in the second lesson (02- 39 & 59 TG). But, alas, students learning opportunities of 

reading comprehension abilities at these different cognitive levels were obstructed by the teacher’s 

low press instructional initiating moves known as answering own questions (O1-29, 48, 56, 57, 

58, 64, 65, 73, & 79TG; O2-30, 45, & 76TG), hinting at the answer (O1-62TG), and narrowing 

initial questions (O1-43TG; O2-34, 65, 71, & 77TG). The following extracts indicate how these 

instructional moves used in the discussions of comprehension questions had repercussions on 

students’ learning opportunities of cognitive engagements.  

O1- 56. TG: Alright. We have done the first solution, second solution is all about what [1s] (The 
teacher read an extract from solution B text…) So it is giving about what? [1s]  
Studying medicine is pressurized by or this person is pressurized by his parents. So this 
person should do what “Go and confront them with the reality”. 

57. TG: And for solution C? (The teacher read aloud parts of the text…). Who can resist the 

pressure from friends [1s] ማን ነው resist ማድረግ የሚችለው? [2s]  

A normal well balanced young ማለት ነው otherwise በጓደኛ ምን ይሆናል pressurized 

ይደረጋል ማለት ነው so ይህ ሰው most probably the cause of this person to engage in drugs 

his friends’ pressure ይሆናል. So the problem is problem C. 
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O2- 30. TG: If you take this one who needs scholarships and who can facilitate scholarship here 

according to the story? እሚፈልገው ማን ነው? [1s]   
His son. 

46. TG: How did the man make it difficult for Obi to refuse his request? [1s] Do you think 

that Obi accepted his request? [.5s]  ሲጠይቀው accept አድርጎታል? [1s]  

Accept አላደረገም. So it becomes difficult for Obi. Refuse እንዳያደርግ difficult ማለት 

አልተቀበለም;;  

The teacher’s answering of his questions in the above instances resulted from less than three 

seconds wait time before students got the chance to answer the questions. This implies that TG 

denied students learning opportunities of reading comprehension by taking over their jobs so that 

they were obliged to receive the textual information conveyed by the teacher.  

Hinting at the answer and narrowing initial question initiating moves, on the other hand, were 

characterized by limiting students’ opportunity of providing different responses of comprehension 

questions into a lead-in or predetermined alternatives respectively. For instance: 

O1- 62. TG: The last point here is answer E (the teacher read aloud part of the text). It is about 
hidden what? [.5s]  (hinting at the answer of literal comprehension question) 

63. S: love 
64. TG: hidden love.  

02- 71. TG: መጨረሻ ላይ ብሩን ቁጭ አደረገ ጋዜጣ አለበሰ፤፤ ምን የሚያደርግ ይመስልሃል [3s] በገንዘቡ 

የሆነ ነገር ያደርግበታል ወይስ መልሶ ይሰጠዋል? [2s] (Narrowing affection comprehension 
question) 

72. S: መልሶ ይሰጠዋል:: 

The first episode aimed at the elicitation of recognition/recall of comparison (L4) that students 

were required to identify in the reading text based on their active involvement in the text. In the 

second episode, TF initially asked students the cognitive sublevel of identifying with characters or 

incidents (PR2) in which they were required to express their feelings of prediction about the future 

action of the character, Obi. Despite the presence of these comprehension sublevels in the 

textbook, the low press instructional moves that the teacher employed in the episodes prevented 

them from the potential learning opportunities of active cognitive engagements into the 

comprehension questions. 

In addition to the abovementioned two post-reading elicitation moves of teaching comprehension, 

TG employed instructional initiations of asking clarification request questions (O1-34, 41, 70, 

80TG; O2-51, 53 & 73TTG), giving follow up activity on personal responses (O1-83TG), and 

asking clarification seeking question (O1-84TG; O2-80TG).  
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Teacher H 

An overemphasis of initiating test questions of explicitly stated ideas in texts was a similar 

instructional phenomenon in the observed EFL reading lessons of TH. While teaching the text 

entitled ‘medical innovators’, he exclusively elicited students to get involved into eight literal 

comprehension questions (O1-34, 37, 40, 43, & 46TH). In addition to this, the teacher made use 

of answering own question  instructional practices which resulted from the use of less than three 

seconds wait time following his eliciting moves and before students answered the questions (32, 

33, 49, & 50TH).  

Along with the lower-level comprehension questions, the textbook comprises higher-order 

thinking levels that require students to reflect their personal views about medical innovators. 

However, TH’s classroom discourse of teaching reading excluded this type of questions as he 

closed the lesson with a text-based follow-up activity: “The rest one is your homework. Try to fill 

at your home. Try to complete the tables which is (sic) found in your textbook on page seventy in 

your at (sic) home, and try to add exercise D” (O1-51TH). Following the provision of homework, 

TH asked students clarification seeking question in instance 52TH.  

The discussion of comprehension questions in the second observed lesson began in exercise three 

that demands students to identify words in the text for the synonym meanings provided. According 

to Barrett’s (1972) reading comprehension taxonomy, recognition/recall of comparison such as 

understanding bottom-up  meanings of words in a text is the fourth literal comprehension sublevel 

(L4). Therefore, students had a chance to practice this sublevel in ten instances of classroom 

interactions (O2-32, 35, 38, 41, 46, 51, 54, 59, 63, & 67TH). Prioritizing the teaching of this 

exercise to exercise one could result from the teacher’s theoretical orientation about teaching 

vocabulary to the development of students’ reading comprehension ability because at the end of 

discussing the exercise he informed students its importance as follows: 

O2- 70. TH: to understand the message of the poem, those words are very important for you. Once 
you can get their meaning so you can easily understand the text or the poem…. Now try 

to move exercise one ok. Try to do only A and B…ሁለት ደቂቃ ይበቃችኋል ለሁለቱ 

Exercise one comprises ten questions which demand literal and inferential comprehension abilities 

including the two inferential questions (A and B) stated in the above instance. Additionally, the 

textbook contains questions that elicit students’ viewpoints upon the poem. However, the teacher 

closed the lesson by ordering them to do the remaining eight questions of exercise one at their 

homes: “C up to j is your homework. Do it like this one ok” (O2-90TH). In other words, students 
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learning opportunity of reading was dominated by engaging in text-based comprehension 

questions in general and literal cognitive demands in particular; the teacher did not elicit their high 

order mental functions.  

Asking clarification request questions (O2-43 & 82TH), hinting at the answer (76TH) confirmation 

check question (80TH), and clarification seeking questions for students (92TH) were also 

incorporated into TH’s post-reading classroom instructional initiations. The last initiating move, 

in particular, occurred at the closing stages of the lessons. This was a similar occurrence with the 

classroom discourses of teaching reading in the previously observed EFL teachers.   

              4.2.2.2 Analysis of Semi-Structured Interviews   

Analysis of semi-structured interviews data about teachers’ classroom instructional initiations of 

teaching reading was presented based on the pre-reading and post-reading instructional 

procedures. To this end, the researcher used the pseudonyms of eight observed EFL teacher 

participants stated in section 4.2.2.1.   

4.2.2.2.1 Pre-Reading Instructional Initiations 

Six participant EFL teachers reported that they asked students about their background knowledge 

of the reading texts (SSI-6TA; 6TB; 6TC; 14TF; 8TG; and 6TH). In other words, activation of 

students’ store of mental lives about the reading text can facilitate their working memory to 

comprehend it. However, during the first classroom observation of O1-1TF, the researcher noted 

the implementation of this instructional discourse that the teacher elicited students about barriers 

of learning which was a remote concept to the microstructure and macrostructure meanings of the 

literary text they were  to read known as ‘Oweka Learns a Lesson’. Since the main idea of the text 

was about Oweka who did not recognize that female children had a full potential to learn regardless 

of their biological difference, the teacher asked students a pre-reading question about barriers to 

learning, a broad concept to activate their background knowledge of the main idea of the literary 

text. Perhaps this could be partly attributed to the absence of pre-reading exercises in the textbook.  

TE, on the other hand, did not use the instructional initiating move in his actual pre-reading stage. 

Though the reading texts in the two observed lessons were about the development of 

communication and social challenges of a girl in a novel extract, the teacher neither asked students 

to reflect their prior knowledge about the texts, nor did he inform them general information deemed 
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significant to comprehend the texts. Instead, he directed them to read the texts and answer the test 

questions residing in the textbook. 

Introducing the title or topic was the other commonly shared classroom pre-reading instructional 

discourse reported by six participant teachers (SSI-6TB; 8TD; 14TE; 14TF; 8TG; 6TH). TC’s 

response was general, for he described it as “I will try to add my own pre-reading activities” (SSI-

6TC). In the context of his classroom instructional discourses, the researcher observed him 

teaching the post-reading comprehension questions of words on the said stage. TC not only 

transposed the place of the exercise from the post-to pre-reading stage, but he also altered the 

pedagogical framework of the exercise from definitional meanings to contextual ones. The 

theoretical orientation of teaching vocabulary that TC held in EFL reading class was incongruent 

with what has been provided in the textbook.  

TB, TF, and TH also stated that they defined the meanings of difficult words before students begin 

to read texts (SSI-6TB; 14TF; 4TH).  However, TF did not teach difficult words in the two 

observed reading lessons about ‘Oweka Learns a Lesson’, and ‘Killer Diseases’ that the textbook 

does not have pre-reading vocabulary exercises. Similarly, the researcher did not observe TB and 

TH to pre-teach key vocabulary of the literat text ‘Oweka learns a Lesson’ and the poem ‘Night of 

the Scorpion’ respectively though the textbook did not have pre-reading exercises.  

Additionally, TC and TE reported that informing students of the purpose for reading texts was 

their classroom teaching activity before students begin to read texts. For instance, the former 

teacher described it as “I give them task e.g. guess the meanings of unknown meanings of words 

and identify main ideas of paragraphs” (SSI-8TC). Similarly, the latter teacher responded as 

“ከማንበባቸው በፊት የዚህ ምንባብ አላማ በሚል አስቀምጣለሁ” (SSI-18TE). ‘Before students read, I 

state the reading purpose’ (translated). In the observed teaching reading classes, these teachers 

informed students of the reasons why students read texts (O1-31TC; O2-41TC; O1-31TC; O2-

41TC).  

Telling students to scan texts is the pre-reading initiating move that TB and TE stated in the 

interview. For instance, TB reported that students were asked to deeply scan or skim-reading texts 

(SSI- 16TB). TE also indicated as “ምንባቡን ከማንበባቸው በፊት ለአንድ አፍታ ምንባቡን ሙሉ 

በሙሉ ከላይ እስከ ታች እንዲመለከቱት የአይን እይታ እንዲያደርጉት አደርጋለሁ” (SSI[ 18TE) ‘Before 
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students read the text, I made them preview the entire text’ (translated). In the context of their 

observed classes, TB ordered students “አሁን scan አድርጋችሁ እነኝን post-reading questions 

ትመልሳላችሁ፤፤ አሁን think አድርጉ:: scan አድርጉ.:: I think ሶስት ወይም አምስት ደቂቃ ይበቃችኋል እነኝን 

ለመስራት፤፤ (O1-72TB).  On the other hand, TE told students “…to observe the passage. During 

this time, you have the chance to see and understand the first line of each paragraphs (sic) (O1-

5TE).  

The remaining pre-reading instructional initiations were reported by participant EFL teachers. 

These include “make them understand what I say or what is given in the textbook by providing 

them different examples” (SSI- 10TA), “allocate the reading time, ask students general questions 

from the text,” (SSI- 14 & 18 TF), “give them clue how they can manage to do the answers” (SSI-

16TG), and “tell students to read the text silently” (SSI- 8TH). During the observed reading 

lessons, TF informed students as “If find a certain kind of clue at the very beginning you don’t 

need to read all the paragraphs” (O1-55TG) and “To do one question you are not supposed to read 

all of the passage. If you remember last time how to do comprehension questions step ነግሬያችሁ 

ነበር አይደል” (O2-38TG).  

In general, the dominant pre-reading instructional discourse teachers reported in their secondary 

EFL reading classes was dealing with students the background knowledge they had about the 

reading texts though it was an absent initiating move in both observed lessons of TE and in the 

second observed lesson of TB who deliberately excluded it owing to time constraint “pre-reading 

questions is (sic) nothing. On pre- reading question I don’t want ask (sic) you any question because 

of the time.” (O2- 3TB).  

  4.1.2.1.2.2 Post Reading Instructional Initiations 

Analysis of semi-structured interviews data with regard to post-reading instructional initiations of 

teaching reading in secondary EFL classes drew on teachers’ classroom discussions of 

comprehension questions with the whole class after students completed doing the questions. The 

interviews also covered what teachers did at the end of reading lessons.  

Findings of the data analysis showed that participant teachers reported commonly shared and 

individually implemented instructional initiations. For instance, encouraging students to discuss 

comprehension questions in groups was a pedagogical discourse shared by TB, TE, and TH who 
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described in SSI-14TB, 22TE and 10TH. However, it was observed only in TE actual classroom 

instructional practices. Perhaps the remaining teachers did not implement it due to the declaration 

of the country towards the prevention of the COVID19 pandemic. The other instructional initiation 

was the provision of an opportunity for students to answer comprehension questions that TC and 

TG stated as “I will give chance for students not only for one student other students also 

participate” (SSI-10TC) and “I give a chance for them to forward their answers” (SSI-16TG). 

During classroom observations, the researcher noted these teachers asking and encouraging 

students to answer comprehension questions.  

Additionally, TB and TG indicated that they asked students to give evidence from texts while 

answering comprehension questions; “I inspire them to give further ideas from the text (SSI-18TB 

and “I asked students how did they get the answer, in which paragraph and how they can get” (SSI-

16TG). The findings of the classroom observations contradicted with the former teacher’s reported 

pedagogical practice since he did not engage students to provide evidence from texts in response 

to their answers to the comprehension questions. Instead, he employed rapid-fire responses in 

which he either accepted or corrected students’ contributions without extending the discussions to 

students’ active involvements. The latter teacher used the other feature of follow-up moves known 

as asking clarification request in his actual classroom instructional practices of teaching reading. 

Field notes in these EFL teachers’ classrooms were congruent with their instructional discourses 

of checking students’ comprehension abilities as they described in the interviews “I appreciate 

them, correct their wrong responses, check whether they remember the meanings of vocabulary” 

(SSI-18TB) and “I would acknowledge everyone’s answer. I would foreword some corrections for 

wrong responses” (SSI-16TG). In a similar vein, TF said “I checked students’ comprehensions 

skills” (SSI- 28TF).  

Summarization of texts was the other reported post-reading instructional discourse that participant 

teachers use in their secondary EFL reading classes. This pedagogical practice serves to condense 

the microstructure and macrostructure meanings found in the text so that the objective of teaching 

reading aims at the development of text-based reorganizational comprehension abilities in general 

and summarizing sublevel (R3) in particular. To this end, participant teachers stated “I will 

summarize key points of the passage…. the teacher should summarize what kind of technique the 

writer has used when he presented that passage” (SSI- 12TA), and “At the ‘end of closing’ (sic), 

there is repetition or summarizing of ideas especially if it is important. …assure them remember 
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…what they have got while they are reading or vocabularies which have been written on the board 

by me” (SSI-24TB). TE and TH, on the other hand, realized teaching summary subskill in terms 

of regurgitating the classroom discussions as they stated: “እንደ መምህር ጥቅል የሆነ የመደምደሚያ 

ሃሳቦች እሰጣቸዋለሁ” (SSI-26TE). ‘As a teacher, I provide students with summary ideas’ 

(translated). “…I summarize the text including the meanings of key vocabulary and how students 

can use the grammatical structures residing in the reading text” (SSI-12TH).  

Giving homework was the last classroom discourse of teaching reading that TA, TD and TF stated 

(SSI-10TC; 16TD; 22TF). This was a congruent response with their observed teaching reading 

lessons. TC and TD gave text-based comprehension questions: “Questions exercise two and 

exercise three for homework from page seventeen” (O1- 53TC), “The last is vocabulary you should 

‘be do’ (sic) as a homework (O1- 88TD) and “you are going to do a new words from exercise three 

presented a up to k. … you should be try (sic) to do this as a homework (sic) (O2-86TD). TF also 

gave homework which had no relevance with the observed lesson, “I am going to give you a 

reading assignment on page eighty five. Go to on page eighty five. Page eighty five ‘Pronunciation-

contractions’. Please read it at home” (O2- 111TF).  

The following were post-reading instructional practices EFL teacher participants reported that they 

employed individually. Initiating students to integrate reading with other skills was the first. With 

this regard, TF said that he initiated students to “integrate reading with other skills such as speaking 

and writing” (SSI-22TF). In the observed reading lesson; however, he did not encourage them to 

write summaries or reflect their personal views about texts they read. 

Encouraging students to reflect on their personal views was the other post-reading classroom 

discourses reported by TG who described as he initiated students to “…reflect what lesson they 

have got from that passage and relate their real life situation” (SSI-18TG). In his actual classroom, 

the teacher initiated students to answer comprehension questions with higher cognitive demands 

such as evaluation and appreciation.  

TH, on the other hand, reported “I explain for them if they get difficulty of doing the 

comprehension questions or if I assume that the questions need further clarification” (SSI- 10TH). 

Similar to TG, TH implemented this instructional practice when students read texts to answer the 

comprehension questions as “ገብቶሻል እንዴት እንደሚሰራ ከዚህ ጋ ለምሳሌ እነዚህን ነው ስሩ ያልኩት፤፤ 
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እነዚህ definition ናቸው፤፤ ለነዚህ definitions ደግሞ ዎርዶች ከዚህ ውስጥ አሉ፤፤ ስለዚህ ይህን definition 

እያነበብሽ ከዚህ ውስጥ ቃሉን መፈለግ ነው፤፤ ከባድ አይደለም …The last question. J. It might be the 

information line 30 to 39 is incorrect. Actually try to make it 40 to 49. Line 40 to 49. ከዛ ላይ 

የተፃፈው መስመር ትክክል ስላልሆነ ነው፤፤” (O2- 31TH). The teacher also stated that at the end of 

reading lessons he gave students conclusion upon the reading text (SSI-12TH). In other words, he 

did not let students take responsibility for what they learned in the reading texts. Additionally, they 

did not have the opportunity to interpret texts and express their views upon them.  

To conclude, except TG’s, all participant EFL teachers’ responses to the semi-structured 

interviews about post-reading instructional discourses drew on the assumption that the main 

objective of teaching reading in secondary EFL classes emphasizes an assessment of text-based 

comprehension skills. This was congruent to what they stated at the end of the interviews to the 

question “what is the main objective of teaching reading in your secondary schools EFL classes?”  

 … to improve their understanding, understanding what they read or what they study (SSI-

18 & 20TA). 

 … to measure students ‘comprehensional’ (sic) their understanding of the reading texts. 

Do they know what they read in the text is the main objective of teaching reading. (SSI-

26TB). 

 … to motivate students to grasp information from any article (text). We make them read 

and extract information (SSI- 14TC). 

 … to [enable students] to grasp some important information in the material that is the 

ability to comprehend the reading material (SSI- 18TD). 

 ዋና ግቡ በተሰጠው ሰኣት ጊዜውን ጠብቆ ንባብና ግንዛቤ ማንበብ መገንዘብ ….ይኖራል…. (SSI-

28TE). ‘The main goal is to read and understand within the given time (translated). ግንዛቤ 

ስንል ያነበብናቸውን ነገሮች በቀጥታ አእምሮችን ውስጥ ማስቀመጥ መቻል ነው (SSI-30TE). 

‘Understanding means the ability to store textual ideas in our mind’ (translated). 

 … to integrate reading with other skills like writing and help students guess contextual 

meanings of words (SSI-22 & 26TF) 
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 To achieve different comprehension skills for instance the skills of guessing unknown 

words from the text using contextual clues and the skills of reflections, read and reflect. So 

it has such kind of interactive objectives (SSI-20TG). 

 … to enable students to understand reading texts…. understand means students read a text, 

process it into their minds and explain the ideas they get from the text for others (SSI-14 

&  16TH). 

 

     4.2.3 Analysis of Quantitative Data  

                4.2.3.1 Teacher Survey Data Analysis 

The questionnaire contained 24 items that belonged to two thematic categories of teachers’ 

classroom discourses of teaching reading: pre-reading and post-reading instructional initiations. 

Therefore, teachers’ self-reported responses under each category were presented in the subsequent 

sections.  

Twelve items were designed to collect data from teachers’ self-reported responses about their pre-

reading instructional initiating moves of teaching reading. Teachers’ means responses to the items 

had different levels as the table underneath describes.  

 

Figure 4.9: Teachers’ Responses to Their Pre-Reading Instructional Initiating Moves 

Figure 4.9 indicates that teachers always activate students’ background knowledge of reading texts 

(M = 4.73, introduce topics of texts (M = 4.70), and pre-teach new vocabulary (M = 4.58). In EFL 
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classes where students have low vocabulary knowledge of the target language, they can benefit 

from teachers’ daily classroom discourses of pre-teaching meanings of difficult words deemed 

necessary to capacitate information processing of their working memories which in turn help them 

understand the text. Grabe and Stoller (2013) symbolize the relationship between vocabulary 

knowledge and reading comprehension in terms of car and fuel. The analogy indicates that without 

fuel (vocabulary knowledge) the car cannot achieve its destination (reading comprehension). 

Along with other lower-level reading processes such as syntactic parsing and semantic encoding, 

knowledge of vocabulary meanings fuels students to achieve their destination (text 

comprehension). Based on the analogy, teachers always created students learning opportunities of 

enhancing their stock of pre-reading lexical knowledge which has a significant role in their reading 

comprehension. Additionally, providing students with paratext information and eliciting their 

background knowledge about texts could give them the chance to practice the interactive reading 

process that results from the interplay between bottom-up and top-down processes.  

Teachers also reported that they informed students of the required time to read texts and told the 

purpose for reading texts in every reading lesson with the mean score of 4.7 and 4.63 respectively. 

The later initiating move, in particular, gets students motivated to read the text and use reading 

strategies essential to accomplish the required reading comprehension questions.  

The pre-reading initiating moves teachers reported that they usually implemented were checking 

students’ pre-reading responses from the class (M = 4. 12) and motivating students to read the text 

(M = 4.06). in other words, they helped students have clear a understanding of the points of pre-

reading discussions and positive motivations towards the reading texts.  

The remaining five items were reported to be employed either occasionally or rarely. These 

included asking prediction questions (M = 3.21), informing reading strategies (M = 3.15), 

informing sources of texts (M = 3.36), asking signpost questions (M = 2. 48) and explaining visual 

illustrations (M = 2.42). Participant EFL teachers stated that it was sometimes they initiated 

students to practice cognitive and metacognitive reading strategies. The least pre-reading 

instructional practices were the assistance of students’ reading readiness from the elicitation of 

signpost ideas in the text and the description of visual code provided along the text.  

There were also twelve items of post-reading instructional initiations that participant EFL teachers 

reported them at relatively the same level of frequency as described in the figure below.   
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Figure 4.10: Teachers’ Responses to Their Post-Reading Instructional Initiating Moves 

Figure 4.10 indicates that except answering own question participant teachers’ responses to all 

items of post-reading instructional initiations referred to the means scores above 2.43. Among 

these items, teachers reported the majority of instructional initiating moves that they most 

frequently employed in their EFL reading classes. With regard to teaching comprehension levels, 

elicitation of inauthentic, quasi-authentic, and authentic comprehension questions were 

pedagogical practices reported with the respective mean scores of 4.51, 4.58, and 3.93 so that 

teachers initiated students to actively engage into meaning construction processes. The implication 

is that EFL teachers asked students to answer text-based and situation-based comprehension 

questions in everyday classroom discourses of teaching reading. Contrary to this, classroom 

observations of teaching reading showed that the majority of teachers elicited lower- level 

cognitive demands which have predetermined responses and only one correct answer.  

Though asking comprehension check questions was one of the reported items that teachers usually 

implemented in the post-reading stage, findings of classroom observations confirmed that it 

occurred in the closing stages of reading lessons. The post-reading instructional initiating move 

that EFL teachers responded to use rarely was answering comprehension questions before students 

gave the answers (M = 2.43). This was meant that they waited for about three to five seconds lapse 

of silent time after they asked comprehension questions and before students answered the 

questions.   
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4.2.3.2 Student Survey Data Analysis 

Items of student survey data analysis were identical with those of teacher questionnaire since the 

purpose of the analysis was to triangulate the qualitative findings. To this end, descriptive content 

analysis of classroom observation transcripts was conducted. See Appendix I.    

 

Figure 4.11: Students Responses to Teachers’ Pre-Reading Instructional Initiating Moves 

As figure 4.11 shows, participant students of the study reported with a mean score (M = 4.53) that 

EFL teachers always introduced texts in the pre-reading stage. This response was congruent with 

the finding of the qualitative database stated in Appendix I where participant EFL teachers 

implemented the item in the observed EFL classes in terms of introducing the title, text genre, text 

source, specific textual ideas, and background information about the topic.   

Informing the reading time and activating background knowledge of the texts were the other pre-

reading instructional initiating moves that students reported with the respective mean scores of 

4.02 and 4.45. With regard to the first instructional item, the researcher observed teachers telling 

students the exact or indefinite reading time before they began to read texts. The latter type of 

setting time, in particular, was manifested by different instructional discourse moves such as ‘So 

let’s do these questions and I will give you some minutes… Read it silently. All of you read the 

text (O1-17TA), ‘Ok start everybody. Read’ (O1-35TD), and ‘Read the reading passage 

silently…You can start reading now’ (O2-33TF). Other participant EFL teachers informed 

students of the allotted time for reading texts. The researcher also noted in classroom observations 
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that EFL teachers activated students’ prior knowledge of reading texts by eliciting them close and 

open-ended responses.    

On the other hand, the mean values of setting reading purposes and pre-teaching vocabulary 

showed that EFL teachers employed the pre-reading instructional initiations occasionally. The 

respective instructional practices refer to top-down and bottom-up cognitive reading strategies. 

This means that students did not have the learning opportunity of having a purpose for reading 

texts and recognizing the meanings of difficult pre-reading words in teachers’ daily classroom 

discourse of teaching reading. The researcher also noted that EFL teachers did not tell students the 

reasons for reading texts in the two-round observed classes of teaching reading. Similarly, TB, TG 

and TH provided students with the chance to understand key pre-reading words in one of their 

observed lessons while only TC taught the meanings of these words in both observed lessons. In 

other words, students’ responses agreed with the qualitative findings of the two instructional items. 

The remaining students’ survey data analysis showed that teachers employed pre-reading 

instructional initiating moves rarely. These included asking predication and signpost questions, 

pre-teaching reading strategies, informing sources of texts, checking pre-reading responses, 

explaining visual illustrations, and arousing students’ reading motivations. However, during one 

of the observed reading classes, the researcher noted that except TD all teachers informed students 

of the sources of texts and some of them asked confirmation (comprehension) check questions 

before they were to read texts (TA, TB, TC, and TH). Such dissonance between students’ mean 

score values and classroom observations could be attributed to participant teachers’ choices which 

may be different from their usual actions due to the presence of the researcher.  
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Figure 4.12 Students Responses to Teachers’ Post-Reading Instructional Initiating Moves 

As depicted in figure 4.12, students responded with a mean score of 4.62 that elicitation of literal 

ideas in the reading texts was teachers’ everyday post-reading instructional move that confirmed 

the findings of classroom observations and semi-structured interviews. Giving follow-up activity 

was the other most frequently employed instructional initiation of teaching reading that students 

reported with a mean score of 4.46. This instructional initiation was subservient to the former 

initiating move, for the researcher observed EFL teachers closing the reading lessons with the 

provision of homework that aimed at text-based comprehension questions. Students also reported 

that teachers initiated them to ask clarification seeking questions in almost every reading lesson 

which was a consistent finding with the results of classroom observations. However, the researcher 

noted that teachers encouraged students to ask questions at the end of lessons where there was no 

enough time to deal with the questions. 

The figure also showed that students had a usual exposure to teachers’ classroom pedagogical 

move of answering own questions. Concerning the finding of classroom observations, the study 

confirmed students’ replies since the majority of participant EFL teachers answered their own 

questions within less than three seconds of wait time inadequate for students to think about and 

organize answers to the comprehension questions. This was one of the missed learning 

opportunities students experienced in teachers’ post-reading classroom discourses of teaching 
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reading. Taking over the responsibility of students’ jobs that they endeavor to answer the 

comprehension questions bared their active engagements into the process of text discussions.  

Eliciting inferential ideas is an occasional post-reading instructional initiating move that students 

responded with a mean score of M = 3.44. Classroom observations also showed that teachers asked 

students inferential questions residing in the textbooks. When they asked their own comprehension 

questions such TA and TF did in the observed lessons, initiations of inferential questions were 

absent. 

Students also reported that teachers rarely asked them to summarize texts, provided model answers 

for critical or creative questions, checked responses from other students, elicited personal views 

about texts, asked clarification request questions, and told them to review texts. Though teacher 

participants of the survey data reported that they frequently implemented these initiating moves in 

teaching reading lessons, responses of students whose teachers got involved in the qualitative data 

collections and analysis did not confirm results. However, classroom observations of teaching 

reading were not congruent with students’ mean score` value for the instructional item of asking 

clarification request questions since the researcher noticed all participant EFL teachers except TB 

and TC posing follow up questions in response to students’ contributions of reading 

comprehension answers. Such incongruence could result from teachers’ unusual practices of the 

instructional initiating move in consideration of the researcher’s obtrusiveness.  

Students’ response to the remaining one item indicated that teachers never employed the post-

reading instructional initiation of asking evidence from the text during the discussions of 

comprehension questions. In the case of all observed reading classes too, the researcher did not 

notice such initiating move; teachers used low-level evaluation moves that are characterized by 

rapid-fire IRF sequence. These include revoicing of correct responses, acknowledging answers, 

correcting wrong answers, and providing affirmative explanations.  

In general, the majority of students’ survey data analysis of teachers’ pre-and post-reading 

instructional initiating moves was congruent with the qualitative findings. Therefore, EFL teachers 

most frequently activated students’ background knowledge of texts with the intention of teaching 

low-level comprehension questions.  
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4.3 Discussions of the Study 

This research was conducted to answer four specific research questions of teaching reading posed 

at two hierarchical levels of artifacts. They were ‘What types of pre-reading instructional 

initiations do EFL textbooks use in secondary schools classes?  What reading comprehension 

sublevels do the textbooks demand in secondary schools classes? What pre-reading initiating 

moves do secondary EFL teachers employ in their classroom discourses of teaching reading?, and 

What post-reading initiating moves do secondary EFL teachers employ in their classroom 

discourses of teaching reading?’ 

In this section, discussions of the main findings generated from the multilevel qualitative and 

quantitative descriptive case analyses were carried out to have a complete understanding of the 

phenomenon under investigation (Creswell, 2014). Discussions of the results were thus guided in 

the shed of multilevel research design which claims the merge of findings of research questions 

from different levels to major interpretation categories (Headle & Clar, 2019). In doing so, the 

findings were integrated into two categories: pre-reading and post-reading instructional practices 

which become the systematic structures of the two variables: EFL textbooks and teachers’ 

classroom discourses.  

4.3.1 Pre-Reading Instructional Practices of Initiations in EFL Textbooks and Teachers’ 

Classroom Discourses  

The descriptive content analysis of pre-reading instructional practices of EFL textbooks in section 

4.1.1 found out that asking background knowledge questions and introducing texts were the most 

dominant types of initiations which were used to teach reading texts in second cycle secondary 

schools EFL classes. The former type, in particular, was characterized by asking students’ world 

knowledge about texts, while the latter emphasized the introduction of topical concepts and 

sources of texts. The qualitative and quantitative data analysis of participant EFL teachers’ pre-

reading initiations of teaching reading was also congruent with these types of pre-reading 

instructional practices. 

Ruddell and Unrau (2004) stated that instructional practice of activating students’ background 

knowledge which is related to reading topics facilitates their meaning-constructing processes. In 

the context of the present study, the textbooks and teachers classroom discourses used the 

technique that emphasized students’ world knowledge of texts, and hence they did not have the 
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learning opportunities of making use of their personal experiences, specific texts read, and 

previously taught lessons. The lack of such pre-reading instructional practices in EFL textbooks 

and teachers’ classroom discourse could lead students to the development of conception upon a 

particular aspect of background knowledge activation. The finding of the study was consistent with 

the result of Hattan et al.’s (2015) research which stated that the referential frames of previous 

lessons taught and texts read were not the instructional resources of teachers’ manuals used to 

teach reading in upper elementary classes in the USA. However, it did not confirm the 

predominance of pre-teaching personal experiences in EFL textbooks and previously taught 

lessons in teachers’ classroom discourses.  

Though textbooks’ pre-reading questions were characterized by a high number of elicitations of 

the world knowledge of texts, they did not occur in all observed reading lessons so that classroom 

teachers used their own questions to activate students’ world knowledge. Contrary to this, 

Sunggingwati (2013) found out that “the questions the teachers asked in the pre-reading sessions 

were predominantly those presented in the textbooks” (p.89). Additionally, Sunggingwati showed 

that the types of questions posed in the textbooks and teachers’ classroom discourses are 

dominated by open-ended questions which are not consistent with the finding of this study. In the 

Ethiopian context, Tegegn (2019) investigated the incorporation of activating background 

knowledge into the grade 10 EFL textbook and found out that it has two instances among the total 

of 23 memory reading strategies. The result was incongruent with that of the present study in which 

elicitations of background knowledge predominate the other cognitive reading strategies.  

EFL textbooks and teachers’ classroom discourses of teaching reading were also similar on the 

overemphasis use of reading topics to elicit students’ background knowledge. Despite the presence 

of pictures along texts, the mediating artifacts overlook them in the pre-reading instructional 

initiations of activating prior knowledge. Therefore, secondary school EFL students have low 

learning opportunities of using dual coding representations of verbal and visual texts which have 

a positive effect on their reading comprehension abilities (Hayikaleng, 2019; Jalilehvand, 2012).   

With respect to text introduction instructional practices, EFL textbooks and teachers classroom 

discourses described topical concepts, informed text sources, and informed general ideas of texts. 

The first specific instructional feature, in particular, has a pedagogical goal of building students’ 

background knowledge of reading texts when the topics of texts are believed to be unfamiliar for 
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them. The researcher noted it in three instances of classroom observations of TB, TG and TH 

reading lessons. Of these teachers, TB misinformed students the character name of a literary text 

extract entitled ‘Oweka Learns a Lesson’ as “Oweka is a person from Ghana” (02- 1TB) so that 

students built a wrong background knowledge about the topic and hence considered the 

imaginative character in the literary genre as a real person in a recount text. Such a misused 

instructional practice had a repercussion on their reading comprehension abilities since 

comprehension problems can be solved “after students’ appropriate prior knowledge is built” 

(Pollock, Chandler & Sweller, 2002, as cited in Song, 2011, p. 118).  

Informing general ideas of texts was the other commonly shared specific pre-reading instructional 

initiation by EFL textbooks and teachers’ classroom discourses. The technique could help students 

understand the macrostructure meanings of texts they were to read. However, in the context of TB 

classroom observation of teaching the abovementioned literary text, the teacher introduced the text 

using unrelated ideas as “It (the text) tells about family trend of may be Ghana” (O2- 2TB). Though 

the main idea of the text was about the challenges of patriarchal epistemology of Ugandan families 

on girls' education access, TB digressed to the behavioral development or change of family in 

Ghana. In other words, incorrect knowledge or misconceptions could lead students to the 

generation of incorrect inferences and, consequently, to a misunderstanding of new texts (Blanc, 

et al., 2008; Kendeou, Muis & Fulton, 2011). 

TF, on the other hand, introduced specific information that students were required to understand 

in the text as “Oweka has many children or had many children, and he lets some sons to learn in 

the classroom and he let some of his children to dig in the farm area to collect firewood and to 

cook in the house” (O1- 20TF). To enhance students’ comprehension ability, text introduction 

instructional practices “should not include anything that the student can find out from the text, 

either directly or by deduction. If it does, you are doing his work for him” (Nuttall, 1996, p. 154). 

Therefore, EFL teachers “should not reveal the entire plot, major events, or content of a selection 

too soon” (Blanton, Wood & Moorman, 1990, p. 472) that students themselves need to do while 

reading texts.    

The undermentioned aspects of pre-reading instructional practices of initiations were rare in the 

two mediating artifacts. These included asking prediction questions, eliciting text features or 

organizations, and pre-teaching metacognitive strategies. Though the survey results of EFL 
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teachers’ self-reported responses showed that they occasionally taught these cognitive and 

metacognitive strategies before students read texts, the qualitative database and student 

questionnaires results did not confirm the implementations of the strategies. The researcher noted 

the pre-teaching of text feature in the second observed reading lesson of TH who elicited students 

about the difference between a poem and factual text as “what is the difference between the poem 

and it might be a text. What is poem mean (sic) or what do you know about the poem?” (O2-7TH). 

The absence of pre-reading instructional practice of text features in EFL reading classes have an 

obstructive influence on students’ reading comprehension facility (Rukmini, Ohoiwutun & 

Muhsin, 2014). Strengthening the idea, Doyle (1999) describes “The most dependable way of 

facilitating retention is to introduce the appropriate subsumers (graphic organizers) and make them 

part of cognitive structure prior to the actual learning task” (p.15). 

EFL textbooks and teachers’ classroom discourse of teaching reading did not initiate students to 

predict what they were to read is meant that they barred the students from dealing with pre-

questioning exercises to verify expectations. Such a problem could be attributed to impostorship 

syndrome or lack of awareness textbook designers and teachers had about pre-reading strategy use 

instruction in secondary schools classes (Brookfield, 2002). Researchers studying the effects of 

pre-reading exercises such as signposting and prediction on students reading comprehension 

abilities found out that the experimental groups outperformed the controlled groups (Lam & Wong, 

2000; Majid, 2005). Additionally, the groups had high motivations to read texts since they had a 

purpose of verifying their predictions or expectations and extracting specific information elicited 

in the signpost questions (Guthrie et al. 1999).  

Similarly, pre-teaching metacognitive strategies was another ignored instructional initiation in 

EFL textbooks and teachers’ classroom discourse. The former mediating artifact used the 

technique in two lessons while the latter did not completely assist the students to learn about the 

strategies. The present researcher agrees with the idea that “If teachers [and textbooks] assist 

students and instruct them on how they can utilize metacognitive strategies, students’ 

comprehension will also improve” (Markham, 2012, p.11). 

Previewing questions were the other overlooked instructional practice in secondary schools EFL 

reading classes. For instance, the textbooks initiated students in six instances of pre-teaching 

reading texts. Of these previewing question instances, one instance in each EFL textbook has no 
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clear purpose. They were stated as “Survey the reading text below. Try to do it in two minutes 

only” (Grade 11, p, 198) and “Now look at the text below and carry out the following activities 

with a partner. Skim read the text. Try to do it in two minutes only. Discuss with your partner what 

you have found out about the text” (Grade 12, p. 87). With regard to teachers, three participants 

were observed initiating students to preview texts. Among these, TE and TG used the initiating 

move without purposes (O1-5TE; O2-3TE; O2-23TG) while TB informed students to scan texts 

with purposes (O1-30 & 72TB; O2-4TB).). A similar finding was reported by Blanton, Wood, and 

Moorman (1990). The absence of practicing text previewing cognitive strategy in the majority of 

EFL classes thus led students to miss the learning opportunity of activating their prior knowledge 

or getting themselves ready to comprehend texts in-depth.  

EFL textbooks and teachers classroom instructional practices of teaching reading had also an 

insignificant place for pre-teaching vocabulary. Grade 11 EFL textbook, in particular, employed a 

matching pre-reading exercise while the grade 12 textbook uses a definitional technique in three 

reading lessons. However, “by itself, looking up words in a dictionary or memorizing definitions 

does not reliably improve reading comprehension (Nagy, 1988, p.5) so that guessing word 

meanings through the surrounding contexts is also essential. In other words, asking students the 

contextual meanings of words which can serve as a model strategy of attacking difficult words 

while reading texts (Wallace, 1992) is a potential learning opportunity for students. Contrary to 

textbooks’ bottom-up pre-teaching vocabulary instructional practice, TB, TC, and TG taught the 

contextual meanings of words before students read texts. This was incongruent with the finding of 

a previous study that showed teachers’ pre-reading vocabulary instructions heavily relied on 

defining the meanings of new words (Mokotedi, 2012).  

In general, EFL textbooks and teachers’ classroom discourses of teaching reading confined 

students’ pre-reading learning opportunities to few cognitive strategies. A plethora of research 

findings shows that exclusion of cognitive and metacognitive strategies in the pre-reading stage 

has a negative effect on students’ reading comprehension (Cubucku, 2007; Majid, 2002). For 

instance, researches conducted on prediction and pre-teaching vocabulary found out a positive 

relationship with students reading comprehension performances. (O’Brian, 2007). Additionally, 

Harmer (2001) contends that barring students from dealing with pre-questioning exercises results 

in poor cognitive and affective engagements to read texts.    



 

144 
 

Although the abovementioned pre-reading instructional practices that commonly characterized the 

two mediating artifacts, the study found out teachers’ classroom discourses were incongruent with 

the pre-reading pedagogical goals of EFL textbooks. For instance, teachers did not always establish 

the reading purpose that the textbooks require students to read the texts and answer comprehension 

questions. Teachers’ self-reported survey responses showed that they always clarified the purpose 

for reading texts that classroom observations and student questionnaires results did not confirm. 

Classroom observations findings, in particular, indicated that there were three EFL teachers who 

informed students of the reasons why they read texts (TC, TD & TE). In other words, the majority 

of participant EFL teachers did not always assist students to understand the goals of reading 

comprehension exercises as a result of which they performed poorly. This finding of the study 

agreed with the result of Safriyani’s (2017) study which aimed at the investigation of classroom 

discourses of teaching reading in Indonesian EFL university classes. The study found out that 

informative initiating move was one of the least used instructional practices of participant 

lecturer’s discourse. Inferred from such a low occurrence was that the case instructor did not 

inform students of the purpose for reading texts which led them to have low engagements and 

comprehension abilities (Anderson, 2014; Grabe, 1989; Narvaez, Broek & Ruiz, 1999; Sweet & 

Snow, 2002). 

Students reading problems may not be an inability to comprehend texts but a lack of awareness of 

the real goal for that reading task (Perfetti, Marron & Foltz, 1996, as coined in Grabe, 2009). 

William, Karen, and Gary (1990) contend that the problem of reading texts without purpose results 

in three challenges on students’ cognitive strategy uses. First, they do not have “a guidance 

mechanism for processing information in text before reading. Second, they do not “activate a plan 

or cognitive blueprint…to use while reading”. Third, they do not “sort out relevant from irrelevant 

information during reading” (p.488). 

The majority of observed EFL teachers also did not ask students follow-up questions after they 

responded to the pre-reading exercises. The initiating move occurred in one of the observed 

classroom discourses of teaching reading in TA, TF, and TG classes where teachers employed it 

in one or two instances. Similarly, responses of students survey data analysis showed that teachers 

rarely initiated them contingent questions following their responses of pre-reading exercises In 

other words, teachers did not make further elicitations to probe out students’ relevant background 

ideas of reading texts necessary to spread activation of neighboring semantics. However, the 



 

145 
 

findings of the present study had a sharp contrast with the result of Michener (2014) who found 

out that all participant reading teachers implemented uptake questions.  

      4.3.2 Post-Reading Instructional Practices of Initiations in EFL Textbooks and 

Teachers’ Classroom Discourses 

This section discussed the findings of instructional practices of initiations that EFL textbooks and 

teachers employed to teach text-based and situation-based reading comprehension abilities in 

secondary EFL classes.  

Grades 11 and 12 EFL textbooks demand students to practice all literal comprehension sublevels 

from which recognition of comparisons (L4) has the highest total of occurrence and frequency 

followed by recognition of details (L1). Of 758 reading comprehension questions of the textbooks, 

457 questions demanded the lowest thinking level which was manifested by 390 questions of L1 

and L4 sublevels. The remaining emphasis of teaching literal comprehension sublevels has the 

order of recognitions of causes and effects (L5), main ideas (L2), character traits (L6), and 

sequence (L3). This finding agreed with Sunggingwati’s (2003) study that investigated 

comprehension levels of high school textbooks of Let’s Learn English 1, 2 and 3 and found out 

that literal comprehension questions were dominant with 73.6%, 87.4%, and 78.55% respectively. 

Within this lower comprehension level of the three textbooks, (L1) took the highest portion 

described as 58.34%, 46.98% and 43, 19%. However, the findings of the remaining sublevels of 

the present study had no similar order of emphasis with the result of Sunggingwati’s study; L2, 

L5, L3, L6, and L4.   

Fitria, Syarif,  and Refnaldi (2014) who conducted the analysis of secondary schools’ English 

textbooks in Surabaya also stated that literal comprehension level had the highest portion (Mean 

= 79. 76) in general and  (L1) (Mean = 67.62) in particular. Other similar studies confirmed the 

dominance of literal comprehension level in secondary EFL textbooks (Abu Humos, 2014; 

Klanawong, 2017: Surtantini, 2019). This indicates that the majority of reading comprehension 

questions in EFL textbooks require students to think at a lower level and identify what writers 

explicitly state in texts.  

With respect to the instructional practice of reorganization, the second text-based comprehension 

level, the textbooks give the least attention since they do not involve outlining sublevel (R2), and 

they use 46 questions to teach the remaining sublevels known as classifying (R1), summarizing 
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(R3), and synthesizing (R4). This finding was in sharp contrast with Abu Humos’ (2012) result 

which showed that reorganization comprehension questions were provided in every twelve units 

of grade 12 Palestinian English student textbooks, and it was the second dominant comprehension 

level next to literal thinking skill. However, in the present study, the total occurrence and frequency 

of reorganization comprehension questions in grades 11 and 12 textbooks are 22 and 24 

respectively. See Table 4.4. The questions were about ten times lower than the total number of 

literal comprehension questions. The low emphasis of this cognitive level was approved by similar 

findings of previous studies (Kusumawardani, 2011; Surtantini, 2019). Though summarizing 

followed by synthesizing had better occurrence and frequency in the reading exercises of EFL 

textbooks of this study, Surtantini (2019) found out that outlining was the only subskill of 

reorganization that the Indonesian secondary EFL textbook dealt with. Similarly, the findings did 

not agree with Kusumawardani’s (2011) report of 1.95 % outlining followed by 0.97% 

summarizing sublevels in Bahasa secondary EFL textbook.  

Inadequate reading questions of reorganization comprehension level in EFL textbooks have an 

obstructive effect on students’ comprehension abilities to rearrange the microstructure and 

macrostructure meanings of texts. Thus, students’ reorganization comprehension problems can be 

manifested by their incapability to “examine the text in its entirety” and to “move from a sentence-

by-sentence consideration of the text to a more global view” (Day & Park, 2005). Additionally, 

Freeman (2014) suggests that the absence or insignificant learning opportunities of reorganization 

comprehension questions in EFL textbooks has a repercussion on students’ ability to transfer text 

data into equivalent forms such as labeling pictures/maps and completing a table. The failure to 

incorporate what students need to learn in the cultural artifacts obstructs the development of their 

potential cognitive functions. Strengthening the idea, Tomlinson (2011) states “The most effective 

materials are those which are based on a thorough understanding of learners’ needs that is their 

language difficulties….the stage of their conceptual development and so on” (p. 128). 

Regardless of the difference between the abovementioned literal comprehension levels, other 

studies reported the preponderance of lower-order cognitive demands over the higher-order 

thinking levels in secondary EFL textbooks (Freahat, 2014; Igbaria, 2013; Riazi & Mosalanejad, 

2010).  Freahat found out that 75.7 % of comprehension questions of Jordanian grades 11 and 12 

EFL textbooks referred to lower thinking abilities. Similarly, Igbaria confirmed the dominance of 
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lower comprehension level with 244 questions while the remaining 137 questions demanded 

higher-order mental functions.   

Although EFL teachers’ classroom instructional practices of teaching reading emphasized text-

based comprehension levels in general and literal comprehension in particular, in the context of 

classroom situations where teachers felt that they did not have time to discuss the questions, they 

escaped exercises. For instance, TB excluded the summary exercise while teaching the text about 

African Union (01- 30TB), TC jumped exercise two with seven text-based questions and went to 

exercise four that demanded students’ evaluation (O2-53TC), TF omitted exercise three eliciting 

L4 sublevel (O2-111TF), and TH informed students as “try to do only A and B for the time being 

because we don’t have enough time to do everything in the classroom” (O2-70TH). On the other 

hand, the researcher noted that participant teachers distorted text-based comprehension questions 

generated from jigsaw texts of the textbooks. This was in TE and TH classes where the teachers 

changed the jigsaw texts to whole class reading activity and obliged students to do all exercises 

(O1-5TE; O1- 30TH). In line with these findings, Herlinda (2014) reported that EFL teachers 

deleted some materials, re-organized the sequence provided in the textbooks, and modified tasks 

when they believed them inappropriate in the teaching-learning process. Additionally, Şener and 

Mulcar (2018) who conducted a case study on teachers’ perceptions of using textbooks in Turkish 

secondary EFL classes found out that participants “had problems with the limited number of class 

hours” (p.34) to teach the instructional tasks.       

In general, the goals of EFL textbooks and teachers’ classroom discourses of teaching text-based 

comprehension abilities were of congruence on propositional meanings, microstructure meanings, 

and macrostructure meanings of texts which are characterized by the constructions of explicitly 

stated ideas in the reading texts (Kintsch, 1998). A plethora of researches conducted on classroom 

teaching of reading confirmed that teachers predominately emphasized test comprehension 

questions (Blachowicz & Ogle, 2001; Cahyono & Widiati, 2006; Nystrand & Gamoran, 1991;  

Parker & Hurry, 2007; Sunggingwati, 2013; Shomoossi, 2004; Tan, 2007).   

With regard to teaching situation-based comprehension levels in EFL textbooks, the number of 

questions and the level of cognitive demands have an inverse relationship; the fewer the number 

of comprehension questions, the higher-level situation-based cognitive demands. The textbooks 

contained 143, 73, 40 questions to teach inferential, evaluation, and personal response 
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comprehension levels respectively. The teaching of inference of comparison (I4) in general and 

guessing contextual meanings of words, in particular, are the preponderant sublevel of inference 

comprehension. Inference of sequence (I3) and inference of predicting outcomes (I7) are absent 

while other sublevels have low occurrences and frequencies in the textbooks. Previous studies also 

reported that reading comprehension questions of EFL textbooks are characterized by the 

imbalanced presence of inferential sublevels (Fitria, Syarif & Refnaldi, 2014; Surtantini, 2019). 

The findings of Fitria, Syarif, and Refnaldi’s study, for instance, showed that “English Texts in 

Use and Look Ahead” textbooks for senior high school grade X greatly emphasized the inference 

of supporting details with a mean value of 6.24 followed by 1.90, 1.56, 0.68 and 0.52 values of 

inferences of main ideas (I2), cause and effect (I5), character trait (I6) and predicting outcomes 

(I7) respectively. 

Klanawong’s (2017) analysis of Thai high school English textbooks also showed that evaluation 

comprehension questions accounted for 11.65% on average while appreciation ones had a 2.08% 

portion. Similarly, Fitria, Syarif and Refnaldi (2014) reported that evaluation comprehension got 

the third place of all reading questions in ‘English Texts in Use and Look Ahead’ textbooks with 

a descending order of emphasis on (E.1), (E.2), (E.3), (E.4), and (E.5) sublevels. In the context of 

the present study, this comprehension level has predominance over reorganization level so that the 

emphasis of teaching reading in secondary EFL textbooks did not follow the hierarchical structure 

of comprehension taxonomy adapted from Barrett (1972). The move from teaching low order 

thinking questions to higher thinking ones should be gradual and sequential since the former 

mental functions are important to the development of the latter cognitive abilities (Turner, 1988).  

All in all, the total number of high order cognitive thinking questions (256) are a few greater than 

half of the literal comprehension questions (457). Therefore, the textbooks do not give students 

relatively equal opportunity to think behind and beyond the reading texts as a result of which they 

can be independent readers. 

The findings of the study at the second level showed that EFL teachers’ classroom initiations of 

teaching situation-based comprehension abilities emphasized inferential questions manifested by 

elicitations of contextual meanings of words. Despite the inclusions of evaluation and personal 

response comprehension questions into the textbooks, classroom observations and students survey 

data analysis confirmed that teachers did not always elicit these higher cognitive levels. Classroom 
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data analysis, in particular, indicated that TC and TG taught the former thinking level while only 

TG initiated students to work on the latter comprehension level. At the end of lessons, teachers 

provided students text-based follow-up comprehension exercises they were required to do at home. 

The case of TF was unique owing to his rejection of high order comprehension questions of the 

textbook and his initiation of students to read the next section deemed necessary to teach speaking 

skills. In other words, the majority of participant EFL teachers’ instructional practices of teaching 

reading did not correspond with textbooks’ elicitations of teaching higher-level mental functions.  

Consistent with the above findings, previous research works showed that it is in rare situations that 

teachers asked high cognitive order thinking levels in teaching reading classes (Applebee et al., 

2003; Nystrand, 2006; Nystrand & Gamoran, 1991; Skidmore, Perez-Parent & Arnfield, 2003; 

Wells, 1999). Sunggingwati (2003), on the other hand, showed that EFL teachers did not generate 

their own authentic questions when textbooks did not contain situation-based comprehension 

questions. Classroom discourses of teaching reading under such classes are characterized by the 

technical rationality knowledge base that teachers held (Schon, 1987); teachers are obedient to 

what the textbooks aim to achieve. However, in the context of the present study participant EFL 

teachers did not mediate students to the instructional objectives of teaching independent reading 

abilities that the textbooks envisage. This agreed with the finding of Tekle (2016) who reported as 

“Before leaving the class, the teacher gave the meaning-guessing exercise (a-g on Page 222) as 

homework, but he skipped the discussion questions (a-e on the same page)” (p. 180). Yenus (2017) 

found out that EFL teachers in the case study did not engage students into interpretive meaning 

construction of texts and metacognitive strategy instruction.   

Additionally, teachers’ post-reading instructional initiations did not mediate the goal-oriented 

interactions that the textbooks had with students, for they answered comprehension questions, did 

not ask uptake questions, and checked students’ comprehension at end of lessons. They also 

impaired students learning opportunities by narrowing initial semi-authentic comprehension 

questions of the textbooks to close-ended and predetermined ones. During the whole class 

discussions of comprehension questions, participant EFL teachers informed the answers before 

students responded. Rowe (1974) conducted a study on teachers’ post-questioning wait time and 

found out that teachers employed an average wait time of about one second without considering 

the cognitive level of the questions. Students were solicited to answer interpretive comprehension 

questions within the lapse time they were required to quickly answer lower-level comprehension 
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questions. Research findings claim that the threshold of wait time teachers employ to elicit 

inauthentic (text-based) information is three seconds while five seconds become the maximum 

wait time threshold following their solicitations of higher-order cognitive questions (Gambrell, 

1980; Riley, 1986; Rowe, 1986).  

In the contexts of the observed teaching reading classes, except TE all observed EFL teachers 

employed less than three seconds wait time while asking students to respond to comprehension 

questions that demanded different cognitive levels. This led teachers to take the responsibility for 

students’ jobs by giving the answers to comprehension questions ahead of students’ endeavor. 

Such a problem was severe in TB’s post-reading instructional practices of teaching the literary text 

that the teacher summarized it with a long stretch of his informative move (02-5TB) though the 

textbook expects students to interact with the text through engaging into the comprehension 

questions. When teachers reduced their post-questions wait time and gave answers to 

comprehension questions themselves, “they take away (students’) ... opportunity to think through 

and grapple with ideas in order to better understand them” (McElhone, 2013, p. 5) which in turn 

leads them to poor cognitive engagements.  

A rare practice of uptake questions or cued elicitations was the other challenge in the observed 

EFL teachers’ post-reading instructional practices. Self-reported responses of teachers’ survey data 

about asking students evidence from the text had a mean value of M = 3.66, but students’ survey 

data mean value was M = 1.44 which confirmed the results of classroom observations. 

Additionally, during the semi-structured interviews, no teacher stated that they initiated students 

either to give examples/evidence from the text or to express their agreement/disagreement to the 

given responses. Teachers’ classroom discourses that bar students from backing up or clarifying 

their responses to comprehension questions with textual evidence would lead them to a missed 

learning opportunity of “internalize(ing) these discourse processes into an inner speech about and 

during independent reading” (McElhone, 2012, p. 9). In other words, the problem adversely 

influences their active cognitive engagements into the reading comprehension process 

(Blumenfeld, Puro & Mergendoller, 1992).  

Teachers’ obstruction of textbooks’ instructional objectives of teaching reading went on as they 

narrowed initial semi-authentic comprehension questions to predetermined alternatives. Such an 

instructional practice was observed in post-reading lessons of TA, TB, TD, TF, and TG who 
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reduced inferential questions of the textbooks to closed-ended ones. For instance, TA asked 

students as “What do you think Obi is going to do with the money? Will he keep it or give it back?” 

(02-50TA). The narrowed eliciting move, ‘Will he keep it or give it back?’, was derived from the 

first inferential question of the textbook. In connection to this, McElhone (2012) who conducted a 

study on identifying twenty one EFL teachers’ high and low press discourse moves of teaching 

reading found out that “teachers were nearly three times as likely to narrow their questions to make 

them easier … than they were to press students to think further with high press discourse moves” 

(p. 551).   

The researcher also noted that the majority of observed EFL teachers initiated students to ask 

clarification seeking questions on the brink of lessons where they immediately announced the end 

of lessons; students were of hardly enough time to get explanations from teachers. In a similar 

vein, Tekle (2016) reported that secondary school EFL reading teachers usually encouraged 

students to ask questions on the closing stage of lessons. The absence of getting students 

empowered to pose questions during lessons implied the transmission theoretical orientation 

secondary EFL teachers held to teach reading.  
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CHAPTER FIVE: SUMMARY, CONCLUSIONS AND RECOMMENDATIONS 

5.1. Introduction  

This chapter comprises three sections: summary, conclusions, and recommendations. In the first 

section, research design, participants of the study, instruments of data collection, methods of data 

analysis, and main findings of the study were briefly recapped. The remaining sections respectively 

emphasized implications drawn from the summary of findings and suggestions forwarded in light 

of the conclusions. 

5.2 Summary 

This study focused on the investigation of instructional initiations EFL textbooks and teachers use 

in secondary schools reading classes. To this purpose, it drew on a multilevel descriptive case 

study design, and the data were collected from document analysis, classroom observations, 

interviews, and questionnaires. In doing so, participants of the study were grades 11 and 12 EFL 

textbooks, teachers, and students in government secondary schools in Addis Ababa. Participant 

teachers and students were randomly selected from two schools located in convenient places from 

the residence of the researcher to collect the data in a relatively short distance. Forty one EFL 

teachers were involved in the self-reported responses of survey data while the qualitative data were 

collected from classroom observations and interviews of eight teachers. From the eight EFL 

teachers, a class of students was randomly selected and 331 samples got involved in the survey 

data. Since multilevel research design was the design of the study, the qualitative and quantitative 

databases were analyzed in light of within-level methods of analysis. Therefore, the first level 

study referred to EFL textbooks while the second phase focused on EFL teachers’ classroom verbal 

discourses. 

Before the qualitative and quantitative data were employed for the main study, validity and 

reliability of the instruments were checked from a review of related literature, in-depth discussions 

made with the supervisor and fellow PhD instructors, and the pilot study comments.  

Data analysis of the first level was carried out using descriptive content analysis to investigate the 

types of pre-reading instructional initiations and cognitive demands of comprehension questions 

in grades 11 and 12 EFL textbooks. In so doing, the study used checklists. See Appendixes A and 

C. The checklist of the former category, in particular, had cognitive and metacognitive features 

while the checklist of the latter category had a taxonomy of five components adapted from Barrett 
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(1972). For the convenience of presentation, the data of each variable under investigation were 

given numerical representations. See Appendixes B and D. Pre-reading instructional initiations of 

the textbooks, for example, had 55 instances, and there were 758 comprehension questions. The 

researcher used the Intraclass Correlation Coefficient (ICC) reliability index to check the 

interraters’ consistency upon the descriptive content analysis of the first two research questions. 

For this purpose, he incorporated two fellow TEFL instructors working in the same higher 

institution with him. Based on the computed ICC in SPSS, the agreement value for identifying the 

types of pre-reading instructional initiations of the textbooks was 0.98, whereas the value for the 

comprehension sublevels was 0.86. In light of these reliable values of agreements, the findings 

were presented in tabular forms by extracting substantive instances from the grids of data in 

Appendixes B and D.  

Data collection and analysis of the second level, on the other hand, referred to pre-reading and 

post-reading initiating moves that EFL teachers used in secondary schools classes. Transcripts of 

two round classroom observations of each participant teacher were the major sources of the 

qualitative data analysis. A checklist for observations was designed based on theoretical and 

empirical evidence. The study also drew on semi-structured interviews verbatim to enrich the in-

depth results generated from teachers’ classroom instructional practices of teaching reading. 

Teacher and student survey data, on the other hand, were the sources of the descriptive statistical 

data analysis of the quantitative method. Ahead of running the analysis, the internal consistency 

of rating was statistically analyzed using Cronbach Alpha Coefficient, and the participants had 

their respective reliability coefficient values of 0.75 and 0.8.  

Findings of the qualitative method in general and classroom observation, in particular, were 

presented before teachers and students survey findings since the choice of qualitative driven 

descriptive case design is determined by the decision of the researcher (Creswell, 2014). Thus 

observed teachers were represented by pseudonyms which served as subsections for presenting the 

classroom data analysis. What followed were the results of semi-structured interviews thematically 

categorized into the pre-reading and post-reading instructional initiating moves. Descriptive 

statistical data analysis carried out through SPSS was the strategy of presenting the quantitative 

method. In this section, convergence and divergence of the qualitative findings were triangulated 

with the results of students’ survey responses.  
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As stated above, this study was conducted to investigate instructional initiations of teaching 

reading at two hierarchical levels working together for a particular system. Therefore, the 

following were substantive findings of the two levels summarized from the qualitative and 

quantitative data analysis.  

Based on the first level descriptive case study design: 

 There are eight types of pre-reading instructional initiations in grades 11 and 12 textbooks with 

their respective total frequency of 25 and 30.  Of these types, asking questions about 

background questions, introducing texts, asking previewing questions, and asking prediction 

questions are the common instructional initiations of the two textbooks.  

 The most dominant pre-reading instructional initiations of the textbooks are asking questions 

about background knowledge and introducing texts which occurred in 19 and 20 instances 

respectively. The former initiation type emphasizes elicitations of students’ general world 

knowledge despite the presence of other features of eliciting background knowledge such as 

personal experiences, previous texts read, and previous lessons learned. The latter type, on the 

other hand, is characterized by describing topical concepts and informing sources of texts with 

insignificant focus on describing general ideas of texts. 

 Despite the incorporation of asking previewing and prediction questions into the textbooks, 

they are given as insignificant attention as the remaining four types of instructional initiations 

rarely used by each EFL textbook. These include pre-teaching words with the semantic 

framework and pre-teaching metacognitive reading strategies which are found in the grade 11 

EFL textbook while giving definitions of pre-reading words and asking text features are used 

in the grade 12 textbook.  

  The respective textbooks are designed to teach 26 and 31 reading texts. To this end, the former 

textbook employs the abovementioned pre-reading instructional initiations to teach 20 texts 

while the latter textbook uses the initiations to teach 18 texts.  However, the grade 11 EFL 

textbook implements on average two instructional initiations before students read five texts. 

Grade 12 textbook, on the other hand, applies on average three types of instructional initiations 

before students read seven texts. This shows that grade 11 textbook creates better pre-reading 

learning opportunities for students across texts whereas the grade 12 textbook provides 

opportunities within texts.   
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 As far as the cognitive demands of comprehension questions are concerned, the textbooks 

initiate students to practice all comprehension levels from which literal comprehension is 

preponderated. Of 758 comprehension questions, the textbooks require students to identify 

explicitly stated ideas in 457 questions. More specifically, recognition/recall of details (L1) 

and recognition/recall of comparison (L4) are overemphasized sublevels in 173 and 217 

comprehension questions respectively. The majority of learning opportunities of these 

sublevels are derived from the frequencies of the elicitations within texts rather than their 

occurrences across texts.   

 Reorganization comprehension level is by far lower than literal comprehension level, for it is 

represented by 45 questions. Outlining (R2) subskill, in particular, is absent in both EFL 

textbooks. Synthesis (R4) is the highly initiated sublevel with 11 comprehension questions in 

the grade 11 textbook while classifying (R1) has a better emphasis in grade 12 textbook which 

elicits it in 12 questions. Compared to these sublevels, summarizing (R3) has the least 

emphasized thinking skill that the respective textbooks demand it in six and seven 

comprehension questions.  

  The textbooks prioritize the practice of inferential comprehension level next to literal 

comprehension level. They initiate students to infer ideas from 143 questions of which 78 are 

designed to elicit inference of comparison sublevel (I4) in general and inference of synonym 

meanings of words in particular. Though inference of sequence (I3) is an excluded sublevel, 

inference of character trait (I6), Inference of predicting outcomes (I7) and interpreting 

figurative language (I8) are not better than its absence; the sublevels occurred in one or two 

instances of comprehension exercises.  

 Critical and creative cognitive levels are the last thinking skills that the textbooks initiate in 68 

and 40 comprehension questions respectively. Compared to the grade 11 EFL textbook, the 

grade 12 textbook initiates evaluative sublevels (E1, E2, E3, and E4) with greater numbers of 

comprehension questions. However, the textbooks demand sublevels of personal responses at 

relatively the same amount of questions.     

With respect to the second level descriptive case study design:  

 Teachers most frequently asked students to activate their world knowledge of reading texts, 

but they did not initiate them to elaborate their ideas with follow-up questions. Additionally, 
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they introduced texts by telling the topics; informing general ideas and sources of texts was a 

rare pre-reading instructional practice. 

 Infirming purpose for reading texts was the other instructional initiating move that the majority 

of teachers did not employ in the two-round observed EFL reading lessons. They, instead, told 

students to begin the reading activities silently and individually. Students’ survey data analysis 

also showed that EFL teachers told them reading purposes occasionally. 

 Concerning the pre-teaching vocabulary, the researcher noted that TB, TC, and TG employed 

it in the two observed lessons. TH, on the other hand, implemented it in the second classroom 

observation. The first three took the action regardless of textbooks’ initiations while the latter 

transposed the comprehension questions to pre-reading exercise.  

 Though illustrations were provided with reading texts, no observed EFL teacher initiated 

students to capitalize on the visual codes.   

 Teachers pre-reading instructional practices lacked initiating moves essential to enhance 

students’ reading comprehension abilities. These included asking prediction, previewing, 

clarification seeking, and text features or organizations questions and pre-teaching 

metacognitive strategies.  

 From the viewpoints of their post-reading instructional practices, EFL teachers asked students 

text-based comprehension questions residing in the textbooks. Situation-based questions that 

demand evaluative and personal response mental functions were missed out.    

 Teachers did not give students a minimum of three seconds wait time to answer comprehension 

questions as a result of which they gave answers before students responded.  

 Making use of cued elicitations was the other absent initiating move in teachers’ post-reading 

instructional practices; they neither elicited further information following students’ responses 

to draw out their in-depth understanding, nor did they ask linking questions to get 

dis/confirmation from the classes. Instead, they accepted or corrected responses and crossed 

over to the next comprehension question.  

 Teachers asked students clarification seeking questions on the verge of reading lessons where 

they immediately informed them end of classes.  
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 Finally, the study found out that EFL teachers obstructed students learning opportunities of 

reading comprehension by narrowing initial inferential questions to test questions. 

           5.3 Conclusions 

In light of the summary of the qualitative and quantitative findings of the abovementioned two 

levels, it could be possible to arrive at the subsequent conclusions.  

Findings of the first specific research question implied that designers of secondary EFL textbooks 

had a theoretical orientation of content schema-based theory of pre-reading instructional 

initiations. However, they gave scant attention to different alternatives with which students’ 

reading comprehension abilities can be improved. Initiating students’ background knowledge with 

their general world knowledge of reading texts across almost all units of the textbooks confined 

their learning opportunities of different pre-reading strategy uses.   

The textbooks most frequently employed instructional initiation of explaining topical concepts, for 

the contents of reading texts were unfamiliar with students’ background knowledge. This could be 

a challenge to the initiation of pre-reading prediction questions that help students begin the reading 

activity with positive motivation. Additionally, it impeded the use of while-reading exercises in 

which students inferred or predicted the ensuing ideas from the preceding paragraph(s) they had 

already read. Reading texts without such predictions is one of the problems for students’ lack of 

motivation and active engagement in secondary EFL classes.   

Findings of the descriptive content analysis of EFL textbooks also implied that the designers did 

not believe in the roles metacognitive reading strategy instruction has on the development of 

students reading comprehension abilities. Despite the presence of a plethora of research evidence 

on the significance of such reading strategy instruction before students read texts, the textbooks 

did not initiate them to be aware of using the strategies.   

It is also concluded that the textbooks’ designers did not acknowledge the importance of linguistic 

resources in the process of activating and building students’ background knowledge of difficult 

words and grammatical structures of reading texts. A total absence of initiating students to guess 

contextual meanings of difficult pre-reading words, in particular, implied that the textbooks 

envisage teaching vocabulary as the subcomponent of inferential reading comprehension level. 

Therefore, it could be possible to say that secondary schools EFL material designers believed that 
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teaching the meanings of key difficult words in the contexts of texts students were to read was 

more important than pre-teaching their meanings before students read texts.  

The absence of different types of pre-reading instructional initiations in EFL textbooks had also 

an underlying effect of pedagogical amnesia on teachers’ classroom practices of teaching reading. 

In contexts where teachers follow tailored textbooks, their daily instructional practices are 

grounded in the methodological approaches of the textbooks. This is to say that pre-and in-service 

teachers’ pedagogical content knowledge of teaching EFL in general and reading, in particular, are 

influenced by the theoretical orientations that the textbooks hold. 

With regard to the findings of cognitive demands of comprehension questions residing in 

secondary EFL textbooks, it is possible to conclude that the philosophy of teaching reading 

comprehension is comprised of meaning transmission, interpretation, and transaction theories. 

However, the first aspect of meaning stance took the largest sphere of the comprehension 

continuum. In other words, the textbooks were designed with a dominant view that teaching 

reading is a matter of passing examinations.  

The findings of the study also implied that the object-oriented cultural mediating artifacts of 

teaching reading for secondary EFL classes could not be familiar with all micro-level cognitive 

demands of mental functions that can develop students’ general reading comprehension facilities. 

Additionally, all the reading texts were not equally exploited to teach the comprehension sublevels 

owing to the preponderant frequencies of initiating the sublevels within texts over occurrences of 

their initiations across texts.  

The conclusions drawn from the findings of the second level of the study, on the other hand, 

depicted that EFL teachers’ instructional decisions of pre-reading instructional practices were 

dominantly characterized by the activation of students’ general world knowledge about reading 

texts. For instance, during their actual classroom practices of teacher reading where the textbooks 

fall short of pre-reading exercises, the observed EFL teachers recurrently elicited students’ world 

knowledge despite the presence of other alternative instructional initiation types.  

It was also possible to conclude that EFL teachers’ self-reported responses to the survey instrument 

had incongruence with those whose actual classroom instructional initiations of teaching reading 

for the following two reasons. First, the textbooks did not give them a variety of pre-reading 

instructional opportunities deemed necessary to augment students’ reading strategy uses. From 
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this viewpoint, it may be sound to agree with the idea that contextual factors including EFL 

textbooks “are thought to be so salient as to mitigate or preclude implementation of belief systems 

in decision making” (Kinzer, 1988, p. 359). Second, teachers’ theoretical orientations of teaching 

reading comprehension were attributed to choices that could be different from their true 

conceptions, understanding and actions (Barcelos, 2003).    

Based on the qualitative findings of teaching reading, it was inferred that participant EFL teachers 

had a belief that text-based reading comprehension was the ultimate goal of effective reading 

instructions so that teaching transactional reading comprehension levels could be perceived as an 

integral component of communicative language teaching approach.   

The last but not the least conclusion towards teachers’ classroom discourses of teaching reading 

went to the findings of their initiating moves characterized by answering own questions, absence 

of cued elicitations (follow-up questions), asking clarification seeking questions on the brinks of 

lessons, and narrowing initial interpretive questions to predetermined ones. Based on these 

findings, it was concluded that secondary EFL teachers had low awareness about classroom 

interactional competence of teaching reading. Teachers’ poor awareness about the significance of 

interpretive framework for the discussions of texts, in turn, led them to the pedagogical practices 

that resulted in a missed learning opportunity for students to take risks of cognitive engagements 

and challenges. Previous studies on this area found out that professional training which emphasize 

awareness of L2 classroom interactional strategies have a positive relationship with teaching 

methodologies (Lam & Wong, 2000; Thornbury 1996; Walsh, 2006).   

5.4 Recommendations 

Grounded in the conclusions reached, the following recommendations are made.  

 Textbooks designers for the teaching of reading in secondary schools EFL classes should 

include different pre-reading instructional tasks to each reading text regardless of its genre. In 

EFL classes where students lack the target language proficiency and the required reading 

comprehension abilities, pre-reading exercises can pave the way to manage comprehension 

challenges during the reading process. Among these, sign post questions, prediction questions, 

previewing questions, critical reading questions, elicitation of knowledge about paratexts, and 

pre-teaching vocabulary in the form of asking definitional, contextual, organizational, and 
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structural meanings of difficult words are the most theoretically and empirically recognized 

exercises.  

 The presence of different pre-reading instructional initiations is not a sufficient condition for 

effective teaching reading unless the textbooks incorporate them within the teaching of 

different texts. For instance, the provision of pictures along texts should have explicit 

associations with the topic of the text or macrostructure meanings of contents that students are 

to read. This can be feasible in terms of initiating students to activate their background 

knowledge or predict the messages in light of the pictures. In other words, the occurrence of a 

variety of pre-reading instructional initiations across texts could help students develop their 

reading comprehension abilities. 

 Additionally, metacognitive strategy use instruction before students read texts needs to be an 

ingredient of secondary EFL textbooks preparations. This includes awareness about graphic 

organizers of both text genres (literary and informational texts), the importance of activation 

of background knowledge, significance of predicting incoming ideas, ways of previewing, and 

techniques of guessing meanings of difficult pre-reading words.  

 While activating students’ background knowledge, secondary EFL textbooks should 

emphasize a balanced elicitation of their personal knowledge derived from previous lessons, 

personal experience, general world knowledge, and texts read before.  

  With regard to cognitive demands of comprehension questions, students need to get learning 

opportunities proportional to all comprehension levels in general and the sublevels in 

particular. To this end, textbook designers should balance the number of questions eliciting 

literal, reorganizational, inferential, critical, and creative mental functions. They have to also 

consider occurrences and frequencies of sublevels residing in the respective comprehension 

levels. For instance, absence of asking students to extrapolate what is to come in the next 

paragraph of a reading text (I7) based on the paragraph(s) they have read already is of a 

repercussion on their learning opportunities of inference making.  

  Frequencies of recognition/recall of details (L1), recognition/recall of comparison (L4), and 

inference of comparison (I4) within reading texts had preponderance over their occurrences 

across texts. In other words, the reading texts found in the EFL textbooks were not fairly 
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exploited to teach the sublevels. Such a problem should be resolved by a fair allocation of the 

sublevels into the texts.    

 EFL teachers’ classroom discourses of teaching reading, on the other hand, should prepare 

students to read texts by exposing them to a variety of pre-reading initiating moves. Such a 

personal pedagogical decision otherwise known as “professional artistry” (Schon, 1987), is 

essential whenever textbooks insist on the implementation of limited instructional initiations 

in the pre-reading stage.  

 EFL teachers should inform students the reason why they read texts without which they do not 

have active engagement and are not able to choose the right strategy to comprehend texts 

successfully.  

 To enhance students’ general reading comprehension abilities, secondary EFL teachers need 

to be subservient to teach both text-based and situation-based reading comprehension questions 

of the textbooks. Additionally, they should empower students to get involved into the 

discussions of the questions. 

 Teacher training institutions need to design a syllabus on classroom interactional competence 

for professional development of teaching EFL in general and reading in particular. Such a 

dialogic-based classroom discourse professional training can help teachers be sensitive to what 

students learn from their active involvement into classroom interaction.   

 EFL continuous professional development programs, on the other hand, should pay great heed 

to the provisions of trainings on each macro and micro language skills which could give in-

service trainees an in-depth understanding of the significant aspects of the skills. With regard 

to teaching reading, meticulous training on teaching literal, reorganizational, interpretive, 

critical and creative reading comprehension levels can enhance their in-depth awareness about 

the sublevels of each component. Additionally, practical coursework for teachers on preparing 

reading materials with respect to the sublevels can help them incorporate situation-based 

comprehension questions of the textbooks into their classroom interactions. 

 Conclusions of the study also urge the present researcher to suggest the following areas for 

future research works.  
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1) The study recommends future researches to study on the relationship between teachers’ 

cognitions about and EFL textbooks’’ instructional practices of teaching reading in 

secondary classes. An in-depth understanding of what knowledge base of teaching reading 

EFL teachers hold and how it is similar to or different from the instructional practices of 

textbooks is essential.  

2) Carrying out schools based intervention on teachers’ classroom interactional competence 

of teaching reading and the effect it has on their classroom discourses, their attitudes, and 

students’ reading comprehension achievements is the other area that the present study 

suggests.  

3) The researcher also recommends a comparative study on instructional initiations of 

teaching reading in primary, secondary and freshman EFL classes from the perspective of 

investigating the progressive roles that the mediating artifacts have on students’ learning 

opportunities with respect to their academic levels. 

4) Lastly, the study suggests its methodological replication to investigate the instructional 

initiations EFL textbooks and teachers employ to teach other language skills in secondary 

schools classes.   

 

 

 

 

 

 

 

 

 

 

 

 



 

163 
 

REFERENCES 

Abebe Damtew (2012). Teaching reading skills in English as a foreign language through 

interactive classroom teaching versus plasma teaching with reference to grade ten students 

in Addis Ababa (Doctroral dissertation, Addis Ababa University). 

Abiy Yigzaw (2005). Effects of teacher mediation on students' conceptions and approaches to 

reading (Doctroral dissertation, Addis Ababa University). 

Abu Humos, O. (2012). An evaluative analysis of comprehension questions’ level of difficulty: A 

case of 12th grade Palestinian English student’s textbook. An-Najah Univ. J. Res. 

(Humanities). 26(3), 767-788. 

Abu Humos, O. M. (2014). Eleventh grade comprehension questions in a Palestinian context: a 

textbook analysis of linguistic phrases. Arab World English Journal, 5(3), 170-179. 

Aebersold, J.A. & Field, M.L. (1997) From reader to reading teacher. Cambridge: Cambridge 

University Press. 

Alderson, J. C. (1980). A process approach to reading at the University of Mexico. ELT 

Documents: Special Issue. Projects in Materials Design, 134-143. 

Aljaafreh, A. & Lantolf, J. (1994). Negative feedback as regulation and second language learning 

in the zone of proximal development. The Modern Language Journal,78(4), 465-483. 

Allwright, R. L. (1984). The importance of interaction in classroom language learning. Applied 

Linguistics, 5(2), 156-171.  

Anderson, L. W., Krathwohl, D. R., Airasian, P. W., Cruikshank, K. A., Mayer, R. E., Pintrich, P. 

R., & Wittrock, M. C. (2001). A taxonomy for learning, teaching, and assessing: A revision 

of Bloom’s taxonomy of educational objectives, abridged edition. White Plains, NY: 

Longman, 5(1). 

Anderson, N. J. (2014). Developing engaged second language readers. In M. Celce-Murcia, D. M. 

Brinton, & M. A. Snow (Ed.), Teaching English as a second or foreign language, 170-188. 

Boston, MA: Heinle Cengage Learning. 

Anderson, R. C. (1994). Role of the reader's schema in comprehension, learning, and memory. In 

Ruddell & Singer, Theoretical Models and Processes of Literacy, 136-145. 



 

164 
 

Applebee, A. N., Langer, J. A., Nystrand, M., & Gamoran, A. (2003). Discussion-based 

approaches to developing understanding: Classroom instruction and student performance 

in middle and high school English. American Educational Research Journal, 40(3), 685-

730. 

Arrumaisa, E., Rusmanayanti, A., Arapah, E., & Mu'in, F. (2019). The teacher talks in teaching 

reading comprehension. Lingua Educatia Journal, 1(1), 28-41. 

Awol Endris. (1999). Conceptions of language teaching and learning and classroom decision 

making: A case study of high school English teachers in Ethiopia (Doctroral dissertation, 

Addis Ababa University). 

Bailey, K. M. (2006). Language teacher supervision: A case-based approach. USA: Cambridge 

University Press. 

Barcelos, M. (2003). Researching beliefs about SLA: A critical review. In P. Kalaja & M. Barcelos, 

Beliefs about SLA: New research approaches. Dordrecht Kluwer. 

Barrett, T. C. (1972). Taxonomy of reading comprehension. Reading 360 Monograph. Lexington, 

MA: Ginn & Co.  

Bender et al. (1976). Languages in Ethiopia. London: Oxford University Press. 

Bernhardt, E. (1991). Reading development in a second language: Theoretical empirical, and 

classroom perspectives. Norwood, NJ: Ablex. 

Best, J. W., & Kahn, J. V. (2006). Research in education, 10th Ed. New Delhi: PHI Learning 

Private Ltd. 

Bhanegaonkar, S.G. & Mahfoodh, M.I.H. ( 2013). New approach for evaluating EFLM (An 

eclectic developed checklist). International Journal of Scientific and Research 

Publications, 3(10), 1-8. 

Blachowicz, C. & Ogle, D. (2001). Reading comprehension: Strategies for independent learners. 

New York: Guilford Press. 

Blanc, N., Kendeou, P., Van Den Broek, P., & Brouillet, D. (2008). Updating situation models 

during reading of news reports: Evidence from empirical data and simulations. Discourse 

Processes, 45(2), 103-121. 



 

165 
 

Blanton, W. E., Wood, K. D., & Moorman, G. B. (1990). The role of purpose in reading 

comprehension. The Reading Teacher, 43, 486-493. 

Bloom, B. S., Engelhart, M. D., Furst, E. J., Hill, W. H., & Krathwohl, D. R. (1956). Taxonomy 

of educational objectives: The classification of educational goals. Handbook I: Cognitive 

domain. New York, NY: Longmans, Green. 

Blumenfeld, C., Puro, P., & Mergendoller, J. (1992). Translating motivation into 

thoughtfulness. In H.H. Marshall (Ed.), Redefining student learning: Roots of educational 

change, 207-239. 

Boonteerarak, P. (2014). Exploring Thai teachers’ conceptual beliefs about reading and their 

influences on instructional practices (Doctoral dissertation, Northern Illinois University 

Dekalb). 

Brookfield, S.D. (2002). Using the lenses of critically reflective teaching in the community college 

classroom: New directions for community colleges. Wiley Periodicals, Inc. 

Brown, J. D. (1995). The elements of language curriculum: A systematic approach to program 

development. Boston, Heinle & Heinle Publishers. 

Cahyono, B. Y., & Widiati, U. (2006). The teaching of EFL reading in the Indonesian context: 

The state of the art. Teflin Journal, 17(1), 36-58. 

Carrell, P. L. (1988). Interactive text processing: Implications for ESL/second language reading 

classrooms. In P.L. Carrell, J. Devine, & D. E. Eskey (Ed.), Interactive approaches to 

second language reading, 239. 

Chang, A. (2010). The effect of a timed reading activity on EFL learners: Speed, comprehension, 

and perceptions. Reading in a Foreign Language, 22(2), 284-303. 

Chanyalew Enyew & Abiy Yigzaw (2015). Teacher’s current practices of teaching reading and 

grade four students’ reading achievement in Dona Berber primary school. Science, 

Technology and Arts Research Journal, 4(3), 265-272. 

Cohen, L., Manion, L., & Morrison, K. (2011). Research methods in education (7th ed.). New 

York, NY: Routledge. 



 

166 
 

Creswell, J. (2009). Research design: Qualitative, quantitative, and mixed methods approaches. 

Thousand Oaks, CA: SAGE Publications, Inc. 

___________ (2014). Research design: Qualitative, quantitative, and mixed methods approaches 

(4th Ed.). London: Sage Publications Ltd. 

Cubukcu, F. (2007). An investigation of reading strategies employed by Trainee teachers.  Journal 

of Language Studies, 7(2). 

____________ (2008). Enhancing vocabulary development and reading comprehension through 

metacognitive strategies. Issues in Educational Research, 18(1) 

Darling-Hammond, L. & Baratz-Snowden, J. (2007). A good teacher in every classroom: 

Preparing the highly qualified teachers our children deserve. Educational Horizons, 85, 

111-132.  

Davis, D., Bippert, K., & Villarreal, L. (2015). Instructional tendencies in the teaching of reading 

comprehension: A portrait of practice in the measures of effective teaching (MET) 

database. Literacy Research: Theory, Method, and Practice, 64, 285-306.  

Day, R. & Bamford, J. (2005). Reaching Reluctant Readers. English Teaching Forum, 38 (3). 

Day, R. R. & Park, J. S. (2005). Developing reading comprehension questions. Reading in a 

Foreign Language, 17(1), 60-73. 

Dornyei, Z. (2007). Research methods in applied linguistics: Quantitative, qualitative, and mixed 

methodologies. Oxford: Oxford University Press. 

Doyle, C. (1999). The use of graphic organizers to improve comprehension of learning disabled 

students in social studies (MA thesis). 

Duff, P. (1995). An Ethnography of Communication in Immersion Classrooms in Hungary. 

TESOL Quarterly, 29(3), 505-537. 

Duke, N. K., Pearson, P. D., Strachan, S. L., & Billman, A. K. (2011). Essential elements of 

fostering and teaching reading comprehension. In S. J. Samuels & A. E. Farstrup (Ed.), 

What research has to say about reading instruction, 51-93. Newark, DE: International 

Reading Association. 



 

167 
 

Dwyer, J., Kelcey, B., Berebitsky, D., & Carlisle, J. F. (2016). A study of teachers’ discourse 

moves that support text-based discussions. The Elementary School Journal, 117(2), 285-

309. 

Ellis, R. (2000). Task-based research and language pedagogy. Language Teaching Research, 4(3), 

193-220. 

Engeström, Y. (1987). Learning by expanding. Cambridge: Cambridge University Press. 

______________ (1999). Activity theory and individual and social transformation. In Y. 

Engeström, R. Miettinen & R.-L. Punamäki (Eds.), Perspectives on activity theory, 19(38), 

19-30. 

Federal Democratic Republic Government of Ethiopia. (1994). Education and training policy. 

Addis Ababa.. 

Fitria, E., & Syarif, H. (2014). An analysis of reading comprehension questions in textbooks 

“English texts in use and look ahead” for senior high school grade X. English Language 

Teaching (ELT), 2(2). 

Fotos, S. (2001). Cognitive approaches to grammar instruction. In M. Celce-Murcia, Teaching 

English as a second or foreign language (3rd Ed.), 267–284. Boston: Heinle & Heinle. 

Freahat, N. M., & Smadi, O. M. (2014). Lower-order and higher-order reading questions in 

secondary and university level EFL textbooks in Jordan. Theory & Practice in Language 

Studies, 4(9). 

Freeman, D. (2014). Reading comprehension questions: The distribution of different types in 

global efl textbooks. In English Language Teaching Textbooks (pp. 72-110). Palgrave 

Macmillan, London. 

Fuchs, L., Fuchs, D., Hosp M., & Jenkins J. (2001). Oral reading fluency as an indicator of reading 

competence: A theoretical, empirical, and historical analysis. Scientific Studies of Reading. 

5, 239-256. 

Fung, I. Y. Y., Wilkinson, I. A. G., & Moore, D. W. (2003). L1-assisted reciprocal teaching to 

improve ESL students’ comprehension of English expository text. Learning and 

Instruction, 13, 1-31. 



 

168 
 

Gambrell, L. B. (1980). Think-time: Implications for reading instruction. The Reading 

Teacher, 34(2), 143-146. 

Genette, G. (1997). Paratexts: Thresholds of interpretation. Cambridge: Cambridge University 

Press. 

Grabe, M. (1989). Evaluation of purposeful reading skills in elementary-age students. Journal of 

Educational Psychology, 81(4), 628. 

Grabe, W. (2009). Reading in a second language: Moving from theory to practice. Ernst Klett 

Sprachen. 

____________ (2001). Reading-writing relations: Theoretical perspectives and instructional 

practices. In D. Belcher & A. Hirvela, (Eds.), Linking literacies: Perspectives on L2 

reading-writing connections, 15-47.  

Grabe, W. P. & Stoller, F. L. (2013). Teaching and researching reading. London and New York: 

Routledge. 

Graesser, A. (2007). An introduction to strategic reading comprehension.  In D. McNamara (Ed.), 

Reading comprehension strategies: Theories, interventions, and technologies, 3-26.  

Graves, K. (2000). Designing language courses: A guide for teachers. Boston, MA: Heinle & 

Heinle. 

Guthrie, J. T., Wigfield, A., Metsala, J., & Cox, K. (1999). Motivational and cognitive predictors 

of text comprehension and reading amount. Scientific Studies of Reading, 3(3), 231-256. 

Habibian, M. (2015). The Impact of Training Metacognitive Strategies on Reading 

Comprehension among ESL Learner’s. Journal of Education and Practice, 6 (28), 61-69. 

Harmer, J. (2001). The practice of English language teaching (3rd ed.). Harlow: Longman. 

Hattan, C., Singer, L. M., Loughlin, S., & Alexander, P. A. (2015). Prior knowledge activation in 

design and in practice. Literacy Research: Theory, Method, and Practice, 64(1), 478-497. 

Hayikaleng, N. (2019). The effects of using dual-coding theory in teaching English reading 

comprehension among vocational students at Narathiwat Technical College. International 

Journal of Arts Humanities and Social Sciences Studies, 4(6). 7-12. 



 

169 
 

Headley, M. G. & Clark, V.P. (2019). Multilevel mixed methods research designs: Advancing a 

refined definition. Journal of Mixed Methods Research, 1-19. 

Headley, M. G. & Plano Clark, V. L. (2020). Multilevel mixed methods research designs: 

Advancing a refined definition. Journal of Mixed Methods Research, 14(2), 145-163. 

Herlinda, R. ( 2014). The use of textbook in teaching and learning process (A case study of two 

EFL teachers). The 61st TEFLIN International Conference, UNS Solo, 359-363. 

Hesse-Biber, S. (2010). Qualitative approaches to mixed methods practice. Qualitative 

Inquiry, 16(6), 455-468. 

Hitt, M., Beamish, P., Jackson, S., & Mathieu, J. (2007). Building theoretical and empirical bridges 

across levels: Multilevel research in management. Acad. Manage. 50, 1385-1399. 

Hutchinson, T. & Waters, A. (1987). English for specific purposes. Cambridge: Cambridge 

University Press. 

Igbaria, A. K. (2013). A content analysis of the wh-questions in the EFL textbook of 

‘Horizons’. International Education Studies, 6(7), 200-224. 

Jalilehvand, M. (2012). The effects of text length and picture on reading comprehension of Iranian 

EFL students. Asian Social Science, 8(3), 329. 

Johnson, K. E. (2009). Second language teacher education: A sociocultural perspective. 

Routledge. 

Johnston, B. & Goettsch, K. (2000). In search of the knowledge base of language teaching: 

explanations by experienced teachers. Canadian Modern Language Review, 56(3), 437-

468. 

Kachur, R. & Prendergrast, C. (1997). A closer look at authentic interaction: Profiles of teacher-

student talk in two classrooms. In M. Nystrand (Ed.), Opening dialogue: Understanding 

the dynamics of language and learning in the English classroom (pp. 75–88). New York, 

NY: Teachers College Press. 

Kendeou, P., Muis, K. R., & Fulton, S. (2011). Reader and text factors in reading comprehension 

processes. Journal of Research in Reading, 34(4), 365-383. 



 

170 
 

Kintsch, W. (1998). Comprehension: A paradigm for cognition. Cambridge: Cambridge 

University Press. 

Kinzer, C. K. (1988). Instructional frameworks and instructional choices: Comparisons between 

pre-service and in-service teachers. Journal of Reading Behavior, 20(4), 357-377. 

Klanawong, S. (2017). A study of reading questions in high school English textbooks and national 

tests. The New English Teacher, 11(1), 44-44. 

Koo, T. & Li, M. (2015). A guideline of selecting and reporting intraclass correlation coefficients 

for reliability research. Journal of Chiropractic Medicine, 1-9. 

Korkut, P. and Ertaş, A. (2016). The interactional features of English classroom discourse in the 

muğla context. The Online Journal of Quality in Higher Education, 40. 

Kozulin, A. & Presseisen, B. Z. (1995). Mediated learning experience and psychological tools: 

Vygotsky's and Feuerstein's perspectives in a study of student learning. Educational 

Psychologist, 30(2), 67-75. 

Kozulin, A. (1998). Psychological Tools: A sociocultural approach to education. Cambridge:  

Harvard University Press. 

Kuzborska, I. (2010). The relationship between EFL teachers’ beliefs and practices in reading 

instruction to advanced learners of English in a Lithuanian university context (Doctoral 

dissertation, University of Essex). 

Lam, W. & Wong, J. (2000). The effects of strategy training on developing discussion skills in an 

ESL classroom. 

Lantolf, J. P. & Poehner, M. E. (2008). Introduction to sociocultural theory and the teaching of 

second languages. In J. P. Lantolf & M. E. Poehner (Ed.), Sociocultural theory and the 

teaching of second languages, 1-30. London, UK: Equinox. 

Lee, Y. W. & Sawaki, Y. (2009). Application of three cognitive diagnosis models to ESL reading 

and listening assessments. Language Assessment Quarterly, 6(3), 239-263. 

Leont’ev, A. N. (1978). Activity, consciousness, and personality. Englewood-Cliffs: Prentice-

Hall. 



 

171 
 

Lincoln, Y. S., Lynham, S. A., & Guba, E. G. (2011). Paradigmatic controversies, contradictions, 

and emerging confluences, revisited In N. Denzin and Y. S. Lincoln (Eds.), The Sage 

Handbook of Qualitative Research (pp. 97–128). Thousand Oaks, CA: Sage. 

Majid, K. M. (2005). The effect of strategies-based instruction in student’s reading comprehension 

of ESP texts. Retrieved March 3, 2021 from www.world.info/article. 

Markham, J. (2012). How can pre-reading strategies benefit students with disabilities? (MA 

Thesis). 

Marx, K. (1867/1959). Le Capital. Critique de l’´economie politique. Vol. I: Le d´eveloppement 

de la production capitaliste. In J. Friedrich, Vygotsky’s idea of psychological tools. 

Retrieved from http:/www.cambridge.org/core. 

Marzano, Robert J., Brandt, Ronald S., Hughes, Carolyn S., Jones Beau F., Presseisen, Barbara Z., 

Rankin, Stuart C. & Suhor, Charles (1988). Dimensions of thinking: A framework for 

curriculum and instruction. USA: Association for Supervision and Curriculum 

Development. 

McCormick, S. (2007). Instructing students who have literacy problems. (5thEd.). Upper Saddle 

River New Jersey: Pearson Merrill Prentice Hall. 

McElhone, D. (2009). Conceptual press discourse in reading comprehension instruction: Making 

every interaction count (Doctoral dissertation, Stanford University). 

McElhone, D. (2012). Tell us more: Reading comprehension, engagement, and conceptual press 

discourse. Reading Psychology, 33(6), 525-561. 

McElhone, D. (2013). Pressing for elaboration in student talk about texts. Journal of Classroom 

Interaction, 48(1), 4-15. 

Mercer, N. (1995). The guided construction of knowledge: Talk amongst teachers and learners. 

Avon, UK: Multilingual Matters. 

Michener, C. (2014). Features of dialogic instruction in upper elementary classrooms and their 

relationships to student reading comprehension. (Doctoral dissertation, Lynch School of 

Education). 



 

172 
 

Ministry of Education (MoE) (2003). The quality and effectiveness of teacher education system in 

Ethiopia. Addis Ababa. 

_________________________ (2009). Finalized course catalogue for language cluster diploma 

program. Addis Ababa. 

___________________________. (2010). Competencies for secondary school English language 

teachers. Addis Ababa. 

Mohamed, A. R., Eng, L. S., & Ismail, S. A. M. M. (2010). Making sense of reading scores with 

reading evaluation and decoding system (READS). English Language Teaching, 3(3), 35-

46. 

Mokotedi, R. T. (2012). An investigation into pedagogical knowledge and teaching practices of 

reading among primary school teachers in Botswana. International Journal of Scientific 

Research in Education, 10(5), 505-519. 

Murphy, P. K., Wilkinson, I. A., Soter, A. O., Hennessey, M. N., & Alexander, J. F. (2009). 

Examining the effects of classroom discussion on students’ comprehension of text: A meta-

analysis. Journal of educational psychology, 101, 746-740. 

Nagy, W. E. (1988). Teaching vocabulary to improve reading comprehension. Urbana, IL: 

National Council of Teachers of English. 

Narvaez, D., Van Den Broek, P., & Ruiz, A. B. (1999). The influence of reading purpose on 

inference generation and comprehension in reading. Journal of Educational 

Psychology, 91(3), 488-496. 

Nuttall, C. (1996). Teaching reading skills in a foreign language (2nd ed.). Oxford: Heinemann. 

Nystrand, M. (2006). Research on the role of classroom discourse as it affects reading 

comprehension. Research in the Teaching of English, 40(4), 392-412. 

Nystrand, M., & Gamoran, A. (1991). Instructional discourse, student engagement, and literature 

achievement. Research in the Teaching of English, 25,  261-290. 

O’Brien, K. (2007). The Effects of pre-reading strategies on the comprehension of culturally 

unfamiliar texts for adolescent English language learners. (MA Thesis, Hamline 

University). 



 

173 
 

Ogle, D., & Blachowicz, C. L. Z. (2002). Beyond literature circles: Helping students comprehend 

informational texts. In C. C. Block & M. Pressley (Eds.), Comprehension instruction: 

Research-based best practices (pp. 259-274). New York, NY: The Guilford Press. 

Onwuegbuzie, A. J. & Collins, K. M. (2007). A typology of mixed methods sampling designs in 

social science research. Qualitative Report, 12, 281-316. 

Pankhurst, R. (1972). Education in Ethiopia during the Italian fascist occupation (1936-1941). The 

International Journal of African Historical Studies, 3, 361-396. 

Paris, S. G., Wasik, B., & Turner, J. (1991). The development of strategic readers. In R. Barr et al. 

(Eds.), Handbook of reading research (Vol. II, pp. 609-40). New York: Longman. 

Parker, M., & Hurry, J. (2007). Teachers' use of questioning and modeling comprehension skills 

in primary classrooms. Educational Review, 59(3), 299-314. 

Perfetti C., Marron, M., & Foltz, P. (1996). Sources of comprehension failure: Theoretical 

perspectives and case studies. In W. Grabe, Reading in a second language: Moving from 

theory to practice. Ernst Klett Sprachen. 

Perfetti, C. (1985). Reading Ability. New York, NY: Oxford University Press. 

Perry, M., Schleppenbach, M., Sims, L., Miller, K., and Fang, G. (2007). The answer is only the 

beginning: Extended discourse in Chinese and US mathematics classrooms. Journal of 

Educational Psychology, 99(2), 380-396. 

Piaget, J. (1977). Foreword to H.E. Gruber and J.Vone (eds.), The essential Piaget. London: 

Routledge and Kegan Paul. 

Pollock, E., Chandler, P., and Sweller, J. (2002). Assimilating complex information. Learning and 

Instruction, In M. Song (2011), Effects of background context and signaling on 

comprehension recall and cognitive load: The perspective of cognitive load theory.  

Pressley, M. (1998). Reading instruction that really works. New York: Guilford Press. 

Ratna, A. S. (2014). The use of cognitive reading strategies to enhance EFL students’ reading 

comprehension. International Journal of Education, 2(1), 1-11. 

Rezat, S. (2006, July). A model of textbook use. In Proceedings of the 30th Conference of the 

International Group for the Psychology of Mathematics Education, 4, 409-416. 

Riazi, A. M., & Mosalanejad, N. (2010). Evaluation of learning objectives in Iranian high-school 

and pre-university English textbooks using Bloom's Taxonomy. The Electronic Journal for 

English as a Second Language, 13(4), 1-16. 



 

174 
 

Richards, J. C. (2001). Curriculum development in language teaching. Cambridge: Cambridge 

University Press. 

Richards, K. (2003). Qualitative inquiry in TESOL. Basingstoke: Palgrave Macmillan UK. 

Richards, J., & Rodgers, T. (2001). Approaches and methods in language teaching (2nd ed.). 

Cambridge: Cambridge University Press. 

Richardson, V., Anders, P., Tidwell, D., and Lloyd, C. (1991). The relationship between teachers’ 

beliefs and practices in reading comprehension instruction. American Educational 

Research Journal, 28(3), 559-586. 

Riley, J. (1986). The effects of teachers’ wait-time and knowledge comprehension questioning on 

science achievement. Journal of Research in Science Teaching, 23(4), 335-342. 

Rosenblatt, L. M. (2004). The transactional theory of reading and writing. In R. B. Ruddell & N. 

J. Unrau (Eds.), Theoretical models and processes of reading (5th ed., 1363-1398). Newark, 

DE: International Reading Association. 

Rowe, M. B. (1974). Relation of wait-time and rewards to the development of language, logic and 

fate control. Journal of Research in Science Teaching, 11, 81-84. 

_____________. (1986). Wait-time: slowing down may be a way of speeding up. Journal of 

Teacher Education, 1(37), 43–50. 

Rubin, H. J. & Rubin, I. S. (2012). Qualitative interviewing: The art of hearing data (3rd ed.). 

Thousand Oaks, CA: Sage. 

Ruddell, R. B. (2008). How to teach reading to elementary and middle school students:  Practical 

ideas from highly effective teachers (1st ed.). Boston, MA: Allyn and Bacon. 

Ruddell, R. B., & Unrau, N. J. (2004). Theoretical models and processes of reading (5th ed.). 

Newark, DE: International Reading Association. 

Rukmini, N., Ohoiwutun, J. & Muhsin, K. (2014). Improving reading comprehension of the grade 

eight students by applying previewing and predicting technique.  Journal of English 

Language Teaching Society (ELTS), 2(4), 1-11. 

Safriyani, R. (2017). Classroom Interaction in English Reading. Advances in social science, 

Education and Humanities Research, 145, 291-295. 

Sahin, A. (2013). The effect of text types on reading comprehension. Mevlana International 

Journal of Education. 3(2), 57-67. 

Sanders, N. M. (1966). Classroom questions: What kinds? New York, N.Y.: Harper & Row. 



 

175 
 

Schon, D. A. (1987). The reflective practitioner: How professionals think in action. New York: 

Basic Books. 

Schoonenboom, J. & Johnson, R. (2017) How to construct a mixed methods research design. Köln 

Z Soziol,  69:107–131.  

Şener, S. & Mulcar, V.  (2018). An investigation of teachers’ perceptions on English textbooks: A 

case study of teachers teaching 10th graders in Mugla. Western Anatolia Journal of 

Educational Sciences, 9(1), 15-37. 

Shahnazari, M. T., & Dabaghi, A. (2014). A critical overview of models of reading comprehension 

with a focus on cognitive aspects. Iranian Journal of Research in English Language 

Teaching, 1(3), 7-19. 

Shomoossi, N. (2004). The effect of teachers’ questioning behavior on EFL classroom interaction: 

A classroom research study. The Reading Matrix, 4(2), 96–104. 

Sidek, H. M. (2010). An analysis of the fl secondary reading curriculum in malaysia: approaches 

to reading and preparation for higher education (Doctoral dissertation, University of 

Pittsburgh). 

Silberstein, S. (1994). Techniques and resources in teaching reading. Oxford: Oxford University 

Press. 

Simachew Gashaye & Dawit Dibekulu (2019). The practice of teaching reading comprehension in 

secondary schools: A case of debre markos administrative town. Journal of Education and 

Practice, 10(22), 23-40. 

Simmons, D., Griffin, C., & Kameenui, E. (1988). Effects of teacher constructed pre- and post-

graphic organizer instruction on sixth-grade science students’ comprehension and recall. 

Journal of Educational Research, 82(1), 15–21. 

Sinclair, J. M. H., & Coulthard, M. (1975). Towards an analysis of discourse: The English used 

by teachers and pupils. Oxford: Oxford University Press. 

Skidmore, D., Perez-Parent, M., & Arnfield, S. (2003). Teacher-pupil dialogue in the guided 

reading session. Reading: Literacy and Language, 37(2), 47–53. 

Skilton-Sylvester, E. (2002). Should I stay or should I go? Investigating Cambodian women's 

participation and investment in adult ESL programs. Adult Education Quarterly, 53(1), 9-26. 

Smith, N.B. (1969). The many faces of reading comprehension. The Reading Teacher, pp. 1–20. 



 

176 
 

Stanovich, K. E. (1980). Toward an interactive compensatory model of individual differences in 

the development of reading fluency. Reading Research Quarterly, 16, 32-71. 

Stieglitz, E. & Oehlkers, W. (1989). Improving teacher discourse in a reading lesson.  Journal of 

the Reading Teacher, 42 (6), 374-379. 

Stodolsky, S. (1989). Is teaching really by the book? In P. W. Jackson & Haroutunian, Gordon 

(Eds.), From Socrates to software: The teacher as text and the text as teacher (pp. 159-184). 

Chicago: University of Chicago Press. 

Sunggingwati, D. (2003). Reading questions of junior high school English textbooks. BAHASA 

DAN SENI, Tahun. 

Sunggingwati, D. (2013) Teachers’ questioning in reading lessons: A Case study in Indonesia. 

Electronic Journal of Foreign Language Teaching, 10(1), 80–95. 

Surtantini, R. (2019). Reading comprehension question levels in grade X English students’ book 

in light of the issues of curriculum policy in Indonesia. Journal of Linguistics and 

Education, 9 (1), 44-52. 

Sweet, A. P., & Snow, C. (2002). Reconceptualizing reading comprehension. In C. C. Block, L. 

B. Gambrell, & M. Pressley (Eds.), Improving comprehension instruction: rethinking 

research, theory, and classroom practice (17-53). 

Tamene Kitila (2012). Influence of history on English language education in Ethiopia in enhancing 

the quality of English language education in Ethiopia. Report on a Future Search 

Conference, 17-20. 

Tan, Z. (2007). Questioning in Chinese university EFL classrooms: What lies beyond it? RELC 

Journal, 38, 87-103. 

Teddlie, C. & Tashakkori, A. (2009). Foundations of mixed methods research: Integrating 

quantitative and qualitative approaches in the social and behavioral sciences. Thousand 

Oaks, CA: Sage.  

Tegegn Demissie (2019). Assessing the incorporation of reading strategy instruction in grade 10 

EFL textbook for Ethiopia. International Journal of Current Research, 11(2), 1728-1735. 

Tekeste Negash (2006). Education in Ethiopia: From crisis to the brink of collapse. Uppsala: 

Nordiska Africa institute. 

Tekle Ferede (2016). A study of Independent reading in English as a foreign Language in 

Ethiopian schools (Doctoral dissertation, University of South Africa). 



 

177 
 

Tesfaye Shewaye & C.V. Taylor (1976). Language curricula. In Abiy (2005), Effects of teacher 

mediation on students' conceptions and approaches to reading (Doctoral dissertation). 

Teshome Wagaw (1979). Education in Ethiopia: Prospect and retrospect. Ann Arbor: The 

University of Mitchigan Press. 

Thornbury, S. (1996). Teachers research teacher talk. ELT Journal, 50(4), 279-289. 

Tomlinson, B. (2011). Developing materials for language teaching. London: Cromwel Press. 

Törnroos, J. (2005). Mathematics textbooks, opportunity to learn and student achievement. Studies 

in Educational Evaluation, 31(4), 315-327. 

Turner, T.N. (1988). Comprehension: Reading for meaning. Higher level of comprehension: 

inference, critical, and creative reading. Questioning techniques: Probing for greater 

meaning. In Alexander, J.E (Ed.), Teaching reading. (3rded.), (159-238). Boston: Scott, 

Foresman and Company. 

Ur, P. (1996). A course in language teaching: Practice & theory. Cambridge: Cambridge 

University Press. 

Valverde, G. A., Bianchi, L. J., Wolfe, R. G., Schmidt, W. H., & Houang, R. T. (2002). According 

to the book: using times to investigate the translation of policy into practice through the 

world of textbooks. Dordrecht: Kluwer. 

van Compernolle, R. A. (2015). Interaction and second language development: A Vygotskian 

perspective. Amsterdam, Netherland: John Benjamins Publishing Company. 

van Compernolle, R.A. & Williams, L. (2013). Group dynamics in the language classroom: 

Embodied participation as active reception in the collective ZPD. Classroom Discourse, 

4(1), 42–62. 

Van den Branden, K. (2000). Does negotiation of meaning promote reading comprehension? A 

study of multilingual primary school classes. Reading Research Quarterly, 35(3), 426-443. 

Vygotsky, L. (1978). Mind in society: The development of higher psychological process. 

Cambridge: Harvard University Press. 

Walczyk, J. (1995). Testing a compensatory-encoding model. Reading Research Quarterly 30, 

396-408. 

Walczyk, J., Marsiglia, C., Bryan, K., & Naquin, P. (2001). Overcoming inefficient reading skills. 

Journal of Educational Psychology 93, 750-57. 

Wallace, C. (1992). Reading. Oxford. Hong Kong. 



 

178 
 

Wallen, Carl. (1972). Comprehension skills. Competency in teaching reading. Chicago: Science 

Research Associates, Inc. 

Walsh, S. (2006). Investigating classroom discourse. London: Routledge. 

Wells, G. (1999). Dialogic inquiry: Towards a sociocultural practice and theory of education. 

New York: Cambridge University Press. 

Wertsch, J. V. (1991). Voices of the mind: A sociocultural approach to mediated action. 

Cambridge, MA: Harvard University Press. 

Westhuizen, G. (2012). Reading comprehension Interaction: A conversation analysis perspective. 

Southern African Linguistics and Applied Language Studies, 30(3): 361–375. 

William, E., Karen, D. & Gary, B. (1990). The role of purpose in reading instruction. The Reading 

Teacher, 43(7), 486-493. 

Wilson, L. O. (2016). Understanding the new version of Bloom’s taxonomy.  

Wolf. M.. Crosson, A., & Resnick, L. (2012). Classroom talk for rigorous reading comprehension 

instruction. Reading Psychology, 26, 27-53. 

Woodward, A., & Elliott, D. L. (1990). Textbook use and teacher professionalism. In D. L. Elliott 

& A. Woodward (Eds.), Textbooks and schooling in the United States. 1, 178-193. 

Chicago: The University of Chicago Press. 

Xinyan, W. (2014).  On factors influencing EFL learning strategies. Studies in Literature and 

Language. 10(1), 28-32. 

Yenus Nurie (2017). Pedagogical practices in teaching reading comprehension: A case study of 

three EFL teachers in a secondary school in Ethiopia. PASAA, 54, 108-140. 

Yin, R. K. (2003). Case study research: Design and methods (3rd ed.). Thousand Oaks, CA: Sage. 

Zhaohua, H. (2004). Effects of previewing and providing background knowledge on EFL reading 

comprehension of American documentary narratives. Journal of TESL Reporter 37 (2), 

50-63. 

 

 

 

 

 

 



 

179 
 

APPENDIXES  

Appendix A 

Guidelines to pre-reading instructional initiations of EFL textbooks in secondary schools 

classes 

No  Types of instructional initiations Pedagogical purposes 

1 Introducing reading texts Brainstorming/building background knowledge 

2 Asking prediction questions To verify expectation 

3 Asking questions about background 

knowledge of texts 

 world knowledge  

 personal experience 

 previous texts read 
 previous lesson taught 

To have overall comprehension 

4 Asking signpost questions  To extract specific information  

5 Asking text previewing questions  To read texts with detailed comprehension   

6 Asking personal views about topics    To read texts critically  

7 Asking about text genres or features To understand  text organizations    

8 Pre-teaching bottom up meanings of words  Understand general meanings of words  

9 Pre-teaching top down meanings of words Guess contextual meanings of words   

10 Pre-teaching semantic maps of words   To activate linguistic and content schemata of words 

11 Pre-teaching metacognitive  reading 

strategies 

To have awareness about reading strategies 
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Appendix- B 

Pre-reading instructional initiations of teaching reading in secondary EFL textbooks  

1. Grade-11 EFL Textbook 

No Pre-reading instructional initiations (context unit) Types of initiations   Text  

 
 

1 
 

 

With a partner look at the new flag of the African Union. The 

flag has a green background, a white sun and gold stars. Each of 

these has a special significance. Which do you think represents: 

a the member states of the AU     b the hope of Africa    c 

Africa’s bright future? 

 

Asking questions about 

background knowledge  

 

 
 
 
 
 

1 
 
 

 2 An anthem is a special song. Every country has a national 
anthem. It voices the country’s history, its values, or hopes. 

Introducing the text-

describing topical 

concept 

 

3 This text is an extract from a novel written by a Ugandan 

writer. 

Introducing the text- 

informing text source 

 

 
2 

 
4 

Discuss your answers to these questions. Discuss them honestly 
and also comment on how effective you think your choices are. 
1 When you are studying outside class on your own (doing 
independent study), what do you do? 

 

Asking questions about 

background knowledge  

 

 
 
 

3 
2 How much time every day do you spend doing independent 
study? 
3 When do you do independent study? 
4 Where do you do your independent study? 
5 Do you study alone or with someone else? 

 
 

5 
 

Discuss whose name is most closely associated with the 
development of each of these medical innovations. 
• modern nursing 
• antibiotics 
• x-rays 

Asking questions about 

background knowledge 
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6 

 

 

Make sure you understand the words on the left, which come 

from the texts you will read shortly. Match them to their 

meanings on the right. 

1 culture 
2 mould 
3 mortality rate 
4 transplant 
5 pneumonia 
6 fracture 
7 cathode rays 
8 photographic plate 
9 transparent 

Pre teaching words with 

semantic framework  

 

 

 

 

4 

 

7 

 
This poem is written by one of India’s most famous poets: 

Ezekiel Nissim. 

Introducing the text- 

informing text source 

 

 
5 

8 

Work in a small group and discuss the following: 

a Which are the major killer diseases in Ethiopia? 

b Which are the major killer diseases in Western countries? 

Asking questions about 

background knowledge 

 

 
6 

9 Talk about what you know about malaria. Asking questions about 

background knowledge 

 

 
7 

 
10 

Myth / m__ / noun [countable, uncountable] 

: an idea that many people believe, but which is not true: myth 

of the myth of male superiority myth that the myth that the 

disease only affects older people 

: an ancient story that explains a natural or historical event 

Introducing the text-

describing topical 

concept 

 

 
 

8 

11 

Look quickly at the texts on the following pages and answer 

these questions: 

 a  Are these texts from a) books b) emails or letters c) 
newspapers d)  brochures How do you know? 

    b Which country is each of them about? 

    

Asking to preview texts 

 

 
 
 
 

9 
 

12 In your group, look at the headline and discuss what you think 

the story is about. 

Asking to predict from 

texts             

a clear and able to be seen through 
b a green or black substance that 

grows on old food or on wet 
things 

c a serious infection of the lungs 
d the number of people who die in 

a given period of time 
e a crack in a bone 
f a medical operation in which part 

of someone’s body is put into 
the body of another person 

g cells grown for scientific use 
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13 

 
 

A problem faced by national parks and game reserves in East 

Africa is poaching; animals are killed illegally and then sold 

for their meat or parts of their body which can fetch a high 

price, such as tusks or horns.  

Introducing the text-

describing topical 

concept 

                   

 

informing text source 

 
 

10 
 
 
 

The following extract is from a novel about this problem. It is 

set in a national park on the Kenya-Tanzania border, Doctor 

Hanna Mwaura and her team have come to investigate a rhino-

poaching operation.   

14 
 

Work in a small group. Talk about the kinds of things you read 

everyday. Make a list. 

Asking questions about 

background knowledge 

 

 
11 

15 

 

 

In this extract, a young man is leaving his home in Miguel 
Street, in the capital of Trinidad.  

Introducing the text- 

describing general idea   

 

describing topical 

concept 

12 
 

Trinidad is an island in the West Indies where people speak a 
special variety of English that is a little different from standard 
English. There are examples of this in the text which are written 
in italics, for example, ‘You getting frighten,  eh?’ = ‘You’re 
getting frightened, aren’t you?’ 

16 

 

When faced with a text to read, an important first step is to 

survey it BEFORE you actually start reading it. This will give 

you useful information about what  

kind of text 

 it is and what it is about which in turn will help you to 

understand it better when you read it in detail. 

Read this information about how to survey a text. 

1 Look at the title and pictures, if any. 

2 Quickly look over – or survey – the first couple of paragraphs 

without carefully reading every word; just run your eye over 

each line. Then, survey the first line or two of the other 

paragraphs. DO NOT start at the beginning of the text and read 

each line carefully and slowly trying to understand it in detail. 

This is not an efficient way to begin a reading comprehension 

task. 

 

 

Pre-teaching 

metacognitive reading 

strategies- 

(Pre-teach  the 

importance of 

surveying a text) 

 

 
 
 
 
 

13 
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3 While you are surveying the text, you can ask yourself these 

questions, depending on what kind of text it is: 

17 Survey the reading text below. Try to do it in two minutes only. Asking to preview texts 

 

14 

18 

 Skim each text to find out: 

a what disability each person has 

  b why they have achieved fame. 

 

Asking to preview texts 

 

 
15 

19 Read this poem written by an American girl with a disability. Introducing the text- 

informing text source 

 

16 
 

20 Read this poem from Malawi.  Introducing the text- 

informing text source 

 

 
17 

 
21 

 

Can you remember hearing about the earthquake in Haiti in 

January 2010? Over a hundred thousand people were killed and 

many times more that figure were injured and made homeless. 

Introducing the text 

describing topical 

concept 

 
 
 
 

18 
 
 22 

Before you read the article, discuss these questions in a small 

group. 

a Where is Haiti?  

b What happens during an earthquake and what are the effects? 

Asking questions about 

background knowledge 

 

23 Look at these job advertisements. Where do you find 

advertisements like these? 

Asking questions about 

background knowledge 

 
19 

24 You are going to read a magazine article arguing against digital 

technology. Before you read it, think of some of the points that 

might be made. Make a list.  

Asking to predict from 

texts 

 

 

 

20 

 
25 

 

Guessing the meaning of a word in a text.  

When you come across a new word in a text, usually there are 

plenty of clues to help you guess its meaning: 

• The meaning of the sentence in which it occurs (in other 
words, its context); if you understand the rest of the sentence 
you should be able to guess the meaning of one of the words in 
it quite easily. 

Pre-teaching 

metacognitive reading 

strategies 

(Pre-teach  the ways of 

guessing new words in a 

text)  
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• the formation of the word: you may recognise the root of the 

word and the meaning of any affixes it may have. 

 

2. Grade 12 EFL textbook 

No Pre-reading instructional initiations Types of initiations  Text 

26 

 

The text below comes from The African Child by Camara Laye.  Introducing the text- 

informing text source 

 

describing the general 

idea 

 
 
 
1 

It is his autobiographical account of growing up in a village in 
Guinea, in West Africa. His father was a goldsmith and had a 
workshop. He employed a  
number of apprentices -young boys who were learning the craft 
– and they  
lived in the family compound. Read the text and answer the 
questions below. 

27 

 

 

Landline telephones are connected by cables. The cables are 

copper wires.  

You can see them in the air, held up by telegraph or telephone 

poles.  

Introducing the text- 

describing topical 

concept 

 

informing text source 

 

describing general idea 

 
 
2 
 
 
 

This poem was written by an American poet about one hundred 

years ago, during the First World War, a long time before mobile 

phones came along.  

It is about telephone cables and the messages they carry, which 

reflect the time at which it was written. 

 
28 
 

Most universities and colleges have a student newspaper or 

magazine. One of the most popular features in the newspaper is 

the problem page. Students like to read other people’s problems 

as they are often similar to their own. 

Introducing the text- 

describing topical 

concept 

 

 
 
3 
 

29 Skim through the following problem page letters and identify what 

each one is about.  

Asking to preview texts 
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30 

 

Have you read any works of literature? If so, 
• Which works have you read? 
• Were they in Amharic or English or in another language? 
• What did you think of them? 
Think of the names of some novelists, poets or playwrights that 

you have heard of or are familiar with. 

 

Asking questions about 

background knowledge 

 

 
 
 
 
 
 
 
 
4 
 
 
 
 
 
 
 

31 
 

African writers have written about many important issues, 
which affect the lives of ordinary people.  

Introducing the text 

describing topical 

concept informing text 

source 

You are going to read a poem from Uganda and an extract from 
a Nigerian novel. 

32 Before you read, work with a partner and discuss the 
differences between these two literary forms: the poem and the 
novel. 

Asking text features or  

types 

33 Read this poem by Henry Barlow. Introducing the text 

informing text source 

34 

 

Glossary: 
• The Vic is the Lake Victoria Hotel, a well-known hotel in 
Entebbe; that was renamed the Windsor Lake Victoria when its 
ownership changed. 
• A Permanent Secretary (or PS) is not a politician but a senior 
civil servant running a government ministry. 

Giving definitions of 

pre-reading words 

 

 
35 

 

Discuss your answers to these questions. 

1 When you meet someone for the first time, what do you 
notice first about that person? 

a their face 
b their build 
c their clothes 
d their mannerisms 
2 It is sometimes said that a person’s character is reflected in 
their appearance. Do you agree? 
3 Describe your own appearance to the rest of your group and 
see if they agree with your description. 
4 Describe your characteristics to the rest of your group and 
see if they agree with your description. For each characteristic 
give an example to illustrate what you say. 

 

 

Asking questions about 

background knowledge 

 

 
 
 
 
 
 
 
5 
 
 
 
 

36 

 

Now look at the text below and carry out the following 
activities with a partner. 
• Skim read the text. Try to do it in two minutes only. 

Asking to preview texts 
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• Discuss with your partner what you have found out about the 
text. 

37 • Choose the picture which you think best represents Warıı̃ñga. Asking to predict from  

texts 

 

38 
 

The United Nations Convention on the Rights of the Child (CRC) 
is an international statement of the civil, political, economic, 
social and cultural rights of children. The UN General Assembly 
adopted the Convention and opened it for signature on 20th 
November 1989. We have made significant progress in the 20 
years since the world made this set of promises to children. But 
the rights of many millions of children are still being denied. 
Children still die of easily preventable causes; still lack 
protection, education, food, shelter and clean water; and still face 
poverty and discrimination. Much remains to be done. 

Introducing the text- 

describing topical 

concept 

 

 
 

 

6 

39 
 

At the United Nations Millennium Summit in 2000, 189 world 
leaders made a historic promise when they signed up to the 
Millennium Declaration and agreed to meet the Millennium 
Development Goals (MDGs). These are an eight-point road map 
with measurable targets and clear deadlines for improving the 
lives of the world’s poorest people by 2015. 

Introducing the text- 

describing topical 

concept 

 

 
 
 
 
7 
 
 40 Discuss what you know about the MDGs. Asking questions about 

background knowledge 

41 
 

Discuss what you think is the answer to this question, What is 

good governance? 

Asking questions about 

background knowledge 

 
8 

42 

Work in a group and discuss what you know about how 

coffee is produced. 

1 Which country did coffee originally come from? 

2 What is the name of the tree that coffee originally came from? 

3 Which areas of Ethiopia produce some of the best speciality 

coffees in the world? 

4 What happened to world coffee prices in the early years of 

this century? 

 

Asking questions about 

background knowledge 

 

 
 
9 

 Multilateral organisation is one which is set up by and includes 
several countries.  

Introducing the text-  
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43 
 
 

There are a number of multilateral organisations that affect 
people’s lives in  
Ethiopia. We looked at the biggest of all, the United Nations in 
Unit 5.  
You are now going to find out about the World Bank, The 
International  
Monetary Fund, the European Union and the African Union. 

describing topical 

concept 

 

describing general idea 

 
 
 
10 
 
 
 
 
 

44 

 

TEXT A                                                               TEXT C 
closer-knit = more integrated                        middle-income = at 
a medium… 
shortage of funds = insufficient money        creditworthy = able 
to pay….. 
TEXT B                                                             TEXT D 
stabilise exchange rates = keep…          free market economy = 
an economic … 

 

Giving definitions of 

pre-readingwords 

 

45 Try to identify the places shown in the pictures and locate them 

on the map of Africa. 

Asking questions about 

background knowledge 

11 
 

46 Look at the picture. What do you know about these birds? Asking questions about 
background knowledge 

 
12 
 
 

47 Consult the glossary, if you need to. Giving definitions of 
pre-readingwords 

48 
 

Great Britain is a developed country and yet it faces many 

social problems.  

Hence Broken Britain has become a popular slogan in the 

newspapers. 

Introducing the text 

describing topical 

concept 

 

 
13 

49 This poem is by an Angolan poet, who was also his country’s 

first president.. 

Introducing the text 

describing text source 

 
14 

50 

 

Work in a small group and discuss these questions. 

1 What is a shanty town? 
2 Are there shanty towns in your area? What are they like? 
3 Do you think Addis Ababa and other cities in Ethiopia are 
growing? What about the shanty towns? 

Asking questions about 

background knowledge 

 

 
15 

51 Work in a group and discuss what you know about Kate 

Winslet. 

Asking questions about 

background knowledge 

16 
 

52 

 

blockbuster /blɒkˈbʌstə / noun [countable] informal 
a film or book that is very exciting and successful: the latest 
Hollywood blockbuster Blockbusters are usually visual 
spectacles with amazing special effects that cost millions of 
dollars to make. The production company usually makes much 
more money than this, though, from box office receipts around 
the world. 

Introducing the text- 

describing topical 

concept 

 

 
17 
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53 Work in a group. Talk about any blockbusters you have seen. Asking questions about 

background knowledge 

 

54 
 

The text below is about the making of one Hollywood 

blockbuster. Skim read it for one minute and then guess the 

name of the film. 

Asking to preview texts 

 

55 
 

Have you seen the film Titanic? What did you think of it? If 

not, would you like to see it? Share your thoughts on this film 

with a partner. 

Asking questions about 

background knowledge 

 
18 

 
 

Summary of pre-reading instructional initiations in secondary EFL textbooks 

No.  

Types of pre-reading instructional initiations 

Frequencies  

Grade 11 Grade 12 Total 

1 Asking questions about background knowledge 8 11 19 

2 Introducing the text 9 11 20 

3 Asking to preview texts 3 3 6 

4 Asking to predict from texts 2 1 3 

5 Giving definitions of pre-readingwords - 3 3 

6 Pre teaching words with semantic framework 1 - 1 

7 Asking text features or types - 1 1 

8 Pre-teaching metacognitive reading strategies 2 - 2 

 Total  25 30 55 
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Appendix C 
Guidelines to Reading Comprehension Levels 

An analysis of reading comprehension levels adapted from Barrett’s (1972) taxonomy 
L= Literal comprehension,                    R= Reorganization,             I= Inference,              
E= Evaluation,                                       PR= Personal Response 

No. Reading comprehension questions  L R I E PR 

1. List the places mentioned in the poem. √     

2. Each text is about a medical innovator. As you read make notes 

in the appropriate column of the table on the next page. 

 √    

3. Why does the writer compare him to an ‘angry buffalo’?   √   

4. Hanna spoke more politely to the director than Barasa. Which 

approach do you think is more effective in a difficult situation? 

   √  

5. Do you find the story amusing?      √ 

6. Find words with these meanings in the places indicated in the 

text.  

√     

7. Re-tell the story from your notes with the other members of your 

group. 

 √    

8. The sub-headings have been removed. What do you think they 

should be? 

  √   

9. In what ways is the culture depicted in this text similar and 

different from your culture? 

   √  

10. What should be done to control air pollution in the country?       √ 
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Reading comprehension sublevels adapted from Barrett’s (1972) taxonomy 

Literal comprehension focuses on ideas and information which are explicitly stated in the 

selection. A simple task in literal comprehension may be the recognition or recall of a single 

fact or incident. A more complex task might be the recognition or recall or a series of facts or 

the sequencing of incidents in a reading selection. L = Literal (L1, L2, L3…) 
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Details  (L1)  Find the following information: date of flight, time in orbit, 
speed of the space craft, and the height reached. 

 Read and find out: If ___ thinks ____ ; the time of day _____ 
Main ideas 

(L2) 

 What important thing did the character find out? 

 What happened when or during _____? 

Sequence  

(L3) 

 What did _____ do first? 

 Tell how Geraldine changed her white dress to red and yellow 

and what happened then 

Comparison 

(L4) 

 Look for ideas which conflict with each other. 

 Are _____ and _____ the same? 
 Find similes; find metaphors. 

Cause and 

effect (L5) 

 Find out the reasons for _____? 

 What caused _____? 

 Find the sentence that tells why _____ did (or was) _____ 

Character 

traits (L6) 

 Read orally the parts which prove that he was clever, bold, kind, 
courageous, and intelligent. 

 Find the words and phrases which describe the characters. 

   
   

   
   

   
   

   
   

   
   

   
   

   
   

   
  

Details  (L1)  What hardships were endured? 

 How much land was claimed? 

Main ideas 

(L2) 

 What important statement did he make? 

 What uses were made of _____? 

Sequence 

(L3) 

 Look at the illustrations and tell the story in sequence. 

 Tell in correct order 

Comparison 

(L4)   

 How was this _____ different from others? 

 Compare the size of _____ and _____ 
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Cause and 

effect (L5) 

 Why was _____ so determined to _____? 

 What was the purpose of _____? 

Character 

traits (L6) 

 How did Stanley feel? 

 Describe her attitude toward life. 

Reorganization requires the student to analyze, synthesize, and/ or organize ideas or 

information explicitly stated in the selection. To produce the desired thought product, the 

reader may utilize the statements of the author verbatim or he or she may paraphrase or 

translate the author’s statements.  R = Reorganization (R1, R2, R3…) 
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Classifying  (R1)  Place the following under the proper heading. 

 Which of the following _____ does not belong? 

Outlining (R2)  Organize the facts into main heads and subheads 

 Divide the story into _____ parts. 

Summarizing 
(R3) 

 What has happened up to this point? 

 Tell the story in your own words. 

Synthesizing, 
putting textual 
ideas together 
(R4) 

 What was the speed of the _____? 

 On what day did _____ happen? 

Inferential comprehension is demonstrated by the student when he or she uses the ideas and 

information explicitly stated in the selection, his or her intuition, and his or her personal 

experience as a basis for conjectures and hypotheses. I = Inferential (I1, I2, I3…) 
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Supporting details 
(I1) 

 How did she converse with the natives? 

 Do you think _____? 

Main ideas (I2)  What is the main idea of this _____? 

 What is the poem or story saying? 

 Write a sentence summarizing the main idea of _____ 

Sequence (I3)  What will happen next? 

 What happened between _____ and _____? 

Comparison  (I4)  How does _____ resemble _____? 

 Compare _____ with _____. 

 Are _____ and _____ related? 
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Cause and effect 
(I5) 

 Why was it necessary to _____? 

 Why did they _____? 

Character traits 
(I6) 

 What does _____ tell us about her? 

 What kind of person is _____? 

Predicting 

outcomes (I7) 

 What do you think will happen? 

 Read _____ and guess what will happen. 

Figurative 

language (I8) 

 What is meant by the phrase, “continue unrolling the map”? 

The students makes an evaluative judgment by comparing ideas presented in the selection with 

external criteria provided by the teacher, other authorities, or other written sources, or with 

internal criteria provided by the reader’s experiences, knowledge, or values. E = Evaluation 

(E1, E2, E3…) 
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Judgments of 
reality or fantasy 
(E1) 

 Is _____ imaginary? 

 Did _____ really happen? 

 Is _____ fact or fiction? 

 What similarity or difference does the text have with the culture 

you live in? 

Judgments of fact 
or opinion (E2) 

 Do you think _____ had anything to do with _____? 

 Which _____ seem to be correct? 

 What strange ideas did _____ have? 

 Based on the facts that are given, does _____ seem reasonable? 

Judgments of 
adequacy or 
appropriateness 
and validity (E3) 

 Is adequate information given about _____? 

 What part of the story best describes the main character?  

 Did _____ ever actually _____? 

  Why was _____ true? not true? 

 Find proof from other sources that _____? 

Judgments of 
worth, desirability 
and acceptability 
(E4) 

 How do you feel about this character? 

 Is _____ the right thing to do? 

 Is _____ acting fairly? 
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Personal response involves all the previously cited cognitive dimensions of reading, for it 

deals with the psychological and aesthetic impact of the selection on the reader (Barrett, 

1972). Day and Park (2005) acknowledge the think level as “personal response requires 

readers to respond with their feelings for the text and the subject” (p. 64).  It is also a level at 

which a reader is asked to reorganize the content of the text into a new structure through 

generating or producing (Anderson & Krathwohl, 2001). PR= Personal Response (PR1, PR2, 

and PR3). 
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Emotional 
response to the 
content (PR1) 

 Are you surprised? 

 Was this selection interesting? Funny? 

 What part of the story did you find most exciting? 

Identification 
with characters or 
incidents (PR2) 

 What words will describe the feelings of _____? 

 Do you think he will follow the advice? 

 Write your own ending to this story. 

Imagery (PR3)  Based upon the selection draw a picture or make a design. 

 Dramatize the story. 

 Read the part the way the character might have talked. 

Generating or 
producing (PR4) 

 Describe your own childhood memory based on the reading text. 

 What solutions do you think is important to control early 

marriage in Ethiopia? 

 What should the government do to increase girls’ education 

access in Ethiopia? 

 Give your own reasons why taxi drivers drive carefully?  
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Appendix- D 

Reading Comprehension Questions  

1. Grade 11 EFL Textbook 

No. Comprehension questions Occurrence of 
sublevels  

Freq 

1 Exercise-1 
1. Find lines or phrases in the song that mean the following                  
a Africa was the place where thousands of years ago the first humans 
lived. 

 
Recognition/recall of 
comparison 

 
2 

2 b All Africans have many common interests and feelings that link 
their lives and what will happen to them in the future. 

 + 

3 c Many Africans had to fight for their independence from colonial 
powers. 

 + 

4 Exercise-2 
2. The phrase ‘Let us’ is used several times in the anthem. This is a 
formal way in which a group, or a spokesperson for a group, can 
make a promise or pledge to do something important. Find the lines 
that begin ‘Let us ...’ and decide what promises or pledges the 
people of the African Union make as they sing the song. 

 
Recognition/recall of 
detail 

 
0 

5 Exercise-3 
1 True or false 
a Africa needs to work on its own, without the rest of the world. 

 
Inference of detail 
 

 
3 

6 b The United States of America will play a part in the AU.  + 
7 c The AU will work to reduce poverty in Africa.  + 
8 d Ordinary people will play a part in the AU. Recognition/recall of 

detail 
3 

9 e There will be equality for women in the AU.  + 
10 f Young people have an important role in the AU.  + 
11 g Africans who have left the Continent should not play a part in its 

development. 
 + 

12 h The goals of the AU must be achieved by 2030. Inference of detail + 

13 Exercise-4 
2 Some of the words in the text have been highlighted. Match each 
of the highlighted words to these definitions. 
      a reasonably and legally 

 
 
Recognition/recall of 
comparison 

 
 
9 

14 b large in amount or number  + 
15 c encouragement to support something in an active way  + 
16 d strong and healthy  + 
17 e rich and successful  + 
18 f the period of time during in which you expect or agree that 

something will happen or be done 
 + 

19 g differences  + 



 

195 
 

20 h permanent illnesses or injuries that make it difficult to do 
ordinary things such as seeing, walking, etc 

 + 

21 i the movement of people of African origin to other parts of the 
world 

 + 

22       j having a good relationship after having had difficulties or 
disagreements 

 + 

23 Exercise-5 
3 With a partner, pick out four or five key words or phrases from the 
anthem and the vision and mission document which, in your opinion, 
express the goals of the AU 

 
Inference of main ideas 

 
0 

24 Exercise-6 
Read the text below and take notes on the main points in your table.  

The Achievements of the African Union 
a) greatest achievements,  
b) work of the organs of the AU,  
c) and behind the scenes work 

 
Classifying 

 
0 

25 Exercise-7 
Some of the words in the text have been highlighted. Match each of 
the highlighted words to these definitions. 
a Standards that you would like to achieve. 

 
Recognition/recall of 
comparison 
 

 
5 

26 b Able to be seen.  + 
27 c A strong determination to achieve something.  + 
28 d Be a big story in the news and radio and TV news.  + 
29 e An argument or fight.  + 

30 f As a non-member without permission to speak at meetings of the  
General   Assembly of the UN, but with permission to attend and 
listen. 

 + 

31 Exercise-8 
Write a summary of the information in the text.  

Summary of the text 0 

32 Exercise-9 
Complete these sentences using information from the text. Use your 
own words as much as possible.  
 i) The survey was carried out by __________________________ 

 
 
Recognition/recall of 
detail 

 
 
1 

33 ii) The purpose of the survey was _________________________ Recognition/recall of 
main idea 

0 

34 iii) The Ethiopian government hopes to ___________________  + 

35 iv) Elleni Muluneh thinks education is important because _______ Recognition/recall of 
causes 

0 

36 Now, using your ideas from your discussion at the beginning of this 
section, think about how to complete the survey results 

predicting outcomes 0 

37 Exercise-10 
Listen to your teacher, and complete the survey results. Results of the 
survey 
1 (69%): ____________________________________ 

Recognition/recall of 
detail 
 
 

 
 
5 

38 2 (29%): ____________________________________  + 
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39 3 (18%): ____________________________________  + 
40 4 (13%): ____________________________________  + 

41 5 (8%): _____________________________________  + 
42 6 (7%): _____________________________________   + 
43 Exercise-11 

Choose the best option to complete these sentences about the text. 
1 As his children grew up, Oweka wanted to educate … 
a all his children.                 c three of the children of his second 
wife. b all the children of his first wife.    d the boys of his first and 
second wives. 

 
 
 
 
Recognition/recall of 
detail 

 
 
 
 
4 

44 2 Maria’s mother … 
a was Oweka’s second wife.            c wanted to educate her only 
child. b made her learn to dig and cook.    d did what her husband 
told her to do. 

 + 

45 3 Maria’s mother raised money to pay school fees for the whole year  
a by digging every morning.  b by working at the nearby trading 
centre. c by carrying firewood for six months. d by selling firewood 
and borrowing money.  

 + 

46 4 Oweka believed … 
a his wife was wasting her time educating a girl. b his wife was 
exhausting herself, which was not right. c at first that Maria should 
be educated, but changed his mind. d at first that Maria should not be 
educated, but changed his mind. 

 
Synthesis of text 
information 

 
0 

47 5 Maria’s teachers … 
a liked her very much. b wanted her to give up school. 
c kept Maria’s prospects secret. d said she was the best in the class. 

 
Recognition/recall of 
detail 

 
+ 
 

48 6 Maria’s half-brothers … 
a liked school very much. b became teachers of Primary One. 
c developed beards at a young age. d repeated the same class many 
times. 

Recognition/recall of 
detail 

 

+ 

49 What lesson do you think Oweka learned from this experience? 
Briefly cite evidence from the text in support of your answer. Write 
one or two sentences 

 
Inference of main idea 

 
0 

50 Exercise-12 
Find words with these meanings in the places indicated in the text.  
a _________ (lines 5–10) too small and much less than needed. 

 
Recognition/recall of 
comparison 

 
4 

51 b _________ (lines 15–20) strong and deep.  + 

52 c _________ (lines 20–25) made herself well-liked.  + 

53 d _________ (lines 30–35) surprised or slightly shocked.  + 

54 e _________ (lines 30–35) fun and enjoyment.  + 
55 Exercise-13 

Discussion questions 
1 Comment on the meanings of these quotations in the text: 
a She had no other child to look to as a source of comfort. (lines 7-8) 

Judgment of adequacy 
or appropriateness and 
validity 

 
1 
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56 b Maria was failing to learn the ways of the kitchen and she might in 
future fail to get married. (lines 15–16) 

 + 

57 2 In what ways was Oweka’s second wife like or unlike Maria’s 
mother? 

Inference of 
comparison 

0 

58 3 When Oweka found out that Maria was doing well at school, why 
do you think he decided to pay her school fees? 

Recognition/recall of 
cause 

0 

59 4 In your opinion, why was Maria a better student than her half-
brothers? 

 
inference of cause 

0 

60 5 What is your opinion of a) Oweka and b) Maria’s mother? Think 
of some words to describe them. 

inference of character 
traits 
 

0 

61 6 In what ways is the culture depicted in this text a) similar and b) 
different from your culture? 

Judgment of reality or 
fantacy  

0 

62 Exercise-14 
In your group, discuss the following. 
1 Any words or expressions you have underlined 

 
Inference of 
comparison 

 
0 

63 2 Do you already study in any of the ways suggested? Judgment of facts or 
opinion 

2 

64 3 Are there some ideas here that can help you?  + 
65 4 Are there any ideas that would not help you?  + 
66 Exercise-15 

Each text is about a medical innovator. As you read make notes in 
the    appropriate column of the table on the next page.  

 
Classifying 

 
 
0 

67 Exercise-16 
Now team up with the rest of your group. Each person should tell the 
other members of the group about the medical innovator they have 
read about. 

Summary of the text 0 

68 Exercise-17 
Discuss these medical innovators. Which of them: 
• had to overcome prejudice against their work? 

 
Recognition/recall of 
detail 

 
1 

69 • achieved fame because others continued their work?  + 
70 • has had the greatest impact? Judgments of worth, 

desirability and 
acceptability 

0 

71 • do you admire most? Emotional response to 
the content 

0 

72 Exercise-18 
Answer the questions. 
a Why did the scorpion go under a sack of rice? 

 
Recognition/recall of 
cause 

 
0 

73 b Who is ‘the Evil One’?  Inference of detail 0 

74 Why did the neighbours want to ‘paralyse him’? inference of cause 0 
75 c Did the neighbours find the scorpion? Recognition/recall of 

detail 
7 
 

76 d Which lines contain incantations or prayers made by the 
neighbours for the writer’s mother? 

 + 
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77 e How many things did they ask for?  + 
78 f What did the peasants hope the pain of the sting could do?  + 
79 g Which lines describe the mother’s pain?  + 
80 h What did the writer’s father do to help his wife?  + 
81 i What did the holy man do?  + 
82 j What happened after twenty hours?  + 
83 Exercise-19 

Find quotations from the poem to support these points. 
a The writer did not like all the villagers coming into the house. 

 
Recognition/recall of 
comparison 

 
2 
 

84 b The writer’s father did not believe in traditional medicine.  + 
85 c The writer’s mother was unselfish.  + 

86 Exercise-20 
Find words meaning the following in parts of the poem indicated. 
a Like a devil, cruel and wicked (lines 1-9) 

Recognition/recall of 
comparison 

 
10 

87 b To make something unable to move (lines 10-19)  + 
88 c To make a short hard sound (lines 10-19)  + 
89 d To decrease (lines 20-29)  + 
90 e To make something pure and clean (lines 20-29)  + 
91 f The desire to achieve something (lines 20-29)  + 

92 g Small lamps that you can carry (lines 30-39)  + 

93 h Someone who disagrees with an opinion that most people have 
(lines 30-39) 

 + 

94 i Someone who explains everything scientifically (lines 30-39)  + 
95 j Words which are used to ask a religious or magical power to do 

something bad to someone or something (lines 30-39) 
 + 

96 k A plant produced from two different species (lines 30-40)  + 
97 Exercise-21 

Discussion questions 
a Do you know why it would have been very serious if one of the 
children had been bitten by the scorpion rather than their mother? 

 
 
Inference of cause 
 

 
 
1 

98 b Why do you think the writer seems annoyed by the neighbours 
who have come into the house?  

 + 

99 c To what extent do you think the traditional treatment for the 
scorpion sting cured the mother, and to what extent did her body 
cure itself? 

Judgment of fact or 
opinion 

0 

100 d This poem is set in India. How similar is the scene described with 
the neighbours and the holy man around the mother in her agony 
similar to what happens in your culture? 

Judgment of reality or 
fantasy 

0 

101 e Have you or someone close to you ever been bitten by a scorpion, 
or dangerous insect, spider or snake? Describe what happened. 

Generating or 
producing 

0 

102 f What do you think of this poem? Do you like it, or not? Justify 
your answer. 

Emotional response to 
the content 

0 

103 Exercise-22   
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3 Answer these questions 
1 According to the tables, which of the top ten causes of death are 
found: 
a only in rich countries? 

 
Recognition/recall of 
detail 

 
 
8 

104 b only in poor countries?   + 
105 c in both rich and poor countries  + 

106 2 What is the significance of these numbers?  
a) 59      

 + 

107  b) 70        + 
108 c) 14  + 

109 3 How could many deaths from infectious diseases in poorer 
countries be prevented?  

 + 

110 4 How could many deaths from non-communicable diseases in both 
rich and poor countries be prevented? 

 + 

111 Exercise-23 
Using the information in the tables, make sentences comparing the 
incidence of these four diseases in high and low income countries 
(HICs and LICs). Use some of the language for making comparisons 
you practiced in A2.6. 
a heart disease   

 
 
 
 
Recognition/recall of 
comparison 

 
 
 
 
 
5 

112 b stroke     + 
113 c pneumonia   + 
114 d bronchitis and other conditions caused by smoking    + 
115 e malaria         + 
116 f cancer  + 
117 
 

Exercise-24 
5. Find words in the tables with these meanings: 
a relating to breathing or your lungs 

Recognition/recall of 
comparison 

 
6 

118 b relating to the heart  + 
119 c having an effect on the lungs  + 
120 d relating to babies that have just been born  + 
121 e a condition in which an artery in the brain suddenly bursts or 

becomes blocked, so that the victim may die or be unable to use 
some muscles 

 + 

122 f an illness that affects the brain and memory, and makes you 
gradually lose the ability to think and behave normally 

 + 

123 g a very serious disease in which cells in one part of the body start to 
grow in a 

 + 

124 Exercise-25 
6. Find words in the text with these meanings: 
a mostly or mainly (paragraph 2) 

 
Recognition/recall of 
comparison 

 
7 

125 b relating to the heart and blood vessels (arteries and veins) 
(paragraph 2) 

 + 
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126 c a kind of illness that continues for a long time and cannot be cured (para 
2) 

 + 

127 d a kind of illness that can be passed from one person to another, 
especially through the air you breathe (paragraph 2) 

 + 

128 e a kind of illness that cannot be passed from one person to another  
(paragraph 4) 

 + 

129 f mentioned as an example, especially one that supports, proves, or 
explains an idea or situation (paragraph 4) 

 + 

130 g made into law (paragraph 4)  + 

131 h when people have money and everything that is needed for a good 
life (paragraph 5) 

 + 

132 Exercise-26 
7 Discuss 
a Which of the diseases mentioned are most common in your area? 

Judgment of reality or 
fantasy 

1 
 

133 b Do you think that non-communicable diseases are becoming 
increasingly common in your area? 

 + 

134 c Which of the following measures are needed in your area? Rank 
them in order of importance. 
• Increase access to clean water 
• Improve the diet so that people have enough to eat 
• Improve sanitation (more drains and sewers) 
• Improve access to healthcare 
• Improve maternity care 
• Educate people to lead healthier lives through reducing smoking and 
alcohol 
• Getting more exercise, eating less salt and fatty foods. 

 
 
Judgment of worth, 
desirability and 
acceptability 

 
 
0 

135 Exercise-27 
The sub-headings have been removed. What do you think they should 
be?  With a partner write the six missing sub-headings. 

a. _____________ 

inference of main idea 5 

136 b. _____________  + 
137 c. _____________  + 
138 d. _____________  + 
139 e. _____________  + 
140 f. _____________  + 
141 Exercise-28 

What do you think of the leaflet? Can you think of any ways in 
which it could be improved? 

Judgment of adequacy 
or appropriateness and 
validity 

0 

142 Exercise-29 
With a partner, look at these beliefs about HIV / Aids. Discuss which of 
them are  myths 
a It is said that the drug treatment for HIV / Aids is so much worse 
than the disease itself that it’s not worth it. 

 
 
Recognition/recall of 
main idea 
 

 
 
9 
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143 b It is believed by many that a woman who is HIV positive cannot 
conceive a child 

 + 

144 c Aids is said to be a death sentence.  + 
145 d Most young people today are believed to have sex outside 

marriage and it is unrealistic to expect them to stop. 
 + 

146 e The HIV / Aids situation in Africa is commonly believed to be 
hopeless and out  

 + 

147 f It is a common belief that if you take a bath or shower after having  
sex, you reduce the risk of HIV infection. 

 + 

148 g It is said that everyone who is HIV positive gets Aids.  + 
149 h It is commonly believed that a pregnant woman who is HIV 

positive will pass the virus onto her unborn child. 
 + 

150 i It is said that in fact there is no such thing as the HIV virus.  + 
151 j The HIV virus is supposed to survive for only a short time outside the 

body. 
 + 

152 Exercise-30 
Now read these rebuttals of the myths. Match each one to the 
relevant myth listed above. 
1  

 
 
Recognition/recall of 
comparison 

 
 
9 

153 2   + 
154 3  + 
155 4  + 
156 5  + 

157 6  + 
158 7  + 
159 8  + 

160 9  + 
161 10  + 
162 Exercise-31 

Work in a small group. Look back at the list of myths. Discuss the 
following: 
a why many people think they are true? 

 
Inference of cause 

 
0 

163 b any other myths about HIV / AIDS you have heard. Generating/producing 0 

164 Exercise-32 
Find words in the paragraphs above with these meanings. 
1 a tube and needle used for removing blood from your body, or for 
putting drugs into it (paragraph 3) 

 
Recognition/recall of 
comparison 

 
 
6 
 

165 2 to make something completely clean and kill any bacteria in it 
(para 3) 

 + 

166 3 to exist in or affect only a particular place or group (paragraph 4)  + 
167 4 ill or weak because of not eating enough good food (paragraph 4)  + 
168 5 when a baby is born much too early and dies (paragraph 6)  + 
169 6 making you feel worried or frightened (paragraph 10)  + 
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170 7 stopped changing and become steady (paragraph 10)  + 

171 Exercise-33 
Prepare a short presentation on your text. Each member of the group 
should be able to give the presentation. Include the following: 
• A summary of the story 

 
Summary of the text 

 
0 

172 • An explanation of the meanings of the underlined words Inference of 
comparison 

0 

173 • Information about the HIV / AIDS situation in that country that 
you have found out from the text. 

Recognition/recall of 
detail 

 
0 

174 Exercise-34 
The following text is taken from a tourist brochure about Ethiopia. It 
is about one of the country’s most famous tourist destinations. Read 
it and try to guess the name of the place. 

 
Inference of details 

 
0 

175 Exercise-35 
Work in a small group. Discuss the place described in the text. 
a Have you been to this place? Have you seen the places or done 
things mentioned in the text? 

 
 
Judgment of fact or 
opinion 

 
 
1 

176 b Do you think the text makes it sound attractive? Identify words or 
phrases which in your opinion persuade people to go there. 

 + 

177 Exercise-36 

Read this text about another tourist destination. Identify the place 

being described and try to complete the missing names. 

 
Inference of details 

 
0 

178 Exercise-37 
Tourism can have a significant impact on a country’s economy. 
Read the text and decide if the following statements are true or false 
according to the text. 
a Tourism is the fifth most important sector in the Kenyan economy. 

 
 
 
Inference of detail 

 
 
 
2 

179 b Ethiopia has the potential to develop an important tourist industry. Recognition/recall of 
detail 

3 

180 c The jobs created in a local area by a new tourist development are 
only temporary. 

Inference of detail + 

181 d Tourism offers a wide variety of jobs. Synthesis 0 
182 e All profits from tourism stay in the country where the tourism 

takes place. 
Recognition/recall of 
detail 

+ 

183 f Living in a tourist centre only benefits those who work in tourism. Recognition/recall of 
detail 

+ 

184 g Ecotourism is only one aspect of Global Compact Ethiopia. Inference of detail + 
185 h Global Compact Ethiopia was set up by the government and is 

supported by the United Nations Development Programme. 
Recognition/recall of 
detail 

+ 

 
 

186 

With a partner, discuss the meanings of the underlined words as 
they are used in the text. 
Sector 

Inference of 
comparison 

 
8 

187 GDP.  + 
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188 Anticipated  + 

189 Infrastructure  + 

190 Insights  + 

191 Multinational  + 

192 Tour operators  + 

193 Conserves  + 

194 Sustains  + 

195 

Exercise-38 
Now work in small groups. Discuss the following questions. 
a Do you know anyone who benefits from tourism? How do they benefit? 

 
Generating or 
producing 

 
 
2 

196 b Are you aware of any negative effects of tourism in Ethiopia?  + 

197 c Have you ever heard of any ecotourist projects? Describe them.  + 

198 

Exercise-39 
Choose the best answer to each question. 
1 Why were the director of the park and his deputy curious about the 
team that was arriving? 
a They wanted to see what Hanna and her team looked like. 
b They thought it was a film crew. c They didn’t know exactly who 
was coming. d They had been waiting all day. 

 
 
 
Inference of cause 

 
 
 
0 

199 

2 Who saw Hanna and her team arrive? 
a Only the director and his deputy           c Some of the people in the 
camp b All the people in the camp                    d A film crew 

 
Recognition/recall of 
detail 

 
 
2 

200 

3 Who was in the team? 
a Hanna, Barasa and four other people.      c Hanna and six other 
people.   b Hanna, Barasa and six other people.        d Hanna and 
four other people. 

 
Recognition/recall of 
detail 

 
+ 

201 

4 Why had the team come to the camp? 
a To make a film.           c To take over from the  director. 
b To get some statistics about animals in the park.     d To tidy it up. 

 
Recognition/recall of 
cause 

 
2 

202 

5 Why wasn’t Barasa polite to the director of the park? 
a Barasa was a rough person. b He thought the director had been 
paid for the rhinos.  c The director was playing games with them. d 
He thought the director had done his job badly. 

 
Recognition/recall of 
cause 
 

 
 
+ 

203 

6 Why did the director tell Hanna how many rhino there were in the 
park? a Hanna had been kind to him. c He had been told to help her. 
b He was afraid of what Barasa would do. d The number of rhino was in the files 
anyway. 

Recognition/recall of 
cause 

+ 

204 

7 What did Hanna want the camp residents to do? 
a To make the camp look better.             c To look at her. 
b To go away.                                        d To leave the camp. 

 
Recognition/recall of 
detail 

 
+ 

205 

Exercise-40 
Write your own definitions of these words and phrases, according to 
how they are used in this text. 

 
 

 
 
5 
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a convoy        Inference of 
comparison 

206 b scrubland        + 

207 c hound      + 
208 d brutal       + 
209 e reproached       + 
210 f assets  + 

211 

Exercise-41 
Discussion questions 
1 Why do you think Headquarters had not told the park director why 
Hanna and her team were coming? 

 
Inference of cause 

 
0 

212 

2 Hanna spoke more politely to the director than Barasa. Which 
approach do you think is more effective (important) in a difficult 
situation? 

Judgment of worth, 
desirability and 
acceptability 

0 

213 
3 Hanna was polite, but was she soft also? Find evidence for your 
answer in the text. 

Recognition/recall of 
character traits 

0 

214 

Exercise-42 
Put these events in the story in the correct order in which they 
happened. 
a He met Hat in the street.            b They drove to the airport again. 
c The bags were put in the van.    d They went back to Miguel 
Street. 
e He walked to the aeroplane.       f He said goodbye. 
g He kicked the brass jar over.      h They all had lunch. 
i They drove to Piarco.                 j Bhaku repaired the van. 

 
Recognition/recall of 
sequence 

 
0 

215 

Exercise-43 
Choose the best answers to these questions. 
1 Why did the young man want Uncle Bhaku to stop fixing the car? 
a He was worried Uncle Bhaku wouldn’t finish in time to go to the 
airport. b He was feeling nervous about his trip. 
c Uncle Bhaku was a poor mechanic. 

 
 
 
Recognition/recall of 
cause 
 

 
 
 
3 
 
 

216 

2 How did the accident with the brass milk jar happen? 
[becasuse….] 
a The young man didn’t see the brass jar. 
b The young man didn’t look where he was going. 
c The gateway was too narrow. 

 
 
 

+ 

217 

3 Why did his mother cry when they got in the car? 
a It was very unlucky to knock the milk over. b Milk was expensive. 
c Because her son would never come back home. 

 + 

218 

4 Why did he begin to wish he hadn’t got the scholarship? 
a He didn’t want to leave his family and friends. 
b He didn’t like the airport. 
c He was nervous about going to London. 

 
Inference of cause 
 

 
1 

219 

5 Why was he upset when he met Hat after getting back from the 
airport? 
a Hat did not seem very pleased to see him. 

 
Recognition/recall of 
cause 

 
+ 
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b His departure had made no difference to Hat’s life. 
c He knew he was not going to see Hat again. 

220 

6 How did Uncle Bhaku feel when the young man told him his 
tappet was making a noise? 
a He was proud that the young man thought he was a serious 
mechanic. b He was crying because the young man was leaving. 
c He was worried about the van. 

 
 
Inference of character  
trait 

 
 
0 

221 

7 Why did he not look back when he made his way to the plane? 
a He was now getting excited about his new life. 
b He was nervous about the plane journey. 
c He was too sad after saying goodbye to his mother. 

 
Inference of cause 

 
+ 

222 
Rewrite the dialogue that is written in italics, in standard English. Generating/producing 0 

223 

Exercise-44 
 Find words in the text with the following meanings. 
a Working for a long time on something by doing small things to it. 
(line 9) 

 
Recognition/recall of 
comparison 

 
3 

224 b Two lines of a poem. (line 11)   + 

225 c On its side. (line 48)   + 
226 d A small car part.   + 

227 

Exercise-45 
Discussion questions: 
a Find six phrasal verbs in the text and discuss their meanings 

Inference  of 
comparison 

0 

228 
b Do you ever do things because you think they will bring you luck? 
How effective are they? 

Generating/producing 0 
 

229 
c Do you think you would feel the same if you left home? If not, 
think of some other adjectives to describe how you would feel. 

Identification with 
characters or incidents 

0 

230 
d Discuss your reaction to this text. Do you like it? Why / why not? Emotional response to 

the content 
0 

231 

Exercise-46 
Read this text about climate change and answer the questions below. 
1 To what extent is climate change a modern event? 

 
Synthesizing 

 
0 

232 
2 What seven reasons are given to prove that climate change is 
happening? 

Recognition/recall of 
detail 

2 

233 
3 Why do some scientists disagree that humans are responsible for climate 
change? 

Recognition/recall of 
cause 

1 

234 
4 What target did most countries agree to at Kyoto in 1997? Recognition/recall of 

detail 
+ 

235 
5 What alternative can countries choose instead of carbon cuts? Recognition/recall of 

detail 
+ 

236 
6 Why is climate change ‘unfair’ to developing countries? Recognition/recall of 

cause 
+ 

237 

Exercise-47 
The text below has been cut up into paragraphs and some topic 
sentences removed. You must do the following: 
a Put paragraphs (A-E) in the correct order (1-5) 

 
 
Recognition/recall of 
sequence 

 
 
0 
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238 

b Add the three topic sentences in the box below (X-Z) to the three 
middle  
paragraphs (2-4) 

TOPIC SENTENCES 
X Weather forecasting is used on a daily basis by many different 
sectors. 

 
 
Synthesizing 
 

 
 
2 

239 

Y Modern weather forecasting involves two principal processes: 
data collection and analysis. 

 + 

240 

Z A major part of modern weather forecasting is the provision of 
severe weather warnings. 

 + 

241 

Exercise-48 
Now answer these questions about the text.  
a What role has aviation paid in weather forecasting in Ethiopia? 

 
Recognition/recall of 
detail 
 

 
1 

242 
b What is the role of weather stations, satellites and radar in weather  
forecasting? 

 + 

243 
c Why do pilots of aircraft need to know about the following? 
i) thunderstorms             

Recognition/recall of 
cause 

 
2 

244 ii) hail                           + 
245 iii) wind direction  + 

246 
d What action might people take if the following are forecast? 

i) floods                                       
Recognition/recall of 
detail 

2 

247 
ii) drought  + 

248 
iii) a cyclone  + 

249 
e) How has weather forecasting improved in the last thirty years? Recognition/recall of 

sequence 
0 

250 

Exercise-49 
Choose the best answer to each of the following. 
1 From this text we can tell that the writer; 
a lives in a hut.          b lives in a house.      c lives in a block of flats. 
d lives on the ground floor. 

 
Inference of detail 
 
 

 
0 

251 

2 The writer went to the tap in the yard because; 
a the well in the mosque was too crowded. b it was the nearest 
available water supply. c he wanted to get there before his 
neighbour. 
d there would not be any water upstairs for a short time. 

 
 
Recognition/recall of 
cause 

 
 
 
1 

252 

3 The writer didn’t want to go to the well in the mosque because; 
a it was too far away. 
b it was far too crowded. 
c he wasn’t a Moslem, and felt he could not use it. 
d he was afraid of the large man in charge of the hose-pipe. 

 
 
 

+ 

253 

4 When the large, scowling man dropped the hose pipe; 
a everyone tried to grab it at once. 
b the writer’s neighbour got it first. 

Recognition/recall of 
detail 
 

 
0 
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c the writer immediately picked it up. 
d the writer was unable to get hold of it. 

254 

5 When he got home with a jerry can full of water, his wife; 
a greeted him triumphantly. 
b was very happy to see him. 
c was very pleased to see that he had managed to get some water. 
d was disappointed at the small amount of water he had obtained. 

Recognition/recall of 
character trait 

 
0 

255 

Exercise-50 
Write clear, brief but complete, answers to the following questions. 
Do not write notes; write in full sentences. 
1 Who was ‘Third Floor’ and 

 
 
Inference of detail 

 
 
0 

256  why does the writer compare him to an ‘angry buffalo’. Inference of cause 0 

257 
2 Explain in one sentence how the writer managed to get the hose 
pipe from the ‘large, scowling individual’. 

 
Summary of the text 

 
0 

258 
3 Find three expressions in paragraphs 3-7 that mean ‘to move 
quickly’. 

Recognition/recall of 
comparison 

0 

259 

Exercise-51 
Explain the following in your own words. 
1 a light heart (line 1) 

 
Inference of 
comparison 

 
 
9 

260 2 a foggy head (line 1)  + 
261 3 humming and hawing (line 9)  + 
262 4 out of the corner of my eye (line 19)  + 
263 5 on a collision course (line 21)  + 
264 6 tossed for first go (line 24)  + 
265 7 gurgle (line 25)  + 
266 8 humanity (line 29)  + 
267 9 the crush (line 39)  + 
268 10 taken anything for granted (line 55)  + 

269 

Exercise-52 
Discussion questions 
1 How well did the people in the story behave?  

Judgment of worth, 
desirability and 
acceptability 

0 

270 

Do you think the writer has exaggerated or in your experience do 
people in this situation usually behave in this way? 

Judgment of 
reality/fantasy 

0 

271 
2 What would you do if you had been in the writer’s situation? Identification with 

characters or incidents 
0 

272 
3 Do you find the story amusing? Give reasons for your answer. Emotional response to 

the content 
0 

273 
4 What serious point is the writer making in this otherwise 
humorous story? 

Inference of main idea 0 

274 

Exercise-53 
The text covers the following topics. Match each one to the relevant  
paragraphs. 
a Outlook for the future.                         

 
 
 
Synthesizing 

 
 
 
3 

275 b Water conservation in urban areas.    + 
276 c Reasons for the water shortage.  + 
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277 d Promoting water conservation by farmers  + 

278 

Exercise-54 
Make notes on water conservation methods in each of the sections 
mention above. 

Recognition/recall of 
detail 

0 

279 

Exercise-55 
Find words in the text with these meanings: 
a The use of money to make a business activity successful, or the 
money that is used. (par 1) 

 
 
Recognition/recall of 
comparison 

 
 
6 

280 

b The study of the movement, distribution, and quality of water 
throughout Earth. (par 2) 

 + 

281 c The reduction of the amount of something that is present or available. (par 3)  + 
282 d A piece of equipment used for scattering water on grass or soil. (par 4)  + 
283 e Using advanced technology. (par 4)  + 

284 
f The pipes that water flows through a building and the sinks, baths 
and toilets that use the water. (par 5) 

 + 

285 
g The process of removing salt from sea water so that people can use 
it. (par 7) 

 + 

286 

Exercise-56 
Match a name to each of these questions. 
You may need more than one name for some of the questions. Who 
… 
a was physically very fit? 

 
 
 
Inference of detail 

 
 
 
2 

287 b experienced cruelty? Inference of detail + 

288 c was saved by their education? Inference of detail + 

289 
d was given a scholarship? Recognition/recall of 

detail 
7 

290 
e ended their career because of an injury? Recognition/recall of 

cause 
0 

291 
f was first helped by their grandmother to develop their natural 
talent? 

Recognition/recall of 
detail 

+ 

292 g travelled round the world?  + 

293 h achieved a first for disabled people?  + 

294 i did more than one kind of job?  + 

295 j has lived in two different countries?  + 

296 k was a difficult child? Synthesizing 0 

297 
l communicated by touch? Recognition/recall of 

detail 
+ 

298 m achieved international success in two different fields?  + 

299 

Exercise-57 
Find words and expressions with these meanings in the text. 
a long narrow pieces of wood or plastic that you fasten to boots so 
you can move across snow. (Kibuuka) 

 
Recognition/recall of 
comparison 

 
 
6 

300 b an international sports event for disabled people. (Kibuuka)  + 
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301 
c something that causes trouble or harm that has been brought about 
by an evil spirit. (Prudence) 

 + 

302 d when something or someone is not looked after well. (Prudence)  + 
303 e something that prevents danger, loss, or failure. (Prudence)  + 
304 f became very successful. (Prudence)  + 

305 
g something that affects someone in an unpleasant way, and makes them 
suffer. 

 + 

306 

Exercise-58 
Discussion questions 
a Why do you think Helen Keller thought deafness was more of an  
affliction than blindness? 

 
Inference of cause 

 
0 

307 

b Prudence’s grandfather thought she was a curse when she was 
born. Have you come across similar attitudes to disability in your 
culture? 

 
Judgment of reality or 
fantasy 

 
0 

308 

c Have you ever watched or read about the Paralympic Games? 
What do you think able-bodied people can gain from watching 
them? 

Generating or 
producing 

0 

309 
d What do you think was the key event in the lives of each of these 
three people? 

Inference of main idea 0 

310 
e Which story do you find the most inspiring? Why? Emotional response to 

the content 
0 

311 

Exercise-59 
Discuss with a partner: 
a What kind of disability does she have? 

 
Inference of main idea 

 
0 

312 
b What is she saying about it? Recognition/recall of 

detail 
0 

313 
c Your feelings about the poem Emotional response to 

the content 
0 

314 
Exercise-60 

1. Make a list of all the jobs the old woman has to do. 
Recognition/recall of 
detail 

0 

315 
Exercise-61 

2.  Explain why the old woman has to look after her sons’ children. 
Recognition/recall of 
cause 

0 

316 
Exercise-62 

3 ... the well is five miles away. How many kilometres is five miles? 
Recognition/recall of 
comparison 

0 

317 
Exercise-63 

4. List the types of food mentioned in the poem. 
Recognition/recall of 
detail 

0 

318 
Exercise-64 

5. List the places mentioned in the poem. 
Recognition/recall of 
detail 

0 

319 

Exercise-65 
6. Find words in the poem that mean the following: 
a to tie an animal to a tree or post so that it can’t escape 

 
Recognition/recall of 
comparison 

 
8 
 

320 b the eating of living grass by cows, sheep etc  + 

321 c to repair  + 

322 
d to reduce something to very small pieces by hitting it hard many 
times, usually in preparation for cooking  

 + 
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323 
e the outer part of a seed (e.g. maize or rice) which has to be 
separated before it is used 

 + 

324 f the process of separating the chaff from the seed  + 
325 g to go and get something  + 
326 h a deep hole in the ground where you can find water  + 
327 i an abnormal way of walking when one leg is injured  + 

328 

Exercise-66 
7 Discussion questions 
a To what extent are there people in Ethiopia who live similar lives to this 
old woman? 

 
Judgment of reality or 
fantasy 

 
0 

329 b What is your opinion of the poem? Evaluation  XX 

330 
Exercise-67 

1 Make notes of the main points Saïda’s story in chronological order. 
Recognition/recall of 
sequence 

0 

331 
Exercise-68 

2 Re-tell the story from your notes with the other members of your group. 
Summary of the text 0 

332 

Exercise-69 
3 Choose the correct meanings of these words as they are used in this text. 
a rubble 
 i a hard block of baked clay used for building walls, houses etc. 
ii broken stones or bricks from a building or wall that has been destroyed. 

 
 
Recognition/recall of 
comparison 
 

 
 
 
9 

333 

b peals of laughter 

i sudden loud sounds of laughter. 

ii quick, quiet, high-sounding laughter. 

 

 

 

+ 

334 

c reverberated 

i had a strong effect over a wide area and for a long time. 

ii heard many times as the sound is sent back from different surfaces. 

 + 

335 

 d romping 

i playing in a noisy way, especially by running, jumping etc. 

ii winning a race, competition, election etc very easily. 

 + 

336 

e overcome 

i unable to behave normally because you feel an emotion so strongly. 

ii fight and win against someone or something. 

 + 

337 

f moved 

i changed from one place or position to another. 

ii made to feel strong emotions, especially of sadness or sympathy. 

 + 

338 

g beaming 

i smiling very happily. 

 + 
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ii sending a radio or television signal through the air, especially to  

somewhere  

339 

h foster family 

i A family that helps a child develop a skill, feeling, idea etc develop over 

a period  ii a family that looks after someone else’s child for a period of 

time but without  

 + 

340 

i swirling 

i moving around quickly in a twisting circular movement. 

ii talking a lot about something. 

 + 

341 

j trauma 

i a mental state of extreme shock caused by a very frightening or  

unpleasant  

ii an injury. 

 + 

342 

Exercise-70 

Decide if you agree or disagree with these statements. 

a It is important for newspapers to report individual stories during 

crises as well as to report the overall situation. 

Judgment of adequacy 

or appropriateness and 

validity 

 

 

2 

 

343 

b It would be better for Saïda to have stayed in Guadeloupe, which is 

part of  France and a rich country than return to her family in Haiti, 

which is a poor  country with many problems. 

 + 

 

344 

c I could not be a Red Cross worker as the work would be too emotional 

for me. 

 + 

345 

Exercise-71 

Read the advertisements and complete the notes below for each one 

      Job A 

 

 

Classifying 

 

 

2 

346       B Job    + 

347       C Job       + 

348 

Exercise-72 

Make notes of the arguments made against digital technology in the text. 

Recognition/recall of 

details 

0 

349 

Exercise-73  
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Try to guess the meanings of (these words and expressions in bold in 

the text and then write a synonym or definition for each one. 

Hence 

Inference of 

comparison 

 

10 

350 Embrace  + 

351 in principle  + 

352 built in obsolescence,  + 

353 guarantee  + 

354 thereby  + 

355 irritating   + 

356 strain  + 

357 de-cultured  + 

358 de-humanised  + 

359 It strikes me  + 

360 

Exercise-74 
This text puts forward the writer’s opinion. When reading such a 
text, it is important that we distinguish fact and opinion. Find 
examples of these four ways of expressing an opinion in the text. 
1. introduce the point we want to make with an expression such as I  

think …, 

 
 
Recognition/recall of 
comparison 

 
 
 
3 

361 2. use subjective words to make our case for us  + 

362 
3. introduce it with a verb or expression which indicates that we are 

not absolutely certain 
 + 

363 4. state an opinion as a fact  + 

364 

Make three sentences about each of the following in these four different 
ways (the four points about distinguishing fact and opinion stated in the 
textbook)  
a cell phones 

 
Generating or 
producing 

 
1 

365 b the Internet  + 

366 

Exercise-75 
Using your notes, write a summary of the text. Try to use your own 
words as much as possible. 

 
Summary of the text 

 
0 
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Grade 12 EFL Textbook 
No. Comprehension questions Occurrence of  

sublevels 
Fre
q 

367 

Exercise-76 

Read this description of happy family life in one part of Ethiopia. 

Identify aspects of the life described that match your list of ‘ingredients’ 

in exercise  

Recognition/recall of 
comparison 

 

0 

368 
Exercise-77 

With a partner, talk about Aret’s life.  

Summary of the text 0 

369 
Exercise-78 

In what ways is it like your own? 
Judgment of reality or 
fantasy  

0 

370 

Exercise-79 
There are nine different phrasal verbs in the text above. Identify 
them and match them to the meanings below. Note: One of them is 
used twice with a different meaning in each case. 
1 To disappoint someone, especially by not doing what you 
promised. 

 
 
Recognition/recall of 
comparison 

 
 
 
9 

371 2 To have a friendly relationship with someone.  + 

372 3 To continue or to make progress with a job, work etc.  + 

373 4 To get out of your bed after sleeping.  + 

374 5 To continue to do a job or to study after the time when people 
can leave. 

 + 

375 6 To take care of someone or something.  + 

376 7 To look or behave like an older member of your family.  + 

377 8 To be excited and happy about something that is going to 
happen. 

 + 

378 9 To have a quarrel.  + 

379 10 To gradually change from being a child to being an adult.  + 

380 Exercise-80  
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What is the main point of each paragraph? Match the paragraph 
numbers on the left with the topics on the right. Note: There are 
two extra topics that you don’t need. 
1                                            a Rules of behaviour. 

Recognition/recall of 
main idea 

3 

381 2                                           b Other meals of the day  + 

382 3                                      c What happened first thing in the 
morning. 

 + 

383 4                                           d The food that was eaten.  + 

384 

Exercise-81 
Choose the best option to complete the sentences according to the 
text. 
1 At breakfast, the writer: 
a ate the same as everyone else.     b ate the same as the other men. 
c ate the same as the other children. 

 
 
 
Recognition/recall of 
detail 

 

 

 

5 

385 

2 His mother: 
a did not sit at breakfast with the family. b sat among the men at 
breakfast.c supervised the meal. 

 + 

386 

3 While they were eating: 

a the children did not speak to the adults.    b only the adults could 
speak. c there was generally silence. 

 + 

387 

4 The writer: 
a served himself from the meat dish.    b served his father from the 
meat dish.  c was served by his father from the meat dish. 

 + 

388 

5 Usually the writer was given: 
a more food than he needed.          b just about enough food. 
c less food than he wanted. 

 + 

389 

6 At the end of the meal, the children and apprentices gave thanks 
to their parents because: 
a both parents expected them to.     b their mother expected them 
to. 
c their father expected them to. 

 
Recognition/recall of 
cause 

 
0 

390 7 The children were told off and punished: a by both their mother 
and father.      b by their mother.       c by their father. 

Recognition/recall of 
detail 

 
+ 

391 

Exercise-82 
Match the words on the left, which are highlighted in the text, with 
their meanings on the right. 
1 dawn 

 
 
Recognition/recall of 
comparison  

 
 
15 
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392 2 presided  + 

393 3 mere  + 

394 4 strict  + 

395 5 cast my gaze  + 

396 6 jabber  + 

397 7 frowned upon  + 

398 8 reprimanded  + 

399 9 portion  + 

400 10 plentiful  + 

401 11 bow  + 

402 12 likewise  + 

403 13 offended  + 

404 14 rebuked  + 

405 15 transgression  + 

406 16 prerogative  + 

407 

Exercise-83 
Work in a small group and discuss the following. 
1 What is the extent to which your family observes these customs? 
If they are different, say in what ways. 
a Breakfast is a large important meal. 

 
Judgment of reality or 
fantasy 

 
8 

408 b The whole family eats meals together.  + 

409 c The men eat different food from the women.  + 

410 d The children must not look at older guests during meals.  + 

411 e No one speaks during the meal.  + 

412 f The children cannot help themselves to food.  + 

413 g After the meal, the children thank their father and mother, and bow to 
their mother 

 + 
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414 h The mother is responsible for disciplining the children.  + 

415 2 Do you know if there are parts of Ethiopia where customs like these 
exist? 

 + 

416 3 What is your view of the customs described in the text? Evaluation   XX 

417 4 Did you find reading this text interesting?  Emotional response to 
the content 

0 

418 Why do you think the author decided to write a description of his 
childhood? 

Inference of cause 0 

419 5 Compare this text with the childhood memories you wrote about 
in the Writing exercise in B1.4. Are there any similarities? 

Recognition/recall of 
comparison  

0 

420 

Exercise-84 
In China they have a very large population and a unique approach 
to  
controlling its growth. Read this text to find out about it. 

 
Recognition/recall of 
main idea 

 
0 

421 

Exercise-85 
Complete this table with population statistics from the text. 
                                        1980                         Now                     
2030 
Population of  China 

Classifying  
  

 
 
1 
 

422 Population of  Ethiopia  + 

423 

 

Exercise-86 
Look back at the text and identify the relevant arguments. Make 
notes in your table. 

Arguments for China’s                        Arguments against China’s  
one-child policy                                                 one-child policy 
 1                                                                1. 

 
 
 
                         
Classifying  

 
 
 
 
0 

 2                                                                2. 
 3                                                                3. 

424 

Exercise-87 
Match the words on the left, which come from the text, with the 
meanings on the right. 
1 

 
Recognition/recall of 
comparison 

 
 
4 

425 2  + 

426 3  + 

427 4  + 

428 5  + 



 

217 
 

429 

Exercise-88 
Which of these statements do you agree with? Discuss them in 
your group. Say why you agree or disagree with them. 
1 Ethiopia’s problems could be solved with a one-child policy. We 
should seriously consider it. 

 
Judgment of adequacy 
or appropriateness 
and validity 

 
 
 
 
2 

430 

2 A one-child policy is not possible in Ethiopia, but we could 
introduce something like it. We must do something to reduce 
population growth. 

 + 

431 3 Any attempt to limit the number of children people can have in 
Ethiopia would be unacceptable. 

 + 

432 

Exercise-89 
Humans are not the only animal species that can communicate. 
Read this text quickly and identify the main forms of 
communication used by animals. 

 
Recognition/recall of 
main idea 

 
0 

433 

Exercise-90 
Now read the text in more detail and do the tasks below. 
1 Work on your own and record the main ideas set out in each 
paragraph. Write these ideas in your exercise book. 

 
Recognition/recall of 
main idea 

 
0 

434 

3 With your partner, pick out between three and five words in the 
text that are new to you. Try to guess their meaning from the 
context in which they are used. Then, check them in a dictionary. 

Inference of 
comparison  

 
0 

435 4 Discuss with your partner any information in the text that  
a) you already knew and  

Judgment of fact or 
opinion  

2 

436 b) is new to you.  + 

437 

5 After reading the text, work with a partner and discuss any 
similarities or differences between human and animal 
communications. 

Recognition/recall of 
comparison  

0 

438 

7 What do you think is the purpose of this text? Give reasons for 
your answer. 
a To inform     b To persuade    c To argue a point of view   d To 
entertain 

 
Judgment of 
fact/opinion  

 
+ 

439 

Exercise-91 
Complete a timeline about the history of communications. (the 
table contains 20 questions that students do from two  jigsaw 
reading texts) 
200,000 BC                                 1840 

 
Recognition/recall of 
detail 

 
9 

440 30,000 BC 1870s  + 

441 4000 BC 1895  + 
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442 500 BC 1926  + 

443 100 AD 1948  + 

444 11th century AD 1965  + 

445 1440 1975  + 

446 16th century 1980s  + 

447 early 17th century 1991  + 

448 1838 2005  + 

449 

Exercise-92 
Tell your partner the information about your part of the time line. 
As you listen to your partner, take notes in the timeline, without 
referring to the text. 

 
Summary of the text 

 
0 

450 

Exercise-93 
Work with another pair and discuss these developments. 
a Is there any information in the timeline that you already knew? 

Judgment of fact or 
opinion 

 
0 

451 b Is there any information you find interesting or surprising? Emotional response to 
the content 

1 

452 c What do you think are the most significant developments? Inference of detail 0 

453 d Which of these forms of communication do you use? Emotional response to 
the content 

+ 

454 e What do you think are going to be the next important 
developments. 

Identification with 
characters or incidents 

0 

455 

Exercise-94 
Find words in the poem which mean the following: 
• thrown carelessly 

 
Recognition/recall of 
comparison  

 
2 

456 • a low, continuous sound  + 

457 • water falling in small drops  + 

458 

Exercise-95 
Discuss the answers to these questions with a partner. 
1 Who does the poem seem to be written by? 
    a Someone looking at the telephone wire. 
    b Someone remembering what the telephone wire looks like. 
    c The telephone wire itself. 

 
Synthesis   

 
0 

459 2 Why doesn’t the wire make a clear shadow? Inference of cause 0 
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460 3 What does the poet mean when he talks about the wire 
‘singing’? 

Interpreting figurative 
language 

0 

461 4 What kinds of messages does the wire carry? Inference of detail 0 

462 

Exercise-96 
Write your own version of the poem. 
Your own version of this poem can be close to the original, for 
example you can simply change lines 4 and 5. Or, you can begin 
again with a new first line, such as I am a mobile phone. 

 
Generating or 
producing  

 
0 

463 

Exercise-97 
Can you think of a practical example of how you could apply what 
you have read (about notes on study skills)? 

Generating or 
producing 

0 

464 Exercise-98 
Write a short sentence summarising each problem. 

Summarize texts 0 

465 

Exercise-99 
Work with a partner to discuss each of the problems. Consider the  
following questions: 
• How do you feel about each problem? 

 
Identification with 
characters or incidents 

 
2 

466 • Do you sympathise with the writers?  + 

467 • How would you feel in their situation?  + 

468 

Exercise-100 
With your partner discuss the advice you would give to each of the 

writers. 

Generating or 
producing 

0 

469 

Exercise-101 
Read the replies to each of the problem letters below. Match each 
reply to the relevant problem. (10 questions)  
Answer A 

 
 
Recognition/recall of 
comparison 

 
 
4 

470 Answer B  + 

471 Answer C  + 

472 Answer D  + 

473 Answer E   + 

474 Exercise-102 
With your partner discuss the advice given  

Summarize the text 0 

475 and compare it with the suggestions you made. Recognition/recall of 
comparison 

0 

476 

Exercise-103 
On your own, identify five [5] words that are new to you in the 
problem-page letters and replies. Find out what the words mean. 

 
 

 
 
0 



 

220 
 

Do this by guessing the meaning from the context and then 
checking in a dictionary. 

Inference of 
comparison  

477 

Exercise-104 
Think of another problem that a university student might face and 
write your own letter to Sefanit.  

Generating or 
producing  

 
 
1 

478 Exercise-105 
Write a reply to the letter you are given in the style of Sefanit’s. 

 + 

479 

Exercise-106 
1 Do you think the function was really important and urgent? How 
can you tell?  

Judgment of worth, 
desirability and 
acceptability 

0 

480 

2 Often items on a restaurant menu are written in pairs, for 
example, ugali and bean sauce; chicken and rice. In verse 2 the 
items in the menu are also given in pairs but the second part of the 
pair is not something to eat, but reflects that while eating the 
guests are also talking to each other. What do you think the 
following terms mean in this context? Discuss your opinion with 
your partner. 
a small talk             

 
Inference of 
comparison  

 
 

3 

481 b niceties           + 

482 c hollowness           + 

483 d stereotype jokes  + 

484 3 Why do you think the Permanent Secretary asked the driver if he 
had eaten in verse 3? 

Recognition/recall of 
cause  

1 

485 4 Was the driver telling the truth when he said he was slimming?  Recognition/recall of 
detail 

1 

486 Why did he say this, do you think? Inference of cause 0 

487 5 Do you believe the Permanent Secretary did not eat anything?  Recognition/recall of 
detail 

+ 

488 Why, in verse 4, did he say he hadn’t? Recognition/recall of 
cause 

+ 

489 6 Explain this idiom from verse 4: it goes against my grain. Note 
that grain here means the grain of a piece of wood. 

Interpreting figurative 
language 

0 

490 

7 Henry Barlow, who wrote this poem, knew what he was writing 
about as he was a senior civil servant himself. What do you think 
is his message in this poem? 

Inference of main idea 0 

491 

Exercise-107 
Discuss and answer these questions with your partner. 
1 What is Obi’s job? 

Synthesis of text 
information  

 
1 
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492 2 Describe the man who came to see him. Recognition/recall of 
character trait 

0 
 

493 3 What did the man want? Recognition/recall of 
detail 

1 

494 4 How did the man make it difficult for Obi to refuse his request?  + 

495 5 Why do you think Obi kept silent about the fact that the man’s 
son was already on the short-list? 

Inference of cause 0 

496 6 Explain Obi’s feelings about the money. Synthesis of text 
information 

+ 

497 7 What do you think Obi is going to do with the money? Will he 
keep it or give it back? 

Inference of character 
trait  

0 

498 8 Two traditional Nigerian items are mentioned in the text:  
agbada and 

Inference of 
comparison  

1 

499 kola. Discuss their meaning.  + 

500 

9 Compare both the poem and the extract from the novel and 
consider the following: 
a What issue do both texts have in common? 

 
Recognition/recall of 
comparison  

 
0 

501 b How well do you think each text deals with it? Select one or two  
quotations from each text to support this. 

Judgment of adequacy  0 

502 c Which text do you prefer and why? Emotional response to 
the content 

0 

503 

Exercise-108 
With your partner pick out any words in the text that you do not  
understand. Try and infer the meanings from the context and then  

Inference of 
comparison  

0 

504 

Exercise-109 
Answer the following questions by choosing the best option. 
1 Why do people stop to look at Warı ̃ı ̃nga? 
a She wears old clothes.               c She looks good in her clothes. 
b She has beautiful clothes.          d She copies all the latest 
clothes. 

 
 
Recognition/recall of 
cause 

 
 
1 

505 

2 Apart from her clothes, what else is noticeable about Warı ̃ı ̃nga? 
a She walks very fast.               c She has beautiful eyes. 
b She is very successful.           d She has inner courage and 
confidence. 

 
Recognition/recall of 
detail 

 
1 

506 

3 Why might some people be surprised that she is a mechanical 
engineer? 
a They don’t think it is possible for a woman to work with metal. 
b They don’t think women can do such work. 
c They think Warıı̃ñga is not very intelligent. 

 
Recognition/recall of 
cause 

 
+ 
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d They think Warıı̃ñga is not very good at her job. 

507 

4 What ideas about women has Warıı̃ñga now rejected? 
a That women are intelligent.      b That a woman’s body belongs to 
her.    
 c That women can only work in the home. 
d That women should work outside the home. 

 
Recognition/recall of 
detail 

 
+ 

508 

Exercise-110 
Vocabulary 
1 Find words in the text that mean the following: 
a Material whose colour has become less bright.    

 
 
Recognition/recall of 
comparison  

 
 
4 

509 b Walking slowly without lifting the feet.       + 

510 c Criticise something unfairly.     + 

511 d A person’s natural abilities such as the ability to see, hear or 
think. 

 + 

512 2 Find words in the text which describe tasks done by a mechanical 
engineer. 

 + 

513 3 Explain the meanings of these words. 
a ready-made 

Inference of 
comparison  

 
2 

514 b self-reliance  + 

515 c timidly  + 

516 

Exercise-111 
Discuss the following questions with a partner. 
1 What information do we get from the text about the way 
Warıı̃ñga’s life has changed? 

 
Recognition/recall of 
detail 
 

 
1 
 

517 2 What does the writer admire about Warıı̃ñga?  + 

518 3 What are the writer’s views about the role of women in society? Inference of main idea 0 

519 

4 What is your reaction to this description of Warıı̃ñga? Do you 
think it is effective? Justify your answer with quotations, words 
and phrases from the text. 

Judgment of adequacy 
or appropriateness    

0 
 

520 

Exercise-112 
Skim read the CRC on the next page and identify the articles of the  
convention that state that a child should have the right to: 
a  name and be registered as a citizen of a country 

 
Recognition/recall of 
detail 

 
 
6 

521 b meet with other children and have friends  + 
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522 c good medical care when he or she is sick  + 

523 d compulsory and free primary education  + 

524 e free time to play with friends  + 

525 f do no work except schoolwork and help sometimes in the home  + 

526 g be protected from abuse such as beatings or lack of food.  + 

527 

Exercise-113 
Read the following texts about the lives of children in different 
parts of the world. When you have read the texts, complete the 
table below with the key points from the texts. 
                      Country of  residence     Family life   Food/Housing   Work  
Edu. 

                                                                                                                  
Joseph and John  

 
 
 
 
Classifying  

 
 
 
 
 

4 

528 Santina   + 

529 Jamila   + 

530 Ismail   + 

531 Devi   + 

532 

Exercise-114 
Discuss the following questions with a partner: 
1 Which of these children are living in contravention of articles in 

the CRC?Write your answers under the following headings: 
• Name of child 

 
 
Recognition/recall of 
detail 

 
 

1 

533 • Article contravened  + 

534  
2 Compare the quality of life for these children. 

Recognition/recall of 
comparison 

0 

535 
3 Go back to exercise 1. Do you agree with the seven articles 
mentioned? 

Judgment of adequacy 
or appropriateness 
and validity 

0 

536 4 What do you think is the purpose of the CRC?  Inference of main idea 0 

537 
How useful is it? Judgment of worth, 

desirability and 
acceptability  

0 

538 Exercise-115  0 
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Work with a partner and discuss the extent to which the MDGs are 
important for Ethiopia. 

Judgment of worth, 
desirability and 
acceptability 

539 
With your partner, guess the meanings of the words   

Inference of 
comparison 

0 

540 

Exercise-116 
Complete these sentences with words from the text (one word per 
gap). 
1 Institutions (such as parliament) and processes (such as 
elections) must be ______ i.e. not susceptible to corruption in 
international business transactions, and are_____ to the people, 
allowing them to participate in decisions that affect their lives. 

 
 
 
Recognition/recall of 
detail 
 

 
 
 

3 

541 

2 The authority of the Government must be based on the _______ 
of  
the people and be _______ to them. 

 + 

542 3 Government and Governmental institutions must be ________, 
promoting the sustainable human ____________ of all citizens. 

 + 

543 

4 The greatest threats to good governance today come from  
____________, violence and poverty, all of which undermine  
transparency, security, ____________ and fundamental 

 + 

544 

Exercise-117 
Work with a partner and discuss the meanings of these words and 
phrases in the context of good governance. 
• transparency 

 
 
Inference of 
comparison 

 
 
 

5 
545 • accountability  + 

546 • the will of the people  + 

547 • corruption  + 

548 • participation  + 

549 • fundamental freedoms  + 

550 

Exercise-118 
Work in a small group and discuss these questions: 
• Why is good governance difficult to achieve in developing 
countries? 

Recognition/recall of 
cause 

0 

551 

• “Everyone (should) enjoy his/her civil and political rights, as 
well as his/her economic, social and cultural rights.” Do you 
agree? 

Judgment of adequacy 
or appropriateness 
and validity 

0 
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552 

Exercise-119 
Read the text again and on your own answer these questions. 
1 How does Ethiopia rank as an international coffee producer? 

 
Recognition/recall of 
detail 

 
 

1 
553 2 How important is coffee to the country’s economy?  + 

554 3 Why is the importance of coffee to Ethiopia’s economy a risk? Recognition/recall of 
cause 

0 

555 4 Explain the following terms in your own words: 
• Fair Trade 

Inference of 
comparison 

 
1 

556 • trademarking.  + 

557 

Exercise-120 
Find words in the text with these meanings. 
1 owners of a small piece of land used for farming (para 2) 

 
Recognition/recall of 
comparison 

 
 

5 
558 2 the busiest times (para 3)  + 

559 3 a loan from a bank (para 4)  + 

560 4 a method that you use to achieve something: (para 5)  + 

561 

5 a special name, sign, or word that is marked on a product to 
show that it is made by a particular company, that cannot be used 
by any other company (para 5) 

 + 

562 6 the practice of checking goods as they are produced to be sure 
that they are good enough (para 5) 

 + 

563 

Exercise-121 
Identify which of these statements apply to the organisation you 
have individually read about. 
1 It’s made up of 53 members. 

 
Recognition/recall of 
detail 

 
19 

564 2 It provides loans.  + 

565 3 It has its own currency.  + 

566 4 It helps both middle income and very poor countries.  + 

567 5 It has its Commission in Ethiopia.  + 

568 6 It was established by a treaty signed in Rome.  + 

569 7 It is made up of 186 member states.  + 

570 8 It provides both financial and technical assistance.  + 

571 9 It is best known for peace-keeping operations.  + 

572 10 It advises only on economic affairs.  + 
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573 11 It has a commission and a parliament.  + 

574 12 It is made up of 27 members.  + 

575 13 It was formed out of an earlier organisation.  + 

576 14 It requires countries to meet certain criteria before becoming 
members. 

 + 

577 15 It is headquartered in the United States.  + 

578 16 It suffers from lack of money.  + 

579 17 It keeps an eye on the world economy.  + 

580 18 It was set up in 1944.  + 

581 19 It has its Commission in Belgium.  + 

582 20 It is made up of two organisations  + 

583 

Exercise-122 
Make short notes in the table about your text. 
                                          Activities                        Criticism 
AU 

 
 
Classifying  

 
0 
Jig.
rea
d 

IMF 
World Bank 
EU 

584 

Exercise-123 
4 Work with your fellow group members to find out about the 
other  
organisations. Ask and answer questions in order to complete the 

missing information in your table. 

 
Recognition/recall of 
detail 

 

0 

 

585 

Exercise-124 
Discuss the four organisations within your group and answer the 
following questions.  

1. What new information have you found out about these 
organisations? 

 
Judgment of fact or 
opinion  

 
 
0 

586 
2. What do you think of the activities of these organisations? Do 

you think they are important? 
Judgment of worth, 
desirable, and 
acceptability 

1 
 

587 3. What do you think of the criticism leveled at these 
organisations? Is it fair? 

 + 

588 

Exercise-125 
Read the poem then answer the questions below. 
1 What is the taxi driver’s prediction about his death? 

 
Recognition/recall of 
detail 

 
 
3 

589 2 What metaphors does he use to describe his taxi? Recognition/recall of 
detail 

+ 
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590 3 Why does the taxi driver think he is likely to die? Recognition/recall of 
cause 

0 

591 4 What three factors do not influence the taxi driver’s decision to 
attempt the forbidden limits? 

Recognition/recall of 
detail 

+ 

592 5 What is the reason he does this job? Inference of cause 0 

593 6 Who and what does he defy when doing this? Recognition/recall of 
detail 

+ 

594 7 How will the person who finds his body feel about the taxi 
driver’s death? 

Recognition/recall of 
character trait 

0 

595 

8 Explain the meanings of these words and expressions as they are 
used in the poem. 
• docile 

 
Inference of  
comparison 

 
3 

596 • simmer and strain  + 

597 • proprietor  + 

598 • ruthless  + 

599 9 What do you think is the poet’s purpose in writing the poem? Inference of  main idea 0 

600 

Exercise-126 
Discuss the following questions with your partner: 
1 What is your opinion of the poem? Do you think it can persuade 
taxi drivers to drive more carefully? 

Judgment of 
fact/opinion 
 

 
0 

601 2 Why do you think taxi drivers drive so fast? Generating or 
producing 

1 

602 3 What problems do taxi drivers face in their jobs?  + 

603 

Exercise-127 
 Read this CV and answer the questions below. 

1 Where does Hadas live? 

 
Recognition/recall of 
detail 

 
2 

604 2 How old was she when she started primary school? Synthesizing 1 

605 3 How old was she when she left secondary school? Synthesizing  + 

606 4 How many subjects did she pass in her school certificate? Recognition/recall of 
detail 

+ 

607 5 What kind of work experience does she have? Inference of detail 0 

608 6 What does she like doing in her free time? Recognition/recall of 
detail 

+ 

609 

7 What do you think of her CV? 
• Is it well-organised? 

Judgments of 
adequacy, 
appropriateness and 
validity  

 
1 
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610 • Do you think she has given enough information about 
herself? 

 + 

611 

Exercise-128 
Look at these job advertisements and, with your partner, decide  
Which one is the most suitable for Hadas? 

Judgments of 
adequacy, 
appropriateness and 
validity 

0 

612 

Exercise-129 
Work with a partner and discuss what order the different parts of 
the letter should go in and how they should be laid out on the 
page. 

 
Recognition/recall of 
sequence 

 
0 

613 

Exercise-130 
What do you think of the letter? Do you think Hadas would be 
invited for interview on the basis of this letter? 

Judgments of fact or 
opinion 

0 

614 

Exercise-131 
Can you suggest any improvements [of the letter]? 

Judgments of 
adequacy, 
appropriateness and 
validity 

0 

615 

Exercise-132 
Decide if these statements are true or false according to the text. 
1 The earliest life forms on Earth appeared before the oceans. 

 
Recognition/recall of 
detail 

 
6 

616 2 The first vertebrates on land appeared less than 500 million years 

ago. 
 + 

617 3 Vertebrates disappeared with the last dinosaurs 80 million years 

ago. 
 + 

618 4 Apes appeared after the East African rift valley had formed.  + 

619 5 Australopithecines walked upright and made stone tools.  + 

620 6 Homo habilis was able to use his hands to make things.  + 

621 7 Language had already started to develop before Homo sapiens 
appeared. 

 + 

622 

Exercise-133 
Discuss the meanings of these words with a partner. 
geologist     

 
Inference of 
comparison 

 
 
5 

623 unicellular      + 

624 multicellular  organism       + 

625 vertebrate        + 

626 mammal   + 
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627 Hominid  + 

628 

Exercise-134 
Identify which of these statements applies to the society you have 
read about (from texts A to C). 
1 Mining was a very important activity. 

 
Recognition/recall of 
detail 

 
 
9 

629 2 It became rich through trading.  + 

630 3 It produced an agricultural surplus.  + 

631 4 It built very high walls without mortar.  + 

632 5 Its way of life depended on seasonal floods.  + 

633 6 It had an efficient bureaucracy.  + 

634 7 The dead bodies of the rulers were preserved.  + 

635 8 It depended on boats.  + 

636 9 It bought and sold goods that it didn’t produce itself.  + 

637 10 It still survives today.  + 

638 

 

Exercise-135 
Make short notes in the table about your text.  
             location    of prominence     develop.   achievement    
legacy 
1 Great Zimbabwe      

 
 
 
 
Classifying 

 
Jigs
aw 
rea
din
g 2 Ancient Egypt 

3 East African City States 

639 

Exercise-136 
Identify the meanings of the highlighted words or phrases in your text. 
[match  
them with the meanings stated below] 
1 A strong fort built in the past as a place where people could go for 
safety 

 
 
Recognition/recall of 
comparison 

 
 
 
13 

640 2 Lines of hard rocks formed by hard red, white, or pink substance 
formed 

 + 

641 3 A small shiny shell that was used in the past as money in parts of 
Africa  

 + 

642 4 Man-made or natural enclosed areas of water next to the land  + 

643 5 To control and use the natural force or power of something.  + 
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644 6 The hard smooth yellowish-white substance from the tusks of an 
elephant 

 + 

645 7 tropical tree that grows in or near water and grows new roots from its   + 

646 8 A mixture of cement and sand and water, used in building for holding 
bricks 

 + 

647 9 Preserved by putting special oils on it and wrapping it with cloth.  + 

648 10 A ruler of ancient Egypt.  + 

649 11 The parts of a building that is left after the rest has been destroyed.  + 

650 12 People in the past whose job was to make written copies of official 
documents. 

 + 

651 13 More than what is needed or used.  + 

652 14 Large buildings for storing large quantities of goods.  + 

653 

Exercise-137 
Work with your fellow group members to find out about the other  
civilisations that you did not read about (Civilisations of Great 
Zimbabwe, Ancient Egypt, and East African City States from texts 
A to C). Ask and answer questions together in order to repeat the 
tasks above for the other texts.  

 
Recognition/recall of 
detail 

 
0 

654 

Exercise-138 
Discuss the three civilisations with your group. 
1 What have you found out about these civilizations that you 
didn’t  
already know? 

 
Judgment of fact  or 
opinion  

 
0 

655 2 In what ways were these civilisations similar and different? Recognition/recall of 
comparison  

0 

656 3 Which of these civilisations do you find most interesting? Justify your 
answer. 

Emotional response to 
the content 

 
1 

657 4 Which of these civilisations would you have liked to live in 
yourself? Justify your answer. 

 + 

658 

Exercise-139 
1 How does the poet describe 
a the tree where the vultures are roosting? 

 
Recognition/recall of 
character trait 

 
4 

659 b the male vulture?  + 

660 2 What words does the poet use to describe the love between the 
vultures? 

 + 
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661 3 What does the poet contrast the birds’ love with? Recognition/recall of 
comparison 

0 

662 4 In the poet’s description of the Commandant at Belsen Camp: 
a how does the poet make him seem evil? 

Recognition/recall of 
character trait 

 
+ 

663 b how does the poet then do the opposite?  + 

664 5 In what ways is the poet telling us there is a parallel between the 
vultures and the Commandant at Belsen Camp? 

Recognition/recall of 
details  

2 

665 

6 At the end of the poem, the poet suggests there are two ways we 
can react to the vultures. 
a What are these two ways? 

 
Recognition/recall of 
detail 

 
+ 
 

666 b Which way does the poet himself choose? Inference of detail 0 

667 7 In verse 2 love is personified, in other words, given human 
qualities. In what ways does love behave like a human?  

Recognition/recall of 
detail 

+ 

668 What is the poet’s message here? Inference of main idea 0 

669 

8 What is your feeling about the poem? 
a Do you think the poet’s comparison between the natural behaviour of 
vultures and the commandant of a concentration camp is fair? Justify 
your  answer. 

Judgment of worth, 
desirability, and 
acceptability 

 
0 

670 
b Do you agree with the poet’s conclusion in the last 5 lines? Judgment of adequacy 

or appropriateness 
and validity 

0 

671 c What is your overall reaction to the poem? Evaluation   XX 

672 

Exercise-140 
Group A: Read Text 1 and Text 2 below. Answer the questions 
below for each article under your headings 
1 What is the main issue in the article?  

 
Recognition/recall of 
main idea 

 
 

0 

673 2 What is the impact on society of this issue? Recognition/recall of 
cause  

1 

674 3 What are the possible reasons behind this issue?  + 

675 4 Find four new words from the article and describe their 
meanings. 

Inference of 
comparison  

0 

676 

Exercise-141 
Group B: Read Text 1 and Text 2 below. Answer the questions 
below for  
each article under your headings 
1 What are the facts of the story? 

 
 
Recognition/recall of 
details 

 
 

0 

677 2 Give your opinions or comment on the facts. Judgment of 
fact/opinion 

0 
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678 3 What is the journalist’s purpose? Recognition/recall of 
main idea 

0 

679 4 What is your response to this story? Evaluation  XX 

680 5 Find four new words from the article and describe their 
meanings. 

Inference of 
comparison  

0 

681 

Exercise-142 
Group C: Read Text 1 and Text 2 below.  
‘Text 1’ and ‘Text 2’. Leave enough space on your page to add 
more  
information later. 
1 Which aspects of the story could occur in Ethiopia? 

 
 
Judgment of reality or 
fantasy  

 
 
 

1 

682 2 Which aspects of the story are unlikely to occur in Ethiopia?  + 

683 3 What does this story tell us about Western society? Recognition/recall of 
main idea 

0 

684 4 Find four new words from the article and describe their 
meanings. 

Inference of 
comparison  

0 

685 

Exercise-143 
Each member of the group should report to the other group 
members what they have found out about the texts. As you listen 
to each group member, make notes under the headings Text 1 or 
Text 2. 

 
Summary of the text 

 
0 

686 

Exercise-144 
In your group, discuss the findings from each of the texts and 
reflect on: 
• what the texts tell us about life in developed countries 

 
Recognition/recall of 
main idea 

 
 

0 

687 • What developing countries, like Ethiopia, can learn from such 
stories? 

Inference of 
comparison  

0 

688 Exercise-145 
1 Why do you think the poet calls the poem Western Civilisation?  

Inference of main idea  
0 

689 Whose life is it describing? Synthesis 0 

690 2 Describe in your own words the man’s house. Generating or 
producing 

0 

691 3 What work does the man do? Inference of detail 0 

692 4 Explain on these lines: 
• Old age comes early 

Interpreting  figurative 
language 

1 

693 • He dies gratefully  + 
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694 
and comment on these lines: 
• Old age comes early 

Judgment of adequacy 
or appropriateness 
and validity 

 
1 

695 • He dies gratefully  + 

696 

Exercise-146 
3 Describe the typical shanty town in the text in no more than 100 
words. 

 
Summary of the text 

 
0 

697 Exercise-147 
4 Describe the work done by Markos, his father, and his mother. 

Recognition/recall of 
detail 

0 

698 

Exercise-148 
5 In no more than 50 words describe the improvements to life in 
shanty towns mentioned in the text. 

 
Summary of the text 

 
0 

699 

Exercise-149 
6 The text about Markos appeared as an article in a Sunday 

newspaper: 
1 What do you think is the journalist’s opinion? 
a Shanty towns are terrible places to live and should be improved. 
b Shanty towns are terrible places to live and the government should get 
rid of  

c Shanty towns are terrible places to live but nothing that can be 
done to improve them because the problem is too big. 

 
Inference of main idea 

 
0 

700 

2 What is the purpose of the article? 
a To inform readers about life in shanty towns. 
b To persuade readers to help people in shanty towns. 
c To warn readers that shanty towns are not good places to visit. 

 
 
Judgment of fact or 
opinion  

 
 
0 
 

701 

Exercise-150 
7 What are your own views about this article?  Has the writer 
convinced you and achieved his/her purpose? 

 
Judgment of fact or 
opinion  

 
0 

702 

Exercise-151 
8 Discuss these questions with a partner: 
1 Why do you think Markos’ family stay in the shanty town and 
don’t return to the countryside? 

 
Recognition/recall of 
cause 

 
0 

703 2 Think of some reasons why Markos’ family should return to the  
countryside they originally came from. 

Inference of cause 0 

704 

3 Can anything be done to slow down the movement of people to 
the  
cities? 

Judgment of adequacy 
or appropriateness 
and validity 

0 

705 4 What more should be done to improve life in shanty towns? Generating or 
producing 

0 
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706 

Exercise-152 
Read the text and look at the highlighted words and phrases. 
Match them to these definitions. 
1 The short-list of actors and film-makers for different prizes at the 
Oscars in  

 
 
Recognition/recall of 
comparison  

 
 
11 

707 2 This leads from the road to the entrance to a building where an 
important occasion is taking 

 + 

708 3 Great sadness  + 

709 4 Was one of the main characters in film.  + 

710 5 Money taken from ticket sales at cinemas.  + 

711 6 Someone who has won many prizes for their performances.  + 

712 7 The film which made the most money.  + 

713 8 Photographers who follow celebrities and wait outside their 
houses. 

 + 

714 9 Someone who is not satisfied with anything unless it is perfect.  + 

715 10 Films made by small studios, which don’t cost much to make, 
not by big Holly 

 + 

716 11 How a person feels about their looks.  + 

717 12 The smallest size in women’s clothes, indicating that someone is 
very slim. 

 + 

718 

Exercise-153 
Discuss what these words and phrases tell us about Kate Winslet’s 
life  

Inference of character 
trait 

0 

719 

Exercise-154 
Choose the best option. 
1 James Cameron’s plan was to make a model of the ship that was: 
a identical to the original in every detail. 
b almost identical to the original ship in most details. 
c good enough to make people believe it was the original. 

 
 
 
 
Recognition/recall of 
detail 

 
 
 
 
 
5 

720 

2 The production company spent US$25 million: 
a building a suitable place to shoot the film. 
b buying land which was close to the ocean. 
c to rent a well-positioned facility for 100 days. 

 + 
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721 

3 Two tanks were constructed: 
a for the replica of the ship at different stages of the story. 
b one for the entire ship one for part of it. 
c one for the exterior of the ship and one for the interior scenes. 

 + 

722 

4 The replica ship was furnished: 
a in an identical way to the original ship. 
b according to photographs of the original ship. 
c in the same way as a similar ship of the same period. 

 + 

723 

5 In the scene where the ship is leaving port, computer images: 
a of the people waving goodbye are used. 
b of the people on the ship are used. 
c were used for the only time in the film. 

 + 

724 

6 The shooting of the scene in which the last part of the ship sinks: 
a required a special platform for the forward section of the ship. 
b involved tilting the ship like a giant seesaw. 
c was extremely dangerous. 

 + 

725 

Exercise-155 
Match the meanings of the words on the left, which are taken from 
the text, with the definitions on the right. 
1 replica 

 
Recognition/recall of 
comparison 

 
 
7 

726 2 storey  + 

727 3 blueprints  + 

728 4 maiden voyage  + 

729 5 lavish  + 

730 6 aft  + 

731 7 seesaw  + 

732 8 extras  + 

733 

Exercise-156 
Discuss these questions in a group: 
1 Do you think the hard work and large amounts of money that 
went into make the sinking of the ship convincing were worthwhile 

(suitable)? 

Judgment of adequacy 
or appropriateness 
and validity   

 
0 

734 

2 Often high budget films with amazing special effects have weak 
plots. Is this important to you? Would you prefer to see one with a 
convincing and worthwhile plot but no special effects? 

Emotional response to 
the content 

 
0 
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735 

Exercise-157 
Read the review of the film and answer the questions that follow. What 
does the writer think of Titanic? Support your answer with quotations 
from the review.  

 
Recognition/recall of 
main idea 

 
0 

736  Identify words and phrases that convey the writer’s opinion;  Recognition/recall of 
character trait 

0 

737 and (identify) words and phrases that convey facts. Recognition/recall of 
detail 

0 

738 In your own words, paraphrase what the writer likes and dislikes 
about the film. 

Recognition/recall of 
comparison 

0 

739 

  Exercise-158 
What do you think of this review? 
a Do you agree with the writer? 

Judgment of adequacy 
or appropriateness 
and validity 

 
0 

740 
b Do you think the points made are fair? Judgment of worth, 

desirability  and 
acceptability 

0 

741 
Exercise-159 

Which of these articles would you like to read in full? Why? 
 
Emotional response to 
the content 

 
0 

742 

Exercise-160 
Decide whether these statements are true or false: 
1 It is hard being a teenager. 

 
Recognition/recall of 
detail 

 
6 

743 2 Teenagers worry about their health.  + 

744 3 You can’t have a healthy lifestyle if you are HIV positive.  + 

745 4 Sugary foods are very nutritious.  + 

746 5 Walking is good for you.  + 

747 6 Carrying heavy loads is good exercise.  + 

748 7 Teenagers need to rest.  + 

749 8 If your body feels good it can help you to live a better life. Inference of detail 0 

750 

Exercise-161 
Match the words from the text given on the left, with the definitions on 
the right. 

1 eventually 

 
Recognition/recall of 
comparison 

 
4 

751 2 cope  + 

752 3 nutrition  + 
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753 4 confront  + 

754 5 overcoming  + 

755 

Explain the meanings of these expressions as they are used in the 
text. 
1 one way or another, for good or ill 

Inference of 
comparison 

 
3 

756 2 along the way  + 

757 3 healthy body, healthy mind  + 

758 4 a natural ‘high’  + 
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  Appendix E 

  Addis Ababa University 

College of Humanities, Language Studies, Journalism and Communication 

Department of Foreign Languages and Literature 

Questionnaire for EFL Teachers 

Dear Sir/ Madam, 

The following questions are aimed to obtain information about teaching reading as a foreign 

language in secondary schools EFL classes. The information will be used only for the purpose of 

the study and will be treated with strict confidence. Your cooperation is highly appreciated. You 

do not need to write your name in this paper.  

PART 1: General information  

Please respond to the questions by ticking (√) in the boxes and writing on the blank space. 

1. Gender        Male:                     Female: 

2. Your highest qualification in teaching English as a foreign language  

      Diploma                                     BA/ BEd                                MA/ MEd                         

3. Years of your teaching experience ____________ 

PART 2: Teaching Reading  

I. The following statements are instructional practices secondary schools EFL teachers could 

employ in teaching reading. Read the statements and circle one of the values Never (N), 

Rarely (R), Sometimes(S), Usually (U) and Always (A) from 1, 2, 3, 4 and 5 that 

represents how often you use the instructional practices in your teaching reading classes 

  

No Instructional practices of teaching reading N 
(1)  

R 
(2)  

S 
(3) 

U 
(4) 

A 
(5) 

1 I ask students to summarize the reading text.  1 2 3 4 5 

2 I inform students the amount of time or minutes provided to read the text. 1 2 3 4 5 

3 When students answer comprehension questions, I ask them to give evidences 

from the text.   

1 2 3 4 5 

4 I introduce students the purpose for reading texts. 1 2 3 4 5 
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5 I provide students model answer for reading comprehension question that 

demands personal responses. 

1 2 3 4 5 

6 I ask students to predict about what they are going to read.   1 2 3 4 5 

7 I inform answers of comprehension questions for students before they provide 

the answers. 

1 2 3 4 5 

8 Before students read the text, I inform them what reading strategies they need 

to use to understand it. 

1 2 3 4 5 

9 I ask students to infer ideas from the reading text.     1 2 3 4 5 

10 Before students read the text, I ask them to answer questions about the text.  1 2 3 4 5 

11 I check students’ responses of comprehension questions from other students. 1 2 3 4 5 

12 Before students read texts, I teach them the meanings of difficult words. 1 2 3 4 5 

13 At the end of the reading lesson, I provide students homework. 1 2 3 4 5 

14 I ask students’ prior knowledge about text before they read them. 1 2 3 4 5 

15 I ask students to reflect their personal views about the reading text. 1 2 3 4 5 

16 I inform students the source of the text before they read it.  1 2 3 4 5 

17 I ask students comprehension check questions such as “Is that clear for you?” 

when I discuss answers of comprehension questions with them.       

1 2 3 4 5 

18 I check students’ responses of pre-reading exercises from other students. 1 2 3 4 5 

19 I ask students to clarify when they answer comprehension questions.  1 2 3 4 5 

20 I explain visual illustrations of the text before students begin to read them. 1 2 3 4 5 

21 I ask students to answer explicitly stated ideas in the reading text.  1 2 3 4 5 

22 I introduce the topic of text before students read it.  1 2 3 4 5 

23 I inform students to review part of the text when they are not sure to answer 

comprehension questions. 

1 2 3 4 5 

24 I motivate students to read the text by informing them that the text is interesting 

or important.  

1 2 3 4 5 
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Appendix F 

አዲስ አበባ ዩኒቨርሲቲ  

የስነሰብ ÷ቋንቋ ጥናት ÷ጋዜጠኝነት እና ተግባቦት ኮሌጅ 

የውጭ ቋንቋዎች እና ስነ ፅሁፍ ትምህርት ክፍል 

በተማሪዎች የሚሞላ መጠይቅ  

የዚህ መጠይቅ ዋና አላማ በመምህራን የንባብ ማስትማር ክንውኖች ዙሪያ ለሚደረግ የሶስተኛ ዲግሪ (PhD) 

ጥናት ከተማሪዎች መረጃ ለማግኘት ነው፤፤ ስለዚህ ከዚህ በታች የተዘረዘሩትን ጥያቄዎች ካነበብህ(ሽ) በኋላ 

በትእዛዙ መሰረት መልስ ስጥ(ጪ)፤፤ ትክክለኛ ወይንም ስህተት የሚባል መልስ የለም፤፤ መልሱ የግል ውሳኔ 

ነው፤፤ ስለ ትብብርህ(ሽ) አመሰግናለሁ፤፤ 

ክፍል 1: ጥቅል መረጃ 

 ከዚህ በታች ለተዘረዘሩት ጥያቄዎች መልስህን(ሽን) በሳጥኑ ውስጥ የራይት ምልክት (√) አስቀምጥ(ጭ)፤፤     

    1. ፆታ                              ወንድ                                   ሴት    

    2. የክፍል ደረጃ                  11ኛ                                    12ኛ  

    3. የትምህርት መስክ           የተፈጥሮ ሳይንስ                    የማህበረሰብ ሳይንስ 

ከፍል 2:  የንባብ ማስተማር  ክንውኖች  

የሚከተሉት አረፍተ ነገሮች በእንግሊዝኛ ቋንቋ በንባብ ክፍለ ጊዜ  ውስጥ መምህራን የሚፈፅሟቸው 

ክንውኖች ናቸው፤፤ ስለዚህ አረፍተ ነገሮችን ካነበብህ(ሽ) በኋላ በአንተ(ቺ) ክፍል ውስጥ መምህሩ(ሯ) ምን 

ያህል እንደሚያከናውናቸው (እንደምታከናውናቸው) በሰንጠረዡ ውስጥ ከተሰጡት ቁጥሮች አንዱን 1 ፣ 

2 ፣ 3 ፣ 4  ወይም 5 ብቻ አክብብ(ቢ)፤፤  

 መግለጫ 

1= በጭራሽ (never)                         3= አንዳንድ ጊዜ (sometimes)                   5= ሁልጊዜ (always) 

2= አልፎ አልፎ (rarely)                     4= አብዛኛውን ጊዜ (usually) 

1 ምንባቡን ካነበብን በኋላ አብይና ንኡስ ሀሳቦችን እንድንከልስ ይጠይቃል፤፤  1 2 3 4 5 

2 ምንባቡን ለማንበብ የተሰጠውን ሰዓት (ደቂቃ) ይናገራል:: 1 2 3 4 5 
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3 ጥያቄዎች ስንመልስ ከምንባቡ ውስጥ መረጃ እንድንሰጥ ይጠይቃል::  1 2 3 4 5 

4 ምንባቡን ለምን አላማ እንደምናነበው ያሳውቃል::  1 2 3 4 5 

5 የግል ሃሳብ ለሚጠይቅ የምንባብ ጥያቄ ምሳሌ የሚሆን መልስ ይሰጣል፤፤ 1 2 3 4 5 

6 ስለምን ጉዳይ እንደምናነብ ቅድመ ግምት እንድናደርግ ይጠይቃል፤፤  1 2 3 4 5 

7 የምንባቡን ጥያቄዎች ከመመለሳችን በፊት እራሱ ትክክለኛውን መልስ ይናገራል::  1 2 3 4 5 

8 ለንባብ ግንዛቤ እገዛ የሚያደርጉ ስልቶችን እንድንጠቀም ይነግረናል፤፤  1 2 3 4 5 

9 በምንባቡ ውስጥ በቀጥታ ያልተገለፁ ሃሳቦችን እንድንመልስ ይጠይቃል፤፤ 1 2 3 4 5 

10 ምንባቡን ከማንበባችን በፊት በምንባቡ  መሰረት የወጡ ጥያቄዎችን 

እንድንመልስ ያደርጋል፤፤  

1 2 3 4 5 

11 የመለስናቸውን የምንባብ ጥያቄዎች ትክክለኝነት ከሌላ ተማሪዎች ያረጋግጣል፤፤  1 2 3 4 5 

12 ምንባቡን ከማንበባችን በፊት ትርጉማቸው ከባድ የሆኑ ቃላትን ያስተምራል፤፤ 1 2 3 4 5 

13 በምንባብ ክፍለ ጊዜ መጨረሻ ላይ የቤት ስራ ይሰጣል፤፤  1 2 3 4 5 

14 ምንባቡን ከማንበባችን በፊት በርእሱ ዙሪያ ተዛማጅ ጥያቄዎችን ይጠይቃል::  1 2 3 4 5 

15  ከምንባቡ ውጭ ያለንን የግል ሃሳብ እንድንገልፅ ያደርጋል:: 1 2 3 4 5 

16 የምንባቡን ምንጭ (source) ምን  ወይም ማን እንደሆነ ያሳውቃል::  1 2 3 4 5 

17 በምንባብ ጥያቄ መልሶች ላይ ያልገቡን ሃሳቦች ካሉ እንድንጠይቅ ያበረታታል:: 1 2 3 4 5 

18 ቅድመ ምንባብ ጥያቄዎችን ስንመልስ ከሌላ ተማሪዎች ያረጋግጣል፤፤ 1 2 3 4 5 

19 ለመለስናቸው የምንባብ ጥያቄዎች  ማብራሪያ  እድንሰጥ ይጠይቃል፤፤ 1 2 3 4 5 

20 ከምንባቡ ጋር የስእል መረጃ ሲኖር ማብራሪያ ይሰጣል:: 1 2 3 4 5 

21 በምንባቡ ውስጥ በቀጥታ የተገለፁ ሃሳቦችን እንድንመልስ ይጠይቃል፤፤ 1 2 3 4 5 

22 ምንባቡን ከማንበባችን በፊት የምንባቡን ርእስ ያስተዋውቃል፤፤ 1 2 3 4 5 

23 የምንባብ ጥያቄዎችን ለመመለስ እርግጠኛ ካልሆንን የምንባቡን የተወሰነ ክፍል 

ተመልስን በማንበብ እንድንመልስ ያበረታታል፤፤ 

1 2 3 4 5 

24 ምንባቡ ሳቢ ወይም ጠቃሚ እንደሆነ በመንገር የንባብ ፍላጎታችንን ያነሳሳል፤፤ 1 2 3 4 5 
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Appendix G 

Classroom Observation Checklist  

Initiations of teaching reading in teachers’ classroom discourses  

Initiation moves Teachers’ initiation moves in pre-reading instructional discourses 

 
 
 

1 
 

 

 

Informative moves  

Introducing the text  (using text title, source and/or genre;  concepts)   
Explaining instructions of pre-readingtasks  

Telling to read the text with/without purpose  
Telling to use reading strategies (e.g. illustrations; dictionaries) 
Informing the reading time 
Informing meanings of pre-reading words 

Answering own questions 

 
 
 
 
2 

 
 

 

 

Elicitation moves 

Asking prediction questions  

Asking previewing questions  
Asking questions about prior knowledge of the text  
Asking pre-reading remedial or judgmental questions  
Asking meanings of pre-reading words 
Asking pre-reading words for semantic maps 
Narrowing initial questions (e.g. narrowing authentic questions to 
inauthentic) 
Asking clarification seeking questions 

Asking clarification requests 
Asking confirmation check questions 

Initiation moves Teachers’ initiation moves of post-reading instructional discourses 

 
 

1 
 

 
 
Elicitation moves  
 

Asking literal comprehension questions    
Asking reorganizational comprehension questions    
Asking inferential comprehension questions 
Asking personal response comprehension questions 
Asking comprehension question by hiting at the answer 
Asking comprehension question by narrowing initial questions  
Asking clarification seeking questions 
Asking evidences from the text 
Asking clarification request  
Asking linking questions 

  
2 

 
 
Informative moves 

Telling answers of comprehension questions before students respond  

Telling to review the text 

Giving model answers for  authentic questions 

Giving follow up activities  
  Telling meaning of difficult words of comprehension question 
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Appendix H 

Classroom Observations Transcripts 

O1 = Observation one; O2 = Observation two 

TA: TB: …= Teacher A; Teacher B: …        

S= Student             

Ss= Students 

( ) = silence and unheard utterances  

[ ] = corrected wrong grammatical structures  
___ = to delete unnecessarily used morphemes and words  

O1-TA 

Pre-readingof the lesson 

1. TA: Well students this is the lesson that we are going to see. This is reading you know. ..that of 

the topic we say communication in the animal world. As far as we are talking about here in 

this unit about communication the unit is all about communication.  The text that we are 

going to do and this reading is regarding that of the communication in the animal world. 

          But before coming to this one, I think last time or the previous time we tried to discuss how 

to express regret by using the words like wish, if only, as well as, the third conditional and 

sometimes that of unlikely conditions so this is what we discussed or what we saw last time.  

2. TA: So today as I try to write here wrote on the board let’s be with that kind of reading. Before 

we are going to that of the reading given on page 38 of your textbook, let’s first discuss 

these questions let’s answer these questions. Can animals communicate each other? [1s] 

Do you think that animals communicate each other? Can animals communicate each other? 

[10s] Please your answers. Can animals communicate each other? [9s] Yes Haile   

3. S: yes they communicate 

4. TA: How? [1s] How can they do this one? [3s] 

5. S: because they have their own sounds for communication 

6.TA: Ok. Because they can use their sound system. By using the sound system, they can 

communicate each other. Off course .Yeah. that is one form of communication that animals 

can use. Yeah. Off course.  

7. TA: What else? [1s] What else can you say regarding that of the communications animals can 

use? [3s] What else can you say? [1s] What else can you talk about this? [3s] 
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8. S: (unheard) 

9. TA: yeah. He tried to say just animals can communicate just as the people do. As we do. You 

know. It is not only that the human beings can communicate. The animals communicate too. 

One of the ways that they use to communicate each other is using the sounds using by noises, 

sounds. You know. That is what we call nonverbal communication. As the beginning or last 

time we try to see the kinds of communication. Communication can be two. It may be verbal 

communication means that using the words or using the symbols animals communicate each 

other or to convey the messages to transfer the messages to each other or it is possible to 

see communication nonverbally. By nonverbally we mean it is a means I mean it is a 

movement of the hand or the facial expression and then such kind of issues are said to be 

nonverbal communication. Therefore these nonverbal communications are common in 

animals. If not the verbal communication you know the verbal communication is the only 

that appeared in the human communication. But in the animal world we can this one.   

10. TA: The second question can you communicate with animals? You know this question is can 

animals communicate each other, but the second one is that we are the human beings can 

we communicate with that of the animals? [2s] Take for example a dog, a cat and then like. 

So can we communicate with them? [2s] Is it possible to communicate with animals? [4s] 

11.  S: we can’t.  

12.  TA: we can’t. Why? [.5s] 

13.  S: we cannot understand each other 

14.  TA: for example you may use some kinds of display which communicate with a dog. Yes?. 

Sometimes people can communicate with a dog, yes or no? [1] 

15.  Ss: silent 

16. TA: yes it is possible. Yes? I think it is possible. Yes or no?  People are just communicating 

with a dog and then like the other animals as well. It is not by using the verbs or the words. 

Rather they can communicate with them nonverbally. May be through actions. Yes? 

Through noise by making the noise. For example we can make a noise for example meow 

sound that is to communicate with the cat. Therefor it is possible that humans can 

communicate with animals as well. The word communication that we do with them is 

different.  
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17. TA: Now therefore you are going to read this text to answer these and the other questions you 

are going to read given there on page 38. So before reading I am going to write some 

questions here that you are going to answer at the end of your reading, so jot down these 

questions first and then read the text so that you will answer at the end, so that the 

questions are not presented in your textbooks that is we I am going to write these questions 

on the board. So the first question is regarding to that of the true false items or the true 

false questions that you are going to answer depending on that of the information there in. 

you have to say true if the statement is correct and false if the statement is incorrect. The 

information in the textbook should be there. The first one is that  

I) True/false 

1. Animals can speak each other by means of words. (L1) 

2. Chimpanzees make a loud shriek when they warn predators. (L1)  

3.  All animals produce a scent. (L1) 

4. Animals communications may be more complicated.  (L1) 

II)  Choice 

1. Both the human and animal communication is similar in a way that they communicate    

A) verbally              B) nonverbally        C) by means of using words                         D) by 

means of using utterances (L1) 

2. One is not true about the animal communication. (L4) 

A) It has more than one purpose                 C) Display and movement communication  

B) It is done by means of noises             D) Sound is not their form of communication  

3. When the dog wags its tails, it may mean (L4) 

A) It is not happy                                C) It is not wanting (sic) to play 

B) It is excited                                     D) It got angry  

4. The purpose of this text is _______ (Text Feature)  

A) To inform                              C) To argue with point of view 

B) To persuade                           D) To entertain  

5. What are the main forms of animal communication? (L1) 

6. What type of writing is the above passage? (Text genre)  

         These are some of the questions we will do after reading after having in this text. These 

questions should be answered based on that of the information there.  
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    The first question as I said the first items are about true false items. So you have to say 

true or false based on that of the information that is given that is presented in the text. A 

scent means a smell  

    The second part of items are (sic) all about the choice as well as that of the short items.  In 

some ways animals and human beings communications are similar. In some ways. It is 

not always. Utterances means a kind of words.  

    You know. The purpose of this text is ____. When you read one of the things you have to 

do is that you have to think about the purpose of the text. The purpose of the text may be 

to inform, to persuade somebody or to argue with the point of view the writer uses or even 

to entertain. This may be one of the purposes that the writer writes on a certain issue. 

Therefore if you look at if you measure this text what purposes is there presented.  

     The other one what are the main forms of communication. The text is going to talk about 

animal communication: how animals communicate with each other as well as how they 

communicate with the people as well. And how the people can communicate with animals 

as well. Therefore in doing so what kind of what sort of communication is there in the 

text. Lastly, what type of writing is the above passage. Which means in the previous lesson 

we discussed about writing. We try (sic) to see the four kinds of writing: descriptive 

writing, narrative writing, argumentative writing as well as expository type of writing. So 

from these four forms of writing, what kind of writing is this text about? Because we have 

to connect the previous lesson with this one again. Whenever we are learning, skills are 

interrelated that is why we are relating the previous one this one, the writing with reading. 

So let’s do these questions and I will (sic) give you some minutes to do this exercise. Read 

it silently. All of you read the text and then you will do the questions.  

Post reading of the lesson 

18. TA: Now it is time to check the exercise because we are running out of time so we have to 

check the answers. Before that I would like to see if there is anybody who do not finish this 

one before checking the answers? [3s] Yes? [4s] If no, let’s do the answers together.  

    The first question is that animals speak each other by means of words. Is it true or false? 

[2s] Raise your hand and tell me your answer please. [.5s] Yes  

19. S: false 

20. TA: false. Why? [3s] 
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21. S: because (unheard)  

22. TA: yeah. It is not words that animals are speaking each other or talk each other. Rather, they 

use noises, they use sounds. Sounds and words are not similar. Words means the human 

can communicate through but through sounds the animals can do. So therefore this is a 

false according to the text according to the reading.  

23. TA: The second one. Chimpanzees make a loud shriek when they warn predators. [3s] Yes 

[3s]    

24. S: false 

25. TA: it is false. Why false? [1s]  

26. S: they make a loud shriek when they see the predators 

27. TA: when they see what…[.5s] 

28. S: the predators  

29. TA: yeah. The reason is that they make their sounds not by looking the predators rather when 

they sense the danger. When they sense a danger they make loud shrieks. Therefore this 

is a false sentence according to the text.  

30. TA: The third one ‘All animals produce a scent.’[2s] yes [1s] 

That is true. This one is true. Animals communications may be even more complicated. 

What about this one? [1s] What about this one? [1s]  

This is true. You can see in the fifth paragraph writing. It is given there. You can check 

it there. Therefore it is true.  

31. TA: When we come to this one, this part. that is the choice one. Which one do you think is the 

one that makes the animals or the humans’ communication is similar? Yes [.5s] 

32. S: nonverbally  

33. TA: nonverbally. Yeah. This is the one that makes the communication similar. While we see 

animals’ communication by nature, the animals’ communication is nonverbal. Sound is 

a nonverbal. A movement is a nonverbal. Display means a nonverbal. That are some of 

the forms of communication that the animals can use. And these nonverbal 

communication can also work in cases of the human communication that is why we say 

that in this way both are similar.  

34. TA: The second question.  As far as animals communication is concerned, a) it has more than    

one purpose. Is that true? [.5s]  
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Yes this is true. It is done by means of noises.  

35. TA: What about this one? [.5s] 

This is true again. Display and movement communications are used in all kinds of animals.  

36. TA: What about this one? [.5s] 

Yes off course this is also found in the textbook. Sound is not their form of 

communication. [1s] yes [.5s] This one is a false (sic) information according to the text. 

Sound is not their form of communication. This is wrong because it is one form of the 

animal communication as well.  

37. TA: The third one wags its tails means a kind of movement where dogs do its [sic] its tail. It 

may mean dash. yes the answer is [1s] 

It is excited. Yes? It may mean excited. It indicates that it is happy or it is wanting [sic] to 

play. Such kinds of meanings will be derived when it wags its tail. The movement of the 

tail tells us that it wags its tail because we have been saying that people can communicate 

with the animals.  

38. TA: The fourth one. Look at the text there about animal communication so depending on the 

information there in it is possible to decide that the text’s purpose or what is the purpose 

of this reading what is the purpose of this text? What is that? [2s] yes? [2s] 

39. S: c 

40. TA: is that c? It is to inform us. To tell us an [sic] information that animals can communicate 

too. Not only the human beings. Animals can communicate too. But the way that they 

communicate is different from that of people or human beings communication because 

this is based on that of noises, nonverbal forms of communication therefore it is to inform 

us.  

41. TA: What are the main forms of animal communication as indicated in the text? [.5s] The main 

forms of communications are presented there. What are they? [1s]Yes [2s] 

42. S: Display and movement  

43. TA: yeah. Display and movement. That is right. One form of animal communication is display 

and movement. That is one form presented there.  

44. TA: What else? [1s] What else? [1s] What else other forms of communication animals use or 

we think of according to the text or the passage. [2s] uhh 

Is that only to display and movement? [3s] Yes? [2s] 
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45. Ss: silent  

46. TA: Means of noises as it is given there. In the first paragraph for example “From an early age 

human children learn the sounds of animals: the ‘woof woof’ of a dog, the ‘miaow’ of a 

cat, the ‘maa’ of a goat or sheep, the ‘tweet tweet’ of a bird”. You know these are the noise 

systems of their communication therefore noises are also the other form of the animal 

communication.  

47. TA: What else can you think of as far as the text is concerned? [.5s] how do you see the scent 

[.5]  

It is also. Producing a scent that is given in the paragraph I think it is about the fourth 

paragraph at the end of the fourth paragraph or something like that. This is one forms (sic) 

of animal communication.  

48. TA: The last one. let’s decide this text. In which type of writing can it be for? You have seen 

this writing. Every writing has got its form. So in which type of writing can it be for? Is 

that descriptive? Is that narrative? Is that persuasive? Or what else? [2s]  

Yes what kind of text is that? [1]  

Think about the type of writing we have been discussing before. Last time we discussed 

the types of writing. Four types of wring. Four types of paragraph essay. Narrative easy, 

persuasive easy, expository essay, and argumentative essay. So from those four types of 

essay which one do you think is this text about? [2s] 

49. S: narrative 

50. TA: it is not narrative. It is not narrative.  

51. S: descriptive  

52. TA: It is an expository type of writing. It is expository. Why do you think it is expository? [1s] 

One of the way (sic) that expository writing do is informing us. Giving information is the 

part and parcel of expository type. Expository writing gives information, defines the term 

or it is possible to talk about classifications of something and then like. Therefore it is the 

work of expository type of writing, and this text is all about that.  

53. TA: So today as far as this reading is concerned we have to stop here if you have any question 

which is not clear regarding this reading it is possible to ask. [3s] 

yes If there is any question [4s]  

54. Ss: silent  



 

250 
 

55. TA: If not let’s stop here for reading and just we will continue to the third period.  

            [During the discussion outside the classroom, the teacher informed me that the topic was 

to be SAT]  

 

O2-TA 

Pre-readingof the lesson 

1. TA: well. I think in the previous time we try to look at the speaking part which is all about using 

fillers. What we call conversation fillers it is common in speaking or having a conversation. 

In that time when you just forgot a certain idea in order to fill the gaps between that of the 

first idea and that of the preceding idea we have to use that of conversation fillers what you 

call. That conversation fillers can be both in the listeners side and the speaker side. The 

listener even to show whether he or she is following what the speaker is talking about, 

should use the fillers like really, so, just, ok, well, and then like, whereas the speaker 

himself should use some of the fillers. This is what we discussed before.  

2. TA: Today we will begin that of the new unit which is all about arts and literature. Unit four is 

all about this topic, arts and literature. When we say art and literature you know art is an 

expression of creativity and imagination and literature is the same thing. Literature includes 

like poem, fiction, novels and then like. Any kind of writing that is based on creativity and 

imagination is said to be literature. Therefore, in this unit we are going to deal with such 

kind of contexts. Well the first lesson that we need to look at here is that one forms of 

literature that is fiction  

That is taken from Chinua Achebe’s work. You know Chinua Achebe is ‘one of the known 

or the famous African writer’ (sic) who wrote many fictions like Things Fall Apart, The 

Arrow of God, No Longer at Ease and then like. Therefore the reading part that we are 

going to see for today is based on ‘one of his book’ (sic) which says “No Longer at Ease”. 

This is the topic of the book.  

So what we are going to read for today is just we are going to read a certain extract from 

this fiction. So you will find this on page eighty three of your textbook. Page eighty three 

you will find this. There is ‘building the nation’ which is a poem. After the poem, you have 

extract of Achebe’s work, most famous novel.  
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 So here read it independently and silently you will read it independently and silently. In 

most cases reading is a silent case. You have to read and understand the questions or answer 

the comprehension questions because reading the central issue under reading is 

understanding. So we will do this one.  

3. TA: But before coming to this reading what we are going to do first is that let’s discuss first a 

pre-readingquestion. One question yeah? The question is that assume you are on a highest 

authority. Let’s raise this question first (wrote it on the board: imagine you are on the 

highest authority and if someone asks you to do him a favor then what would you do?) let’s 

discuss ‘this questions’ (sic) before coming to this reading because the central point of this 

reading is this one. The point is here. Assume or imagine you are on the highest authority 

and if someone asks you to do him a favor may be by giving a large amount of money and 

then like then what would you do? [3s] 

እናንተ የሆነ ትልቅ ስልጣን ላይ አላችሁ በዛን ሰኣት አንድ ሰው ለሱ favor እንድትሰሩለት ወይም 

ደግሞ የሆነ የሚፈልገውን ነገር እንድታደርጉለት ብዙ ብር ቢሰጣችሁና ያን ነገር አድርጉልኝ ቢላችሁ 

ምን ታደርጋላችሁ? The implication of the question what will you do? [.5s] What would you 

say to him? [4s] Yes what would you do? [6s] Yes [2s] Let’s look at some answers of this 

question. Assume some body gave you just one million birr to do him a certain favor. [2s] 

4. S: if that is a dangerous thing, I will not do it. 

5. TA: ok I am not interested to do that. So I refuse him 

6. S: yeah. 

7. TA: ok. um.  

8. TA: What about the others? [2s] 

Others what would you say on this question? [.5] He said I will refuse. I will say no because 

this is not honesty because we do have what you call being honesty is something that is 

crucial value. So I have to refuse that no I can’t do this question. I can’t answer this question 

something like that.  

What about the others? [2s]  Uhh would you say no? [4s] 

9. S: yes 

10. TA: are you sure? [3s] 

11. S: yes 

12. TA: I don’t think so. Yes. [4s] I am just waiting an answer for me.  



 

252 
 

13. TA: Tsehay. What about you? [.5] What would you say if you have such kind of problem?[3s] 

14. S: the same thing. 

15. TA: the same thing. Uhh. አይ ይሄ ምናልባት ላያጋጥመን ይችላል ብላችሁ እንዳይሆን just you have 

to take it frankly. እዉነቱን ነው መናገር ያለባችሁ ሪያሊቲውን፤፤  

16. TA: Adey [1s]  

17. S: no 

18. TA: you will say no.   

19. TA: Ok. Anyway the case that you are going to read here is all about that kind of issue. In this 

extract you are going to read that kind of issue. ከዚህ extract ውስጥ የምታነቡት እንደዚህ 

አይነት issue ነው፤፤ 

Read it silently and independently. That is independent case I mean work. Then after you 

just read this one, you are given the question I mean exercise one page eighty four which 

says “Read the text aloud with a partner” it says. First read it silently for some minutes 

after that read the text aloud with a partner take it in turns. Read a paragraph each. So we 

will do it again. And finally under exercise nine ‘discuss and answer these questions with 

your partner’. And the first question is that “What is Obi’s job?” Obi is the major character 

in this part of the novel. So first please let’s have this reading for some minutes. 

Read it silently for some minutes.  

20. TA: Ok I think it is enough for this reading because we are going to repeat it with reading aloud 

as you are asked in the textbook ‘Read the text aloud with a partner”. In reading a certain 

kind of text aloud we can check many things may be your reading fluency and then like. 

So that let’s give some students to read each paragraph and then we will do the questions. 

The first paragraph. The one who can read the first paragraph. Yes read loud for the class. 

Any volunteer please to read the first paragraph? Yes 

21. S: (began to read the poem aloud)  

22. TA: no. no. I am saying that page eighty three. ኤክስትራክቱን፤፤ ሰባተኛውን ማለት ነው፤፤ 

23. S: (read the paragraph aloud)  

24. TA: yeah. (Reread the paragraph aloud).  
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25. TA: ‘The preceding paragraph. The next paragraph’ (sic). Anybody who can read the second 

paragraph. Yes. Who can read the second paragraph please? So let me just call my self 

Adey please   read the second paragraph. Just make it your voice loud a little louder.  

26. S: (read the paragraph aloud) ልቀጥል? 

27. TA: um that is very good.  

28. TA: Tsehay. Continue  

29. S: (read the third paragraph aloud) 

30. TA: yes. Thank you very much. 

31. TA: Let me read this extract again myself and then we will do the preceding questions you are 

given nine questions on page eighty four. In order to answer these questions read silently 

the rest of you so let me read aloud once again. (The teacher read out the text)    

        This is all about the text, an extract just taken from the Achebe’s work which says ‘No Longer 

at Ease’.  

Post reading of the lesson  

32. TA: Now the question is that what is “What is Obi’s job?” According to this extract? [.5s] 

        You know Obi is ‘one of the major character’ (sic) here. You know in the fiction ‘one of the 

key element’ (sic) in the fiction is character. Main character and minor character. So Obi 

here as you see is ‘one of the major character’ (sic) that Achebe created. He has to take a 

certain role. So what is Obi’s job? [.5s] What is Obi’s job? [2s] uhh [1s] What is Obi’s job? 

[1s] What is Obi’s job? [.5s] [The job of Obi. [1s] uhh [3s] Yes  

33. S: go through applications   

34. TA: ok. Application and documented of those. So here is Obi was a civil servant in the ministry 

of education. That is why the businessman or the rich man was asking just to give his child 

a scholarship to go to England. So Obi’s job was this one.  

35. TA: What about the second one which says “Describe the man who came to see him” how do 

you describe the man who came to ask Obi? [2s] how do you describe the man?[3s] How 

do you describe the man who came to give fifty pound to Obi? [.5s] How do you describe 

him? [3s]  How do you describe him? [2s] What kind of man is he? [2s] He seemed what? 

[2s] Uhh [1] 

36. S:  a businessman  
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37. TA: a businessman. A rich businessman. He seemed a rich businessman with expansive car. 

The car that you read here is very expensive.  

38. TA: The third one “What did the man want?” [.5s] What did the man want?” [2s] yes [3s] uhh 

[2s] what did the man want? [.5s] what was his want? [.5s] what was his need? [4s] He 

wanted nothing? [2s] Yes 

39. S: he wanted his child get scholarship 

40. TA: yeah. He wanted ‘he need’ (sic) to secure his child for the scholarship. He wanted Obi to 

secure his child to make the scholarship. That was what he wanted. Because he had money 

by giving fifty pound to him, he asked him make do him a favor to secure his child to that 

of the scholarship program.  

41. TA: The fourth one “How did the man make it difficult for Obi to refuse his request?” [1s]  As 

you see here, the man made difficult for Obi to refuse his request. What was that? [1s] 

Yes [6s] I mean how did the man make it difficult for Obi to refuse his request? [3s]  How 

did he do? [3s] Yes [4s] 

42. Ss: (silent) 

43. TA: he made it difficult by putting a large amount of money on the table. That is the way that 

was difficult for Obi.  

44. TA: The fifth one “Why do you think Obi kept silent about the fact that the man’s son was 

already on the short-list?” [2s] Why was it so [2s] yes [4s] uhh [1s] 

45. Ss: silent  

46. TA: so the answer is because the man would have known how it would be easy for Obi to do 

as he asked because he is a business man: he can do anything according to his attitude. He 

is very rich.  

47. TA: The sixth question “explain Obi’s feelings about the money”. What was Obi’s feelings 

about the money that the man gave? [3s] yes [3s] What was Obi’s feelings about the 

money? [3s] ምን ነበር የሱ ፊሊንግ? [3s] ስሜቱ እንዴት ነበር obi’s feeling about the money 

when he was given such large amount of money? [2s] Yes was he interested? [2s] ‘Was 

he refused’ (sic)? [3s] Did he say no? [1s] or did he accept? [.5s] Or what? [1s] What kind 

of feeling can you see from him according to this text? [3s] Yes [2s] What was his feeling, 

Obi’s feeling? [5s] ስሜቱ ምን ነበር? ይንን money ገንዘቡን ቴብል ላይ ካስቀመጠ በኋላ ፊሊንጉ 

ምን ነበር? [1s] ደስ ይለው ነበር? [.5s] Yes 
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48. S: confused  

49. TA: Ok. Just we can say he was ambivalent. You know ambivalent? ማመንታት፤፤ ይመነታ 

ነበር፤፤ as you see here in the last paragraph it says that (the teacher read out “The wad of 

notes lay where he had placed it for the rest of the day and all night. Obi placed a newspaper over 

it and secured the door. ‘This is terrible,’ he muttered. ‘Terrible!’ he said.”) You know he is just 

a kind of ambivalent behavior, ambivalent feeling.  

50. TA: The next question says “What do you think Obi is going to do with the money? Will he 

keep it or give it back?” what do you think is the case? What do you think Obi is going to 

do with the money? Will he keep it or give it back? ምን የሚያደርግ ይመስላችኋል በገንዘቡ 

ሰውዬው ጠረጴዛው ላይ ነው አስቀምጦት የሄደው፤፤ so what do you think he will do? Will he 

accept that money or will he give it back? What do you think that question? [2s] Yes, will 

he give it back for the man? [1s] or will he take? [1s] Which one? [4s] Just guess it please. 

ገምቱ እስኪ ምን የሚያደርግ ይመስላችኋል በገንዘቡ የተቀመጠውን ገንዘብ ይወስደው ይሆን ወይስ 

ይመልሰው ይሆን ምን ሊሆን ይችላል [3s] 

51. S: he may give back 

52. TA: he may give it back. Yes. It is open that he may give it back as we see here he is a little 

bit ‘ambivalence’ (sic) person as we see here in his feeling so we can think of that he may 

give it back.  

53. TA: The last question two traditional Nigerian items are mentioned here. You know this is a 

Nigerian culture. Chinua Achebe is a Nigerian writer. He is trying to show us the Nigerian 

culture: what is going on there. The Nigerian culture is somewhat related to our cultures. 

Even you can see here what is happening in our country. This kind of problem is there in 

all over the world especially in Africa it is a very difficult problem. Therefore, there are 

two items mentioned here. These are agbada and kola የሚሉ ሁለት አይተሞች አሉ. So what 

is the meaning of these two issues? [1s] 

           When we say agbada it is a traditional long robe worn by rich men. A traditional cloth that 

is worn by rich men. ሃብታም ሰዎች የሚለብሱት የሆነ ልብስ ነው፤፤ በክብር የሚለበስ ማለት 

ነው፤፤  A kola is traditionally give as ‘a gifts’ (sic). Kola is something in that traditionally 

gift for those of rich or honored people Nigerians give what they call it kola. It is a kind of 

traditional gift.  
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54. TA: So this is all about this reading. Next time we will talk about the other sections the other 

parts of the reading there again after having language focus: changing the subject. This is 

enough for today. If you have any question regarding to this one, it is possible to ask. Any 

question. [.5s] 

           You are expected to read the poem yourself which says “Building the Nation” (which was 

provided in the textbook ahead of the novel extract of today’s teaching reading text). Read 

this poem yourself and so that if you have any question anything, we can do it together 

later. Yes, any question? [17s] 

55. Ss: (silent) 

56. TA: ok see you later.  

 

 

 

 

O1-TB 

Pre-readingof the lesson 

1. TB: good morning class, how are? 

2. Ss: good morning. 

3. TB: ok. Let me back you on page 18. Reading. Remember the past time of listening text. 

Remember about African union. Before that, now pre questions follow before you read. 

now then in the while reading some words will be given by me. Then at the end at the post 

reading you will be asked some comprehension questions. So remember your past time 

listening text about African union it gives information about the African union. The African 

organization unity was established so use skimming and scanning. Answer these questions 

before reading (The teacher wrote pre-readingquestions on the whiteboard) 

6) What does OAU stand for? 

7) When was the OAU founded? 

8) Where was it launched? 

9) At which submit was AU launched? 

10) What does these abbreviations stand for PAD, NEPAD, ECOSOCC, AU, OAU 
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Have you been on page 18? Good. Before you just start the reading text, remember the 

listening text is about past time last time then answer these questions first then I will leave 

you some minutes to read. While you are reading some vocabularies will be searched at 

the end you will be asked some comprhensional (sic) questions. So what does OAU stand 

for? Class take a minute and think of. When was the OAU founded? Where was it 

launched? At which submit, remember, was the AU not OAU? They have been two 

submission (sic). Remember the first 1963 then 2002 at Durban forum for freedom. 

Remember the listening text. So what do these abbreviation (sic) stand for? PAD, NEPAD, 

ECOSOCC, AU, OAU.  

Who can answer? Abdulaziz, I invite you to say something. What does OAU stand for? It 

is a comprehension question may be from your brain storming.  

Don’t worry about it. You may just scan or skim it. Scan for the general view of the text to 

find specific. Skimming in order to get some important or general idea of the text. 

Abdulaziz can you try? [3s] say something [3s] 

4. S: Organization of African Union  

5. TB: good. yeah. Of African Union.  

When was the OAU founded? Elisa [2] 

6. S: (unheard) 

7. TB: in 19…[1s] 

8. S: 1960 

9. TB: 1960. After 1960 elites of at that time like Kwame Nkrumah and Semain Benin countries 

later in 1960 launched. Good.  

10. TB: Debrie. Where was it launched for the first time?  [2s] where? [2s]  

11. S: Addis ababa  

12. TB: Eleni [1s] 

13. S: Addis Ababa 

14. TB: in Addis Ababa hosted by Emperor Haile Selassie. Good.  

15. TB: Ok. At which summit was OAU get? (sic) [1s]  

At the second summit. 

 Where? [6s] 

16. S: South Africa 
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17. TB: South Africa, Durban at that time by Gadhafi. Thank you very much.  

18. TB: What does this abbreviation stand for? Before you reading. ከማንበባችሁ በፊት. PAP [7s] 

19. S: Pan African Parliament 

20. TB: Pan African Parliament.  

NEPAD. [2s] NEPAD [1s] Seble. [3s] NEPAD [1s] Eleni [2s]  Abel [4s]  Eman. [2s]  

21. Ss: (silent)  

22. TB: Ok, ECOSOCC. [3s] Etisa [3s] 

23. S: silent 

24. TB: Ok  AU. [2s] African [2s]… 

25. Ss: union 

26. TB: ok  

27. TB: OAU [1s] 

28. Ss: Organization of African Union 

29. TB. Thank you very much.  

30. TB: Let’s go directly to reading for ten minutes.  

Skimming አድረጉ. Read it and go back to page 315 and read it. While you are reading 

[skimming] have some vocabulary which are taken from the passage and we will talk 

later at the end.   

             (While students read the text, the teacher wrote the following vocabulary and 

comprehension questions on the board.)  

            Vocabulary  

            Head of state, troops, dispute, lack, summit, organ, integrated, inspire, launch, head   

quarter, confrontation 

            Post reading activities  

1. Why was AU founded? Reason for founding  

2. Great achievement of the AU 

3. Works of the organs of the AU 

Read the listening text on page 315 and refer it on page 18. Both texts developed to boost 

up your information about the African Union.  

Ok time is up. Time of skimming. Later we will scan again. 
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I hope that you have got or got all the answer what you have just been asked in pre-

readingquestions. Alright? Thank you very much. Come on students, before you go directly 

to the post reading questions or comprehension, think of this vocabulary and take some 

five or three minutes scan again. You skimmed already for the general idea or information 

of the text about the African union.  

Now scan and look it now the vocabulary then you will guess. Take for that three or five 

minutes. ቮካቡላሪዎችን እያያችሁ think of now. Think out this vocabulary. Think. Guess the 

whole vocabulary and put into your exercise book. Remember the meaning of each word 

or guess it by scanning. Don’t go further. reading simply run on the reading text and guess 

the meaning of these words on the board. Simply contextualize.  

31. TB: Time is up. Thank you very much. It is a very beautiful reading time. 

Let’s scan students to the activity directly. I hope that as you read both texts on page 18 

and page 315 as I said that both texts develop to boost up your information about the 

African union. I guess that you have got many things about this vocabulary to guess easily. 

I hope that as you answer means vocabularies.  

 Before that [doing the vocabulary activity], let’s finish where we stop on pre reading. I 

think the rest were already answered. Let’s concentrate the first three now. What do these 

abbreviation stand for? Pan African Parliament, NEPAD. Look it please. These are the 

organs by the way. Within the organization these are organs. We just participate. Among 

the organs, organization, different organs carry out different activities. NEPAD was 

development of Africa by African. ECOSOCC refers or stands for responsibilities for 

social economy or culture of what? [.5s] Africa. 

AU the present now. African… [1s] 

32. Ss: Union  

33. TB: union or unity?  [1s]  

34. Ss: union.  

35. TB: Uhh Be sure please. Asserted [1s] Entisa [2s]   

36. S: union 

37. TB: union.  

38. TB: OAU. [2s] Eleni. [2s] 

39. S: Organization of African Union  
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40. TB: Organization of African Union or Unity? [.5s]  

41. Ss: unity  

42. TB: unity. After Kwame Nkrumah Jammu Kenyatta elites of the time were inspired the (sic)   

independent Africa launched here in Addis Ababa, the house of Emperor Hailesilasie 

1963. OAU the first submission was held here. Then after, Mohamed Gadhafi the Libyan 

forwarded new idea for further work of the OAU that directly changed into AU. 

Strengthening of Africans among the independence.  

43. TB: There are questions. These are vocabularies. All these vocabularies address or inculcated 

in the text. So guess it now. Definitions of words. Head of state. Look when you read, the 

head of state submit specially yearly in the capital cities. The head of state came together. 

So what does it mean? [.5s] Troops specially one of the organ that is key PSC peace and 

security. So, sent troops where? [.5s] to keep the peace in conflict areas: to seek the spirit. 

Sometimes among the Africans one of the benefits of founding African union is avoiding 

the dispute. Sometimes the dispute happens between African states.  Lack. So what was 

lack? [.5s] Submit. Two submissions we were held (sic). The first submit here in Addis 

Ababa then the second at Durban. Organ. What does it mean? [.5s] Integrated. So why 

was OAU highly needed for the integration of Africa. Inspired. Kwame Nkrumah and 

other individuals including Emperor Hailesilassie inspired the submission to 

independency. Countries to come together. Launch. For the first time OAU was launched 

in here.  

             So what does it mean? [.5s] The head of quarter. Head of state mean class [3s] 

44. S: leaders of the countries. 

45. TB: leaders of the countries. That is nice.  

46. TB: Two. (For the question what does troop mean?) [.5s]  

Soldier. write by the way. (Telling orally: s-o-l-d-i-e-r).  

47. TB: Dispute. Sometimes especially in the text it says Morocco and Western Sahara. Morocco 

did not accept or give recognition for the Western Sahara at the new independence plus 

being as member. TB: Dispute mean [2s] 

48. Ss: disagreement 

49. TB: disagreement. Serious argument. Right.  

50. TB: Lack. [1s]  
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51. S: shortage  

52. TB: shortage. ok. Lack of economy is one of the problem (sic) of AU right? Because of this 

the OAU within the organization set another organs. That may be fund raising. African 

central bank to alleviate may be its lack of economy. Alright? Lack of human power may 

be the development of Africa by Africans elites educated to western then telling back to 

Africa. Lack. Insufficient or shortage. Insufficient or where there is no enough of 

something.  

53. TB: Summit. What kind of meeting? [1s]  

54. S: leaders 

55. TB: leaders. ok. Between the leaders. Good.  

56. TB: Organs. [1s] 

57. S: OAU 

58. TB: OAU 

 the big organization, the present one, has many organs. Among these organs one PAC, 

NEPAD, ECOSOCC, OAU, PSC. These are considered as organs.  Organs mean [1s] 

59. S: parts 

60. TB: parts.  

61. TB: Integrate. [.5s] It is by the way integrated takes as adjective as past participle form 

‘integrated’ ብሎ ሲያመጣው እሽ as past participle and simple past and the noun integration.  

62. TB: Inspire[1s]  

63. S: motivate 

64. TB: motivate. Encourage.  

65. TB: Ok. Launch. [2s] 

66. S: begin  

67. TB: yeah specially for important things. Begin or start ለምን አይነት ነገር or something 

important. So the OAU launched (unheard).  

68. TB: Head quarter [1s] 

69. S: main office    

70. TB: So head quarter of OAU is situated here in Addis Ababa. So head quarter means main 

office.  

71. TB: Conformation.[.5s] More the same with speaking. Alright? Findings. Thank you students. 
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72. TB: አሁን ስካን ነው የምታደርጉት፤፤ አሁን ስካን አድርጋችሁ እነኝን post reading questions 

ትመልሳላችሁ፤፤ Why was AU found, Great achievement of the AU since it has set as 

organization and works on Africans. There are many achievements. Works on the organs 

among the organizatins. አሁን ቲንክ አድርጉ፤፤ ስካን አድርጉ.  

I think ሶስት ወይም አምስት ደቂቃ ይበቃችኋል እነኝን ለመስራት፤፤   

 

Post reading of the lesson 

73. TB: Time is up. These are directly comprhensional (sic) questions. It requires your skill of 

reading and comprehension. The questions examine you how far or how you deeply read 

and understand or have understood. It requires your skills of reading and understanding.   

Why was AU founded or reasons for founding. The reason. Let me remind you one thing. 

Why Kwame Nkrumah why those guys were inspired or wanted to establish this 

organization because Africans were under the colorizations of Europeans. Now to come 

out, (unheard), break through, break out that chain of colony these people set this idea. So 

the reason is what? [3s] Eleni [3s] then Abel then Debrie then Seble then Nohamin, Selam, 

Yishak. Think of.  Ok Eleni[4s] 

74. S: good governance among the Africans 

75. TB: good governance among the African …..  

Ok. Uhh  

76. S: (unheard) 

77. TB: what? ምን?  

78. S: to alleviate  

79. TB: ok to alleviate.  

Ok.  

80. S: እና ደግሞ…. achieve international recognition  

81. TB: Good. Achieve international recognition. Ok. Achieve international recognition. Really 

well done.  

Abdulaziz [3s] 

82. S: to have strong partnership with European Union  
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83. TB: European Union. This organization promotes Africans entirely in the world. Entirely when 

we say the organization has still worked (sic) by Africans out of the African continent.  

Another.[4s] 

84. S: unheard 

85. TB: good.  

86. S: they are the voice of Africa 

87. TB: thank you very much the voice of Africa uhh democratically elected within parliament 

representative of the countries.  

ok 

88. S: using the idea of Africa by Africans 

89. TB: good Africa by Africans. good  

Ok  

90. S: and the organs work on social and cultural ideas 

91. TB: good. The organs.  

Ok ለማን ነበር ሌላ [5s] 

92. S: wok in the system of pan Africanism  

93. TB: when we say pan African parliament there is some point (sic) in the text. Parliamentary 

election is a process so head of the AU must be elected as parliamentary system. That is 

democratically African states do this still. So PAD when we say not only the abbreviation 

it tells what it does it do or it work  የሚለውንም ነው፡፡ Ok anyway thank you very much. 

The AU presents the reasons why it presents the united African to the world. Thank you. 

By the way observer (unheard) status at the UN, United Nations, recognition because 

Africa stand (sic) together, at that time stood together, fight or combat the European and 

get back to their homeland because of the organization. This became stronger and 

stronger.  

94. TB: Another, the structure of the OAU directly changed as AU. [.5s] 

 The AU structure is completely different from the OAU. And it works even now. OAU 

had not organization after AU was launched in South Africa, this organization is 

incorporated. So each department has its own work to carry out. As you said part, the 

parliamentary system, democratically elected. Now Missa Mohamed Fakir the present 
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OAU leader or the chairman directly elected by another (unheard) the goals of AU gives 

hope to Africa. Africans proud as being Africans, it is the reason.  

Another things works (sic) for African parliamentary system [.5s] 

It is ECOSOCC commission. A commission successful that AU works may be to avoid 

this (unheard). Peace and security sends soldiers to places where there is instability. And 

this is all about. Thank you very much.  

 

O2-TB 

Pre-readingof the lesson  

1. TB: take out your textbook on page… Oweka learns a lesson. This is a reading passage. What 

we do now in this reading passage or on this lesson on page 44. Oweka learns a lesson.  

Oweka is a person from Ghana so the passage is directly extracted from Ghanaian novel 

writers.  

2. TB: It tells about family trend of may be Ghana. So the lesson is beautiful.   

3. TB: After reading you will be asked some comprehensional (sic) questions. But while you are 

reading, I the teacher will write some vocabulary. Even while you are reading simply 

take some new words which face you may be difficulty in order not to understand on the 

scrap paper. So in your exercise book later you may be just I will allow you may be to 

read scanning for or skimming for. Scanning for simply to may be gather capture or grab 

some specific information. Skimming for may be to grasp the deeply or may be not 

specific the general idea of the reading. right? So class everybody of you take out on page 

44. Try to see Oweka learns while I write the topic on the board. Pre-readingquestions is 

(sic) nothing. On pre-readingquestion I don’t want ask you any question because of the 

time.  

4. TB: So look students useful pre-readingthe question is nothing for the time being. Simply skim 

it for ten minutes this little passage now. The latter (sic) after you will be asked is 

skimming then you will scan for the second time. Go ahead.  

(While students were reading the passage, the teacher wrote the following vocabulary on 

the board. Grew up, privilege, scratch, meager, get up, comfort, keen, give up, endear, 

startle, pupils, merriment, embarrass, look after, inspect) 
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Be serious when you are reading. Focus on new vocabularies what I have already written 

on the board because you will be asked the meaning contextualize. Yes the minute is left.. 

Post reading of the lesson 

5. TB: Ok time is up. After I am saying something may be you will scan again. Before you will 

be asked the comprehensional questions that are taken from the passage. What have you 

understood from the passage students? [.5s]  

Let me say something before that. Oweka is a person who lives in Ghana according to the 

writer. I told you this is directly taken from the Ghanaian novel writers. So what kind of 

person is he, Oweka? Oweka is a farmer who lives in Big Ghana. Oweka has less emphasis 

on education. Especially before he has got Maria he has two male children. Since he has 

no focus on education, he doesn’t like sending the children to school. Always he desire 

(sic) they stay at home and may be just work (unheard) by milking, collecting firewood 

from the bush and so on working on fire. But Maria, the second wife of Oweka,  (sic, she 

was his daughter from his second wife) has special focus based on education. So Maria 

has a daughter her name (?) so she wants to educate her daughter but she hasn’t (?) though 

she hasn’t longer may be or enough money but she decided or has decided to send her 

child or daughter to school. Then she did or has made one thing. Agreement the man who 

is near by her. The shopkeeper alright? So that agreement collecting firewood from the 

bush and give him then the guy gives her money. Then she pays this. And later this may 

be what the text tells us now.  

            While you are answering the comprhensional questions you will scan again. Let me ask 

you one by one. Comprhensional question.  

6. TB: Question number one. Choose the best option it says. So as his children grew up, Oweka 

wanted to educate uhh everybody look it now. You can scan now. All his children? B) 

the children of his first wife? C) three of the children of his second wife. D) the boys of 

his first and second wives. [3s] comprehensional (sic) question. uhh Nathanael [1s] 

7. S: c 

8. TB: c. exactly. Really. Three of the children of his second wife.  

9. TB: Ok. Maria’s mother ____________ (blank). You can scan now. Run on the passage and     

find. may be. [3s]  

10. S: c 
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11. TB: c. It says  

12. S: Maria’s mother wanted to educate her only child 

13. TB: exactly or fantastic. Maria’s mother wanted to educate her only child.  

14. TB: The third question. who answer (sic) it? [2s] Maria’s mother raised money to pay school 

fees school payment for the whole year [.5s] 

15. Ss: c/d 

16. TB: think of.  

yes Bitania [1s] 

17. S4: c 

18. TB: any other [1s] 

19. Ss: d 

20. TB: Let me give you some minute to think of. Scan it now. [9s] 

21. Ss: silent 

22. TB: Maria’s mother, ‘Maria is the mother of the daughter’ (sic, Maria is the daughter of the 

mother), raised money to pay schools fee for the whole year by doing what a) by digging 

every morning. Was it the agreement? [.5s] No. b) by working at the nearby trading 

center. Was the agreement? [.5s] No. by carrying firewood for six months. [.5s] That was 

the agreement which was made. But the answer is d by the way. The answer is by selling 

firewood. What she told for herself to teach or educate the daughter. The answer is d. 

thank you very match.  

23. TB: Oweka believed that… think of.  

Nathanael. Scan it for a minute. [6s] 

24. S: d 

25. TB: It says Oweka believed that…. then tell me. Like Geography or history don’t say by the 

way. I told you vehemently in order not to say or calling in English period. Simply tell me 

the answer with calling the letter is not right. Ok? so Nathanael  

26. S:  at first that Maria should not be educated, but changed his mind 

27. TB: yeah that is the answer. D. Oweka believed at first that Maria should not be educated, but 

changed his mind later.  

28. TB: Maria’s teachers schools teacher believed.. Maria’s teacher by the way Maria has   been 

thought by affording or suffering of her mother especially caring wood. ok. [.5s]  
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29. Ss: a. c 

30. TB: Yoseph. [2s] 

31. S: d 

32. TB: Leul [3s]  

33. S: c 

34. TB: Bitania. Can you? [.5s] 

35. S: c 

36. TB: Maria’s teachers…you can see this line twenty all of her teachers liked her very much 

(alternative letter a).  

37. TB: Number six. The last one. Maria’s half-brothers….. Half-brothers means two brothers 

from another man (sic) I told you earlier. So Oweka had two children or two sons before 

Maria’s mother. Ok [5s]  

38. Ss: b/c 

39. TB: Maria’s half-brothers liked schools very much. Did they?  [3s]  

40. S: no 

41. TB: became teachers of primary one? [.5s]  

42. S: yes 

43. TB: እንዴ (laughter)  

44. TB: Developed beards at a young age? [.5s]  

when Maria jump (sic) or simply just pass (sic) grade to grade still they look rootly (sic) 

a class or may be a lower elementary class until they (unheard). C developed beards at 

young age or repeated the same class many times [D]. That is the answer. Repeating the 

same class many times. Thank you. This is the answer.  

45. TB: Come on students you can scan again now try to guess the words by the way I have said 

would (unheard) vocabulary in general. Some of these words are phrasal verbs. Some of 

the words are adjective, some are verbs, others simply are nouns. Simply by reading again 

using scanning for try to guess this vocabulary. Have these words in your scrap paper or 

exercise book. Then while you are being asked, try to simply guess or scan. By scanning 

contextualize now. The first word has taken. As you grew up you may learn many kinds 

of things. So contextualize now. The meaning of grow up mean (sic) what does it mean? 

Become… uhh [3s]  
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46. S: Increase 

47. TB: increase (low tone). Ok. may be just simply. Be logical. Of course increasing another 

things. Childrens (sic) grow up become adults. Maturity or mature (sic) or progress 

physically develop.  

48. TB: Another privilege. This word is taken from the fourth or the third line.  (the teacher read 

the sentence out, it was not their privilege to learn.) He refuse (sic) sending them to school 

so they don’t have this right chance. So privileged means. What does it mean? [1s]   

49. S: right 

50. TB: yeah learning right.  

 Any other. እየሞከራችሁ:: ሁላችሁም ሞክሩ:: [2s] 

Advantage. ጻፉ take this one. Advantage. Prerogative. Privilege means prerogative.  

Advantage. Or persecute. Persecute means giving chance or right.  

51. TB: Ok Comfort. (the teacher read aloud). Comfort mean (sic). the meaning of comfort means. 

[4s] 

52. Ss: silent  

53. TB: Comfort. When we say something “comfortable”. What does it mean? Comfort. [.5s] Is 

comfortable for the life of Oweka and Maria’s mother? [.5s] No by the way. It is so simple to 

see. The word comfort. What does it mean? [1s] Being what [.5s] 

54. S: suitable.  

55. TB. Suitable. Suitable condition. Yeah. By the way comfortable is preceded in this one talking 

about all. It implies the situation. Right? Convenient. Suitable situation.  

56. TB: (The teacher read some lines from the texts) because she wanted to send her daughter to 

school. Scratching everywhere to get how the money was made orally. እንዴት እንደሚሰራ 

ወይም እንዴት እንደሚገኝ scratching means in this context what does it mean? [.5s]  

Digging. The other meaning of scratching is injuring your body just by your nail. 

scratching ሊሆን ይችላል but not now. In this context according to the context of the 

reading passage scratching means to dig, use her effort as much as she can. Working day 

and night. በኮንቴክስቱ መሰረት ከሆነ ካለበለዚያ ግን ቃል በቃል ከሆነ rubbing physically his 

body. Rubbing using materials or nails ሊሆን ይችላል፤፤  

57. TB: Another meaning of ‘Keen’. (The teacher read aloud).   
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Meager price. Mind you. She collects the firewood from the forest from the bush but she 

made an agreement to bring to the firewood with meager price. With meager price […] is 

not enough […] is not compatible. What she did what she gain (sic) nothing. So meager 

means [2s] 

58. S: unfair  

59. TB: unfair. Cost ሊሆን ይችላል good.  

Any other [1s] 

Scanty. Partly. Scanty በጣም small ማለት ነው፤፤ የወረደ፤፤ unfair. Scanty or little money.  

60. TB: (The teacher read aloud). Got up. Get up. Phrasal verb ነው፤፤ መፅሃፉ የሚለው got up ነው 

get up ብየዋለሁ፤፤ get up early morning because to fulfill that. ok [3s] Get up. Yoseph 

[2s]  

61. S: get ready 

62. TB: get ready.  

63. S: (unheard) 

64. TB: what  

65. S: (unheard) 

66. TB wake up. Yeah. Waking up. Raised. 

67. TB: ቀጥሉ ተሎ ተሎ እንበል፤፤ keen. Have you got the word keen. አገኛችሁት? (The teacher read 

aloud) Oweka gave up አልቻለም፤፤ gate up አረገ after long time of confrontation with his 

wife to stop collecting and selling fire wood then later he give up (sic) uhh [2s] so give up 

means 

68. S: (unheard) 

69. TB: what  

70. S: lose  

71. TB: lose. Exhausted. Abandoned. Left. ተዋት ማለት ነው፤፤ 

72. TB: (the teacher read aloud).  

Keen. She showed. Keen. [.5s] 

Very good interest towards or in terms of learning.  

73.TB: Endeared, the next word. (loud reading). Endeared. Dear. Endeared. Have you got the 

word endeared? [.5s] 
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Attractive. Loveable. እሷ፤፤ class ውስጥ፤፤ endeared. Attractive. Loveable for all her 

teachers. Everybody likes her ለዚህ ነው ቅድም Maria’s teachers like her very much. 

endeared. So she is loveable to her teachers.  

74. TB: Ok. Another. Startled. Go ahead now line 25. Startled [.5s]  

Means sudden action. While you are going along the dam, if the dog suddenly comes to 

you he shows you sudden action may be frightening. ድንገተኛ መደንገጥ ሊሆን ይችላል፤፤ 

መፍራት ሊሆን ይችላል፤፤  startled ይባላል፤፤ that is sudden action. We don’t know. 

Unconsciously what you do. May be bad or good. Surprised ልትሆኑም ትችላላችሁ፤፤ or if 

something is frightened you (sic), unconsciously what you show an action what you do is 

ምን ይባላል  startled ይባላል. So Maria did that.  

75. TB: Then the last one. Merriment.[.5s]  

Laughter. Genuine. After having this all exhausted (sic), Oweka and Maria’s family reach 

on merriment. Merry Christmas ከሚለው የመጣ ነው፤፤ ናውን ነው፤፤ it is noun by the way. 

Merriment. Enjoyable. Being pleased. Enjoyment. Or joyful.  

76. TB: The last word not the last embarrassed. Maria’s mother was embarrassed. [.5s] 

Off course yeah. Maria’s father later become (sic) embarrassed by what he did in the past. 

He did not recognize. He did not realize. He did not give focus or emphasis for education. 

So he does not simply harmonize with the technology science. At the beginning Maria’s 

mother was embarrassed. Later, he was embarrassed. እሱም አፍሯል፤፤ being ashamedful 

(sic). ፃፉ፤፤ ወይም መርበትበት ሊሆን ይችላል፤፤ or if something makes you confused ስትሆኑ 

ሊሆን ይችላል፤፤  

77. TB: Ok. Look after. Oweka at the beginning he wanted them he wanted his children to look 

after (sic) the cow, to look after goats, to heed cattles (sic) head to grazing land. That was 

his ambition. But he didn’t success. Later he simply won by Maria’s mother. He believed 

that what Maria’s mother did or has done. Then later he embarrassed. He gave back. He 

raised (sic) yet. Earlier ነቅቷል አይደል? Look after phrasal verb ነው፤፤ look after ምን ማለት 

ነው? What does it mean? Look after the baby: look after the cow. Nurses in hospital look 

after patients. What does it mean? [2s] 

78. S: take care  
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79. TB: take care. Yeah. Or taking care. Or may be to have special out ሉክም ሊሆን ይችላል፤፤  

80. TB: The last word, inspector. (read aloud). Later Maria’s teachers came to check. He was 

milking by the way while her teachers coming to Maria’s or his house. Oweka was 

milking. So the case why they went there or have gone there may be to inspect in what 

condition Maria is because she was loveable: she was attractive, and she is really amongst 

top five ነች፤፤ so they decide to go to observe her. Where does she live? In what condition 

is she ለማለት መጡ፤፤ inspector ማለት ምን ማለት ነው እስኪ? To inspect ነው፤፤ the verb is 

inspect. The teachers for the time being consider themselves as inspector (sic). What does 

inspector mean? [.5s] 

Investigator. Observer. They came to hers (sic) home to inspect to observe what condition 

(sic) she lives now.  

81. TB: Ok students this is all about comprhensional (sic) questions and vocabulary that are taken 

from the passage in general. Thank you very much having with me for a single period 

reading comprehension and answering. Thank you very much at all. 

 

O1-TC 

Pre-reading of the lesson 

1. TC: last time we wrote on a topic a childhood memory. Isn’t it?  

Now today we will see the new topic concerning childhood memory. It is reading. open 

your textbook on page sixteen childhood memory. Before you start childhood memory 

reading what do you remember when you were child? [2s] 

Think for some minutes what you remember when you were child and then I will give you 

time you will tell me one by one. Take time and think what you remember when you were 

child. It can be when you were in primary school, when you were in high school when you 

were in kindergarten or what you remember when you live with your parents. Something 

that you used to do in the past but now you do not do ‘it different kinds of things’ (sic). It 

can be going to church or mosque different kinds of activities what do you remember. 

Think something take time and then you will tell think something that you remember your 

childhood life. Ok who is volunteer?  [1s] Alright  

2. S: When I was a child I used to {….} 
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3. TC: I used to …… 

4. S: play mud 

5. TC: he used to play mud when he was child very good.  

6. TC: What about you? [.5s] something that comes your mind [2s] because what you are going 

to read has connected with your childhood life. Because you have something information 

about the title childhood memory is not new it is integrated with your life. So you should 

say something. [6s] He used to play mud when he was child. What things you did any 

volunteer? [2s]  From this raw any volunteer [2s]  You do not remember anything when 

you were child? [3s] When you were in primary school or when you were in kindergarten 

you do not remember anything? [1s] It can be something that made you happy in the past 

or that made you sad or that made you embarrassed. I told you the word embarrassed we 

have discussed the meaning of the word embarrassed. So memory can be something that 

makes you happy or sad or it can be embarrassed. It is not only the positive thing it can 

remember also the past things. You can tell you can share your experience. [4s] One word 

or one sentence. Try to say one sentence. [2s] Filimon said one sentence. Similar to 

Filimon, you could say one sentence ok try one sentence that you remember that made you 

happy that made you sad in the past. [4s] Nobody? [2s] what do you remember [2s]  

7. S: When I was a child I was fighting with my Geography teacher 

8. TC: oh. You fought with your geography teacher because of what because of your mistake or 

because of the teacher’s mistake?[1s] 

9. S: no. mine. 

10. TC: your mistake? [.5s]  

11. S: Yeah.  

12. TC: you admitted at that time you should admit you should have admitted your mistake rather 

than fighting you should have admitted your mistake but it was good memory because 

you learnt from that mistake now you became a good student because you have good 

discipline in the classroom. Alright you shouldn’t worry too much. 

13. TC: What we are going to read, [it] is about an account of a child who grew up in western 

country in western part of Africa in Guinea. This is the account or the report that was 

collected that was gathered by this boy. He jot (sic) or wrote down by remembering what 

he did in the past. Then this is his memory.  
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Before you start reading this passage you should know some key words, some 

vocabularies. Now first get the meaning of this words (He wrote the words in sentences 

followed by multiple choices as stated below taken from the field notes) 

At dawn you usually ‘here’ (sic) birds songs. 

a) The beginning of the day                  b) the end of the day 

              X: Who preside over your class activity?           

              Y: Teachers         

                        a) control                                    b) accept 

14. TC: This is / not /daun/. “Down” is this one. What does the word dawn mean according 

to   this sentence. Does it mean the end of the day or the beginning of the day? [.5s] 

15.  S: the beginning of the day 

16.  TC: the beginning of…..[1s] 

17.  S: the day 

18.  TC: the beginning of the day.  

19. TC: Ok. ‘Who preside over your class activity?’ X says. Y respond (sic) ‘teacher’. What does 

it mean preside? [2s] Preside. [1s] Does it mean control or does it mean accept? [3s] In 

the classroom assume that what is the activity of teachers? [2s] the activity of teachers is 

what [1s] Teaching, advising, marking exercise books, managing the class, ruling the 

class, controlling the class. Isn’t it? Therefore preside means what [1s] 

20. S: control 

21. TC: control very good.  

22. TC: Alright (writing sentences: you have a mere 20 minute (sic) to speak. This is a mere 

information. Ignore it) Now look. At first with choice. The second one this part is guessing 

the meanings. Don’t say   it should be /ges/ the right pronunciation is what /ges/ 

not  Now in order to get the meaning understand the rest word and then you can 

guess the meanings of underlined word.  

Let’s say “This is a mere information, ignore it” is that important or unimportant? [2s] Is 

that important or unimportant? [3s] 

23. S: important  

24. TC: If you ignore (with a rising tone underling that the answer was wrong). Is that important 

or unimportant?  [.5s] 
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25. S: unimportant  

26. TC: unimportant (laughter) it is unimportant information because ignore it; have information. 

you have a mere twenty minutes to speak. Mere means what? Small amount. You have 

only how much? Twenty minutes that means mere information or unimportant 

information or it can be …. amount we can say that.  

27. TC: (writing another sentence: He is a strict teacher. He does what he said.    a) serious      b) 

joking       c) funny ) 

What kind of teacher? Strict. The word is adjective. Because you should guess the 

meaning. Let’s say this is “at dawn” when you say “at dawn” at what time so it is time. 

Preside it is what action verb. Mere information. information is noun. This is the adjective 

You should understand when you guess the meanings of words the form of the word. Here 

also there is noun what kind of noun strict teacher? It is adjective and teacher is noun. 

Now strict teacher. Let say a ‘serious’, b ‘joking’, c ‘funny’   what will be? [.5s] 

28. S: serious  

29. TC: serious. When we say a serious teacher, it doesn’t mean when he teaches, that speaks 

angerly (sic) that insults his students. It doesn’t mean. But strict means when we say the 

teacher is strict- that wants students to do what he wants, that makes students to do that 

what he wants let’s in the classroom practice makes change. If he has such kind of belief 

one by one, he will give you a task and he will encourage you and you would perform. 

He doesn’t give any different chance or different privilege special right for other students; 

he will not ignore some students; he will not support other students; he will not encourage 

some students; he will not ignore other students. Strict he performs and he does what he 

has said he shows what he has said. Therefore strict teacher, serious, he does what he 

wants to do.  

30. TC: Alright. The other one is “It is not allowed to cast your gaze upon a guest. Look only what 

you should”. The right pronunciation is /gest/ not  Cast your gaze a) ‘discuss’, b) 

‘look at’ c) ‘ask’ what will be? [3s] It is not allowed to cast your gaze upon a guest. Look 

only what you should (With a high tone). Therefore what will be? [.5] 

31. S: ask 

32. TC: look only (in a tone of anger). እንዴ. look only what you should (in a high tone)  [.5]  
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33. S: look at 

34. TC: look at. In other way the meaning has been stated in the given sentence so look at it is not 

allowed to cast your gaze the other one is in English gaze means to look at something 

fixedly when you look at something fixedly without changing your view simply you look 

at something fixedly without changing the direction that is what gaze therefore it is not 

allowed to cast your gaze upon a guest look only what you should now we have a guest 

in this classroom that means you should not look at the guest fixedly but what should you 

look at your attention should be to what the whiteboard isn’t it? [.5s] your attention should 

be towards the whiteboard. 

35. TC: Aright jabber (wrote a sentence: Don’t jabber when you eat. Hiccup can happen.) 

Don’t jabber when you eat. Don’t plus a verb. Don’t jabber when you eat. Hiccup can 

happen. Hiccup when we say sometimes when we eat food pieces of broken food can pass 

towards our lung and then we cough continuously (showing by coughing) therefore when 

you? at what time? When you eat. when you talk. how you talk? When you talk too 

quickly. Jabber when you say probably you are too happy and because of your happiness 

when you eat you talk and you talk about your happiness and then without knowing some 

drop of food can pass towards your lung and then what can happen what can occur? 

Hiccup. Hiccup can occur Therefore  don’t jabber means don’t talk what? too…? [.5s] 

36. Ss: quickly 

37. TC: don’t talk quickly.  

Now the rest is there are the rest words (sic) but now in order to save our time let me ask 

you all of you read only the first paragraph silently then what does the first paragraph talk 

about under this passage there is what? Some sentences. The first paragraph does it talk 

about rules of behavior? other meals of the day?, what happened first thing in the morning? 

The food that was eaten, what happened at the end of the meal? His mother’s role at the 

meal? What does it talk about? the first paragraph.  

38. TC: Because now the vocabularies are clear you don’t face any problem you don’t encounter 

any problem. now you can understand the concept of the first paragraph then you will tell 

me the first paragraph talks about or roles of the mother or rules of behavior or what 

happened the first thing in the morning or other meals of the day. Read only the first 

paragraph. Then we will continue our discussion. First paragraph only.  
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You should have textbook individually. I have told you again and again sharing of textbook 

during COVID is not allowed. It is not allowed. You ‘don’t encourage’ (sic). Textbook has 

been given individually all of you have English textbook. You should use it. Don’t take 

your textbook at home (sic). Read and tell me. Silent reading. Only send your eyes side to 

side and tell me what does it talk about. It is only three lines.  

Post reading of the lesson 

39. TC: Ok. what will be what does it talk about the first paragraph that is the topic sentence of 

this paragraph is what? What it talks about? What does the first paragraph talk about? Who 

can answer? From the given choice does it talk about rules of behavior? Or does it talk 

about her meals of the day? Does it talk about what happened the first thing in the morning? 

Does it talk about the food that was eaten? Does it talk about What happened at the end of 

the meal? Does it talk about His mother’s role at the meal? Which one? [1s] 

40. Ss: (not heard) 

41. TC: you shouldn’t answer at a time. Individually. Alright [.5s] 

42. S: what happed the first thing in the morning 

43. TC: very good what happened the first thing in the morning. That was the right answer.  

44. TC: The second paragraph. Go on now. The second paragraph similar to that. 

But let me ask you one question. In the first paragraph there is a word ‘apprentice’ (wrote 

a sentence: many apprentices want to develop their skill a) trainee     b) training      c) 

trainer   d) none Who wants to develop their skill? Apprentices. Apprentices means what? 

trainee, or training, or trainer what will be?[2s] 

45. S: trainer    

46. TC: trainer.  ‘Trainer’ the person that trains. ‘Trainee’ the person that takes training. Which 

one is the answer? [3s] 

47. S: trainee  

48. TC: trainee. Apprentices means trainee the person that takes training. They want to develop 

their skill before you graduate upper you join university upper you spent three, four or 

five years you will have chance to develop your skill what you have when you stay in 

university the skill that have been in your mind in order to develop such kind of skill you 

should go towards what? different government offices or factories or industries at that 
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time you are what trainee you are what apprentices. Therefore the trainee when he spends 

three or four months or five months his aim is what? To develop his skill.  

49. TC: Alright second paragraph. In second paragraph you learnt three words presided, mere, and 

strict. These words you could find in the paragraph. Second paragraph. Again. Read the 

paragraph and what does it talk about. 

So what will be the answer? [3s] 

50. S: His mother role  

51. TC: very good. His mother role because we observe different kinds of activities of the mother 

what things she performs what ‘activities was’ (sic) performed by his mother. Therefore, 

the second paragraph talks about role of the mother at the meal. It is right.  

52. TC: Now as you know we have second period አይደለ? We have second period. We have two 

paragraph (sic), two paragraph (sic) is left. ሁለት ቀርቶናል አይደል?  

53. Ss: አወ 

54. TC፡ አ….ወ (confirming the response) according to our time before we conclude today program 

whether you are with me or not I want to check your understanding of this vocabulary 

simply jot down the answers on a piece of paper then you will exchange the paper and 

mark you friends answer. Alright? Whether you are with me or not in order to check, try 

to answer this question it is matching. Aright jot down only the answer. Don’t write the 

question. Jot down the answer. Only the answer. I am saying only the answer. Write only 

the answer and exchange your exercise book and then your friend will mark your answer. 

(Read the words on the board:  jabber, gaze, apprentice, ……….) how many there are 

seven, under column A six and under column B seven. The number should not be equal 

during matching 

55. S: ይሄው ቲቸር 

56. TC፡ have you answered.  

57. S: yeah 

58. TC: alright. Filimon have you answered? Exchange. Only answer. I say only answer don’t 

copy the question (to a student refusing to exchange her answer paper he laughed and said 

“you are poor. If you are poor you can mark. If you are not, take time and keep my answer  

then you can mark if you are sure mark it. Don’t worry.  
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59. TC: Ok let’s see the answer who can answer number one.[4s] 

60. S: b 

61. TC. Number one is b speaking quickly  

62. TC: and number two who can answer it? [.5s] 

63. S: f 

64. TC f to look at fixedly  

65. TC: number three apprentice [.5s] 

66. S: d 

67. TC: d training  

68. TC: preside  [.5s] 

69. Ss: supervise 

70. TC: preside supervise. 

71. TC: Strict [.5s] 

72. Ss: c 

73. TC: dawn [.5s] 

74. S: accepting 

75. TC: accepting? (with a tone of declining the response) dawn? Beginning of…[.5s] 

76. S: day.  

77. TC: Beginning of day. Mark and back the exercise book. Mark and back. (knocking the 

whiteboard) silent. 

78. TC: Now the aim of this passage is what? Who can tell? What is the aim when you read 

childhood memory? When you read and talk about each paragraph. This paragraph talks 

this one, this paragraph talks this one that means topic sentence and supporting sentences. 

Topic sentence when we say the general idea of a paragraph. Supporting sentences the 

detailed information. What happened under this title?  

The aim of this passage who can tell me the aim of this passage? [.5s] What did you learn? 

[.5s] What things makes (sic) you remember this passage? [1s] What things?  [3s] When 

you read, what things come in your mind because this is not new? It is integrated with your 

life your childhood life. It is not new like the (unheard). Now you read something and you 

have something in your mind and what makes you remember? [2s] እስኪ what makes you 

remember? (pointing to a student) [8s] 
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79. S: silent  

80. TC: when you read this, it is about West African boy when he was child at that time remember 

he jot (sic) down or he wrote down What things can appear in your mind and what have 

you learnt from this text? [4s] What have you learnt? [4s] 

81. Ss silent 

82. TC: When you read this what have you learnt? One you learn some vocabulary some new 

words Isn’t it? [1s] 

83. S: yeah 

84. TC: In addition to that you can speak about your own childhood memory like this boy [man]. 

Isn’t it? እንዴ You have to say something. እስቲ What have you learnt from this passage? 

[6s] 

85. S: family role is important for childhood.   

86. TC: very good family role is important for childhood. Very good.  

87. TC: Like her, who can tell me? [2s] Family role is important during childhood because in order 

to be a good student in order to have better life to have good character family plays great 

role. It is true.  

88. TC: እስቲ What else እስቲ የመጣልሽን ሞክሪ አይዞሽ የልጅነት ትውስታ ምንም የለም ትውስታ  

memory ምንም  የሚፈጥርብሽ የለም የሚያሳዝንም የሚያስደስትም የሚጎረብጥም it doesn’t 

have anything? [4s]  

89. S: silent  

90. TC: ok you shouldn’t worry as such. The second period we will see the rest exercise and have 

a good time have a good lunch.  

 

O2-TC 

Pre-readingof the lesson  

1. TC: (wrote key words of the text on the whiteboard) now before you read the rest paragraphs 

you should know some new vocabularies because when you read you can understand the 

concept of each paragraph without problem to do that you should have clear understanding of 

these vocabularies in order to use our time wisely let us use different techniques let us take 

three words (frowned upon, reprimand and rebuke) their meaning is close nearly close 

integrated they are closely related the meaning is very close.  
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Therefore, let us see these three words let us say ‘a student perform’ (sic) something that 

is not acceptable in the classroom. Then without speaking I may warn him by facial 

expressions. Let us say (showing his frowned face for students) because he is doing 

something wrong I may warn him by facial expression when we frown that means when 

we bring our forehead skin together in order to show that the ‘person warn’ (sic) what he 

is doing is unacceptable. Therefore it is not only by speaking simply (showing his frowned 

face for students) for he doing something wrong. Then I start teaching this warning and 

(inaudible) what you are doing is not acceptable disapproving therefore I frown upon her I 

frown upon him I frown upon somebody. The other one is again he continues disturbing in 

the classroom or doing something that is not acceptable in the classroom then at this time 

it is not frowning upon him or her. Officially frankly in front of the students stop what you 

are doing listen to me now because what he is doing is not right. So now by speaking I told 

him not to do what he is doing now it is not acceptable. Therefore I reprimand means the 

teacher reprimand (sic) means that the teacher told that boy what he is doing is not right. 

Now it is not by frowning but it is what it is by speaking. By speaking telling somebody 

what you are doing is not right then if again after reprimand frowned again he does not 

stop. He continues disturbing the classroom. Then I rebuke. That means rebuke when we 

say strongly criticize only what you are doing is not right then what I say “stop what you 

are doing listen towards (sic) me” (loudly). Now this is what it is rebuke at first simply 

frown, second stop what you are doing listen to me reprimand again he continued “stop 

what you are doing” this is what?  harshly criticize, strongly criticize telling that person 

that what he is doing is not right then stop it because you are telling him frankly what he is 

doing is not correct or is not acceptable. 

2. TC:  Is that clear? [1s] 

3. S: no  

4. TC: not clear alright (laughter) she is right if it is not clear she should ask you have the right to 

asking  

(The principal of the school intruded to inform students about their status of class presence. 

During that time the classroom teacher wrote sentences on the whiteboard as follows: The 

teacher frowned upon the students who disturbed. The father rebuked his daughter for 

stealing their neighbor property.) 
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(After the school principal went out, the teacher carried on the discussion)  

Ok the teacher can frown upon using facial expression እእእ ግልጽ ነው አይደል frown upon 

simply. Reprimand when we say now it is not only telling the person showing the person 

something not acceptable what he is doing it is not only by facial expression it is by 

speaking now this mother reprimanded her son for insulting persons ‘why insulting 

persons’ then now you haven’t accepted what he has done something wrong the person that 

he did you tell him frankly by speaking the difference is what this is by showing but this 

you speak up directly so the person that made mistake but this one is strong criticize. tell 

or show for someone has done something wrong you criticize you are not right you have 

done wrongly what you have observed according to your view according to your way. You 

criticize something is not right something is not acceptable therefore this what criticize but 

what kind of criticize (sic) this one? Strong, strongly criticize. Do you accept let us say 

“his father rebuke (sic) his daughter for stealing their neighbor property” her parent he 

knows stealing of your neighbor property then they criticize you strongly ‘why you stole 

other (sic) properties? Why you leave it? ” አሁን አንድ ነገር ብትሰርቁ ከጎረቤት ለምን ሰረከው 

ለምን እንደዚህ አደረግህ ጠበቅ ያለ ነው ወቀሳው አይደል እንደቅድሙ ለምን ይህን አደረግህ 

ወይንም ፊቱ ኮስተር እንደሚለው አይደለም ስርቆሹ ጠንከር ያደርገዋል አይደል አሁን ወዲያው we 

move towards what rebuke.  

5. TC: እስኪ tell me in Amharic? What does it mean, portion? [.5s] What have you been 

understood? [.5s] in Amharic, what does it mean portion now when we say “This is your 

portion and that one is your sister” now what does it mean? Portion [2s] uhh [6s]  

6. S: share 

7. TC: በጣም ጥሩ  very good that is the share. አይደለ the portion, the amount or the part that you 

get. You are right. very good.  

8. TC: Alright again I will ask you “you have plentiful sugar at home for one month or one week 

at your home one kilo of sugar is enough but your father brought ten kilos of sugar but 

every month you use only one kilo of sugar. You are the only son and your mother and 

father use one kilo sugar for one month it is enough for you but today your father brought 

ten kilos of sugar so you have plenty of sugar. What does it mean plentiful? [2s] What 

does it mean, plentiful?[2] uhh [1s]?  
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9. S: (inaudible)  

10. TC: uhh (1s) 

11. S: (inaudible)  

12. TC: uhh (3s) እስኪ who can try? Plentiful means [1s] 

13. S: (inaudible)  

14. TC: uhh አይዞሽ uhh [1s] 

15. S: ለሁላችንም አያንስም 

16. TC: (laughter) too much ማለት ነው more than you want more than you need very good.  

17. TC: እሺ “he bowed to greet his old neighbor” when you greet your friend or neighbor how do 

you greet? [1s] When you greet when you say hello in the morning in the afternoon towards 

the night when you say hello when you greet how do you greet? [6s] uhh [2s] uhh how do you? 

[1s] 

18. S: peace 

19. TC: peace (laughter) it is fine uhh [3s] 

20. S: (inaudible) 

21. TC: very good. Good morning. Good afternoon in that way you greet.  

22. TC: But now he bowed his old neighbor. Do you shake your hands or do you say like your 

friend ‘hi’ or do you bow? [2s] What do you do? [3s] ይኸው listen you have old man or 

old woman neighbor ጎረቤት ሽማግሌ አለ  then do you shake in order to greet or do you 

say like your friend ‘hi’ ‘hello’ how do you greet them? [1s] How do you greet? [3s]  

23. Ss: silent  

24. TC: You bend your body down (showing in action) አይደለ in order to show respect. Therefore 

that is what? [1s] Bowed. This is the past. bowed to greet his old neighbor. in order to 

say good morning. In order to say good afternoon. 

25. TC: Aright ‘I said something bad to him so that he offended me (sic)’ and another person can 

tell him can listen what you have said then than person will be offended he does not want 

you to greet you because he became offended. Who can guess the meaning of? I say 

something bad to him so he offended me what does offended mean? [4s] What does it 

mean uhh [4s] Let me give you choice a) ‘became upset and does not want to speak to 

somebody  b) happy c) accept gift [.5s] 
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26. S: a 

27. TC: became upset. Upset means angry because what you say against him was not right.  

28. TC: Alright when you transgress the rule of the school you will be punished. What does it 

mean transgress? [2s] At what time you will be punished? [1s] When you transgress the 

rule of the school means [.5s]  

When you break the rule of the school. Let us say you should come on time you should 

spend at all time in the classroom. But if you are present only for two or three days like 

earlier breaking of the school or transgression. Transgression is a noun. Transgression 

causes or brings punishment. Therefore this breaking of rule breaking of law.  

29. TC: ‘Advising children is prerogative of parents’. What does it mean? [.5s] advising children 

is prerogative of parents. ሌላ ‘marking of students exercise books is the prerogative of 

teachers’. The subject is what? [2s] Marking. Because we are talking about but not exercise 

books that is why the verb is singular. Always a sentence written with ‘of’ the subject will 

be the word that is written before ‘of’ and then based on that we write the verb.  Prerogative 

means what? [1s] 

30. S: special right 

31. TC: special right. Therefore advising children is also the special right of parents. When I mark 

no one marks because I am a teacher I have the right to put signature to mark exercise 

books that is the prerogative of teachers. The prerogative special right.  

32. TC: Now I think it is clear the word. አይደለ አሁን ግልጽ ነው አይደለ ወርዶቹ? [2s] uhh [1s] 

Confused? [2s] Is there something that is not clear? [1s] or [1s] 

33. S: (inaudible)  

34. TC: which one? [.5s] 

35. S: likewise 

36. TC: likewise. Alright. Likewise. I haven’t written sentence? [.5s] 

37. S: አዎ 

38. TC: alright. Let us see a sentence. “You should do it in the same way. Do it likewise.’  Likewise 

means what?  [2s] uhh [2s] You should do it in the same way. Do it likewise [2s] 

39. S: in the same way 

40. TC: in the same way. Similarly.  
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41. TC: The next is like the fifth period practice, have a look paragraph three and paragraph four. 

Read. It is individual task. Read silently and decide about each paragraph talk about. Read first 

and you will tell me the answer after that I will give you some exercises from the textbook. 

Now you can understand the whole idea of the text because you have learnt the whole 

vocabulary. There ‘is no difficult words’ (sic) in the passage you can read by yourself you can 

have deep understanding and then questions that are extracted from this passage in order to 

give the right answer will be too simple for you.  

Now in the classroom what do you do like the fifth practice silently read and decide which 

talk about paragraph three and paragraph four. Now it is your turn to read the passage. go 

on.  

If you repeat this for the period you will not attend the class. Alright? Filimon for both of 

you hereafter you do not have the right to attend the class without the textbook ask the 

school and take.  

42. S (inaudible) 

43. TC: I do not accept any reason. It is not acceptable, if you have the need from the bottom of 

your heart, you can find it.  

Go on. Because we have ten minutes five minute is (sic) enough for this exercise what it 

talks about. Do this exercise and you can copy.  

(With a student፡ Teacher: Have you answered the topics of the paragraph? The third 

paragraph is talk (sic) about what?  Student: rules of behavior. Teacher: rules of behavior) 

Post reading of the lesson 

44. TC: Now the third paragraph talks about what? [3s] It talks about the third paragraph [.5] 

45. S: rules of behavior      

46. TC: rules of behavior. That means don’t jabber when you eat something one of rules of 

behavior and it is also forbidden to cast your gaze upon guests. Don’t look at fixedly 

guests. That is rules of behavior. Don’t jabber. Don’t speak quickly when you eat. This is 

also rules of behavior. And it is also forbidden to take out of your portion. The amount 

that is given for you then keep it. Don’t take others portions. Don’t need others portions. 

47. TC: The last one. The last one is about what? [2s]  About what the last one? [.5s] 

48. S: what happened at the end of the meal 

49. TC: at the end of the meal. What happened? [2s] Apprentices or trainees they should thank  
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50. TC: and then in order to control this is the prerogative special right of the mother or the father? 

[2s] who punishes if the rule is transgressed if the rule is broken? [3s] Who has special 

right to punish the mother or the father? [1s] The mother or the father? [1s] 

51. S: the mother 

52. TC: the mother because the father is too busy he has given his special right to the mother. 

Alright.  

53. TC: The next one you have general checking of your understanding whether you understand 

this childhood memory of a boy who grew up in a western Africa: his childhood what he 

remembered and what he wrote down. We read. What is left to check your understanding. 

There are seven questions that are extracted from the passage and there are how many 

vocabularies? Sixteen vocabularies. Whether you understood all these sixteen 

vocabularies or not you will answer the questions. Questions exercise two and exercise 

three for homework from page seventeen. 

54. TC: Now as the discussion concerning this childhood memory what is the extent to which your 

family observes this customs? If they are different say, in what ways. Breakfast is a large 

important meal the whole family eat (sic) together. The male different (sic) from the 

women. The children must not look at the guests during meals. No one speaks during the 

meal. The children cannot help themselves to food. After the meal the children thank 

their father and mother and bow to their mother. The mother is responsible for 

disciplining the children. These are some of the information extracted from this passage.  

Now what is according to your family what do you do during meal? [.5s] It can be during 

breakfast or it can be during lunch. It can be during dinner. What do you do? [5s] 

According to your home. According to your family. Is what you read and your culture 

similar if it is similar, you could say yes similar. If this culture if it is observed at your 

home, you can express your own feeling. እስኪ ከናንተ ቤት ውስጥ የሚታየው ነገር በቁርስ 

ሰኣት በምሳ በእራት ሰኣት whatever it is. Experience that you have. do you eat together with 

your family or do you eat alone? When you eat, what what [direct translation of Amharic 

language as ምን ምን] rules you should respect? ምን ምን ህጎች ናቸው የሚከበሩት who can 

tell for the class? [2s] Based on this passage what things comes (sic) into your mind what 

things can happen in your mind in order to say about your home. How do you eat? Simply 

you eat alone? You take food from somewhere and you sit and you eat without permission 
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of your mother or ask you mother and your mother serves you? [6s] እስኪ who can? [2s] 

Now it is your turn.[3s]   

55. Ss: silent  

56. TC: እስኪ in your home how food is served (closer to a student sitting in front) it can be morning 

how food is served? [1s] How food is served? For boys alone? For mother and father alone? 

For girls alone? Do you eat together? [6s] 

57. S: silent  

58. TC: (laughter) nobody wants to say about his own home. The practice that you develop during 

morning, during in the afternoon, during the lunch and during dinner what you do እስኪ 

tell me. [6s] 

59. Ss: silent 

60. TC: Nothing. Because of problem of language? If it is problem of language say something in 

Amharic. [4s] In Amharic also you do not have any information? [3s] (laughter) what can 

we do እሺ don’t forget to do the given homework. It is enough for today.  

O1-TD 

Pre-reading of the lesson 

1. TD: Ok. Students take out your textbook on page 19. On page 19 the achievement of AU. That 

means what the African Union. Before going to read this text, let you do these pre-

readingquestions means what do you know something which is related to this topic I am 

going to give some of the questions or I am going to ask some of the questions. The first 

questions is “when was OAU established?” and another number two is “what are the 

objectives of AU”. Ok before going to read this text or this reading comprehension, first 

you should be (sic) try to give the response to these questions, a pre-readingquestion. Means 

what something which is before reading please try to give the response that what do you 

know about related to these questions.  

When OAU means the former name of the African Union. Organization of African Union 

that means OAU. Now the name is already changed.  

2. TD: Ok who can try? The first question [.5s] The first question. [3s] When [1s] I hope you 

have learnt about the African Union in Civics and Ethical Education. It is not new for you. 
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Therefore, you should be try (sic) to give the response of these two questions before you 

are going to read the text. [3s] Raise your hand please.  

3. S: (unheard)  

4. TD: uhh [1s] 

5. S: 1999 

6. TD: 19… [.5s] 

7. S: 99 

8. TD:1999. Is she correct? [.5s] Is she correct [3s] Is she correct or not? [3s] uhh [2s] please [2s] 

is she correct [1s] Can you tell me (pointing to a student) when? [2s]  

9. S: (unheard)  

10. TD: ok.  

11. TD: Another student. [2s] Another student Please guess this question. [6s] No one. I hope you 

have learnt in Civic because in English (unheard) touches discipline whether that is civic, 

geography, history and another natural (sic) subject. Therefore this is not new for you. 

Please give me the answer these two questions that is brainstorming with related to another 

subject. [7s] 

12. Ss: silent 

13. TD: By the way this is by the year 1963 that six countries are established (sic) this continental 

organization in order to make the strength more strength by the way because almost all of 

African countries are (sic) in the colony. Therefore in order to struggle unity gives a 

power. Then they establish this organization.) ok.  

14. TD: Where? [1s] Where it was established? [.5s] where [3s] Where the place. [2s]  

15. S: Addis Ababa 

16. TD: yeah Addis Ababa, Ethiopia. Still the head quarter is where? [1s] In here in Addis Ababa. 

So this the organization of AU is in here Addis Ababa.  

17. TD: Another what are the objectives of AU? [.5s] By the way the former name is Organization 

of African Union then changed this proposed 1999 (sic) African Union. This proposed to 

change the name into AU. Ok. What are the objectives of AU? Can you tell me some of 

the objectives of AU or this organization? [4s] Students [5s] what do you think about the 

objectives of AU? [4s]  

18. Ss: silent 
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19. TC: Let me give one example. The objective of this is for peace and security of African 

countries to ensure peace and security in the African countries. This is one of the objective 

(sic). Can you add any more? [2s] Can you add any more? [5s] 

20. Ss: silent 

21. TD: I hope this is not new. [11s] Students [2s] Uhh [3s] 

22. S: (unheard)  

23. TD: please loudly  

24. S: democracy and human right 

25. TD: yeah that is quite. The development of democracy and human right. That is the 

development of this. This organization is still working in the development of this human 

right and democratic right. This is also one of the objective (sic) of this organization.  

26. TD: Can you add any more another student? [2s] 

27. S: economy 

28. TD: yeah economy. Sustainable development of economy. This is also ‘one of the objective’ 

(sic) of this organization.  

29. TD: Another student. [2s] Please guess [.5s] 

30. S: democracy 

31. TD: democracy. Yeah related to democracy and human right.  

32. TD: uhh [.5s] 

33. S: politics 

34. TD: yeah. Politics.  Politics is related to democracy. Working in democracy. You know that in 

Africa (unheard) is related to democracy. This ‘organization contribute’ (sic) positive 

impact in the development of this democracy. Ok. Thank you very much by the way. 

35. TD: Let you transfer to the actual reading of the text. Everybody take out your textbook and 

open this page 19 to read this text. Then after you are going to complete the given questions 

that is (sic) provided in the text. Ok start everybody. Read. 

          You are going to do these questions. You are going to answer these questions but not write 

on the box. Have you finished students? Please hurry up. Quickly. What do you understand 

from this?  

         (With small groups of students:  [Behind the] scenes works means the situation or an event. 

Scene means situation or an event. Therefore you can find the answer at the end part of the 
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text. Do quickly. What are you doing here? Why don’t you bring your textbook? You should 

bring your textbook ok? Without textbook it is impossible to do these comprehension 

questions because you read and you give the response. Work of the organs of AU the organs 

that means organizations of the AU. You can get the answer the information in the text. The 

main work. S: (unheard). teacher: yeah three points under here. Yes? a greater achievement 

1, 2, 3. Three points should be listed under here. Three point under here [under the heading 

of work of the organs of the AU] and two points here [under the heading of behind the 

scenes work]. From the information from the text or from the reading passage.)  

           Hurry up by the way. 

Post reading of the lesson 

36. TD: I hope you have finished. Then let we do together that is comprehension questions. By the 

way objective of this lesson is to comprehend the reading questions. That is comprehending 

a question from the reading text. Reading without understanding is not reading by the way. 

you should be (sic) apply this. You should be try (sic) to give the response questions (sic) 

from the reading text.  

           The first question a greatest achievement. You should be list (sic) down three points about 

the achievement of AU. [4s] Who can try that is the first question? [2s] Who can try? [5s] 

the achievements of the African union [4s] uhh [3s] raise your hand [5s] ok uhh the 

achievement [1s] 

37. S: it represent Africans 

38. TD: yeah that is the first answer is this. AU represents united Africans to the world. ‘One of 

the achievement’ (sic) of the organization is it represents the united Africans in the world. 

This organization is the voice of Africa in the world. Therefore this is one of the 

achievement (sic) of this organization.  

39. TD: Number two. Who can give the response? [.5s] can you add? [2s]  

40. S: (unheard)  

41. TD: ok. yeah. Thank you for your trying.  

42. TD: Another. [3s] Another student.[4s] Please participate. [10s] 

43. S: (unheard)  

44. TD: loudly please. Your sound is not heard the corner (sic) of students 

45. S: (unheard) 
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46. TD: Ok. Thank you.  

47. TD: Another. [1s] Another [1s] 

Yeah the second is the structure of AU. African nations work together for the     sustainable 

development of these nations or member countries. Ok.  

48. TD: And another the third.[3s] Under here the achievement of the African union or this 

organization. A third point of this [2s] Three achievements of this organization. You 

mention two of them. What is the third one? [2s] 

49. Ss: silent 

50. TD: students [3s] please [9s] no one? [1s] No one? [1s]  

51. Ss: silent 

52. Ok. A third one is AU hosts the African countries. It is one of (unheard) for the African 

countries for integration. When countries are integrated, they are working many things 

economic, in politics and different issues. That is the (unheard) for the African nations or 

member nations.  Almost ‘all African countries are a member’ (sic) of this organization. 

These three points are the achievements of the African organization. Integration is very 

important rather than segregate countries. They are working together in different issues in 

economy, politics.   

53. TD: And another is the work of organs of the AU. You can get the answer from the text here 

or this written material. [3s] Ok. Please. [2s] 

54. S: giving democracy for people 

55. TD: yeah that is. Gives people democratic voice to develop in a related politics. The voice of 

Africa. So this organization is to work that is election. In democracy there is election. 

Therefore to help or achieve this democratic uhh related to democratic voice. That is it gives 

democratic voice.  

56. TD: Another. Three points by the way. One point you mention. Who can add any other? [1s] 

Three points related to this or under here. The three points are mentioned. Therefore the 

first point is already mentioned. What about the second? [4s]Yes 

57. S5: peace and security  

58. TD: yeah that is. By the way this what the AU works for peace keeping and security of member 

nations. You know Africa has several problems. Several problems in Africa especially 
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related to peace and security. Therefore ‘one of the work’ (sic) of this organization is peace 

and security.  

59. TD: And another, the third one. uhh [5s] yes who can try the third? [1s] 

60. Ss: silent 

61. TD: (Reading from the text) ‘The commission of African Union is a body which to carry out 

day-to-day work of the AU with limited funds’. By the way the finance is limited. Even if 

the finance is limited, this organization is still working. This is one of the works of this 

organ.  

62. TD: The next point behind the scene work. Behind the scene. The word scene means situation 

or an event of the work. Therefore, can you mention two points under here? This is also 

comprehension question. [3s] Please. [4s] Students [2s] Who can try this? [11s] 

63. Ss: silent  

64. TD: ok I am going to give the clue. You can get information at the end of the text. Therefore 

search the answer. You can get the answer from the last paragraph of this text. Ok. Who can 

try? [3s] uhh [2s] yes 

65. S: Diplomacy  

66. TD: ok. Yeah. Diplomacy.  

67. TD: Who can add any more point related to this? [1s] Diplomacy. [3s] uhh [2s] students [.5s] 

Ok please 

68. S: policy  

69. TD: what you said? [.5s] 

70. S: policy  

71. TD: ok.  

72. TD: Another. Do you? [2s] 

73. S: out of the glare of publicity  

74. TD: ok. Out of the….. 

75. S: glare of publicity   

76. TD: uhh. Ok.  

77. TD: This is one of the scene (sic) work is bringing reconciliation rather than confrontation. 

Reconciliation means (unheard) in agreement working together rather than conflict. 

Confrontation means conflict. Instead of that this (unheard) is coming together and claim a 
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great role in different integration. By integration they are working together. This is bringing 

reconciliation between member countries.  

78. TD: And another point. There are two points in here. What is another point? [2s] yes 

79. S: united nations  

80. TD. ok. uhh good.  

81. TD: Another [.5s] uhh [2s] Yes please. [.5s] 

82. Ss: silent 

83. TD: Ok another point is working fight (sic) HIV AIDS, poverty climate change. That is another 

work is this. This is all about this reading text.  

84. TD: I am going to ask one general question related to this. What do you learn from this text? 

[2s] What is the general idea of this text please? [4s] What is the general idea of this text? 

[3s] 

85. S: achievement of the organization 

86. TD: yeah. One is the achievement of this organization. One achievement of this organization 

is working for the development of democracy.  

87. TD: Another represents AU in the world. This like that of the voice of Africa this organization 

is. Unity makes strength members countries. A very important points are (sic) listed here. I 

hope you enjoy these points.  

88. TD: The last is vocabulary you should be do (sic) as a homework.  

  

O2-TD 

Pre-reading of the lesson 

1. TD: Ok open you text on page 74 before going to learn today lesson let me revise what did you 

learn the last. Raise your hand please. yeah 

2. S: (unheard) 

3. TD: about uhh Ok. say something about this motivation  

4. Ss: (silent) 

5. TD: yeah that is the topic itself is what the last that we discuss (sic) about motivation. Motivation 

is initiate (sic) about to do something. When we motivate we are going to do things in a 

good manner. But there are different obstacles may happen that hinder our motivation. We 
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discuss (sic) about this. But when a problem or challenge may happen we are going to solve 

this. We launch an appropriate solution we discuss (sic) more about this in the last lesson.  

6. TD: Today we are going to learn about reading on page 74 a poem ‘Night of the Scorpion’. Ok 

this is our lesson today. Open everybody your text on page 74. By the way before going to 

read, let me ask some of the question (sic) that is pre-readingquestion.  

            The first is what kind of insect that you know that is a danger insect? Can you tell me by 

the way? [1s] uhh [2s] Raise your hand please and please tell us the answer. [1s] Do you 

know some of the endanger insect (sic)? [2s] uhh [3s] yes [3s] do you know please? [2s] 

7. S: scorpion  

8. TD: scorpion. One. This insect. A danger. Uhh another. [1s] another [2s] uhh [.5] Yes 

9. S: (unheard) 

10. TD: what do you say? [.5s] 

11. S: ant 

12. TD: ant. Ok. is also a danger (sic).  

13. TD: uhh [.5s] yes 

14. S: spider 

15. TD: spider. You can such like insects are danger (sic) for the people by the way.  

16. TD: Another question. Do you know by the way some of the poems related to scorpion  before 

this class?  [3s] do you know? [5s] 

17. Ss: (silent) 

18. TD: ok if no let you start this reading. Let you start everybody. Read this text or this poem that 

is about scorpion  

(While students were reading, the teacher wrote on the whiteboard: Read the poem 

carefully and answer questions from the reading information) 

Everybody you ‘should be reading’ (sic) this poem then after you try to give the response 

questions from the reading information there is a up to j. Let you try these questions. 

Comprehension question. This question ok. You have to try this. Quickly by the way. What 

are you doing? Where is the text?  Have you finished?  If you do not feel good. you can 

go. Yes? Have you finished? Quickly please.  

Post reading of the lesson 
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19. TD: Ok enough students.Now we are going to do the comprehension questions a up to j. that 

means as you know that reading is to comprehend questions related to the reading text. 

Therefore, we are going to do this question, by the way before going to ask this question 

let me ask you a general question.  

Who is the writer of this poem? [.5s] Who is the writer [2s] Who is the writer [2s] 

20. S:   Nissim Ezekiel 

21. TD: yeah. Nissim Ezekiel. That is the writer a famous Indian writer of the poem. This poem is 

written by Ezekiel.  

22. TD: The poem is talking about what? [2s] uhh [2s] 

23. S: scorpion  

24. TD: ok the scorpion. ok. The writer ‘is written’ (sic) about his mother. Even if the topic is 

scorpion, the information is more about the mother. The scorpion stung his mother. The story 

is about this. The poem is about this. Now we do questions from the reading passage.  

25. TD: Why did the scorpion go under a sack of rice?” [1s] this is the first question. Who can try 

this? [2s] uhh [2s] Who can try? [4s] I hope you have some information from the poem 

therefore according to your reading you try to give the response questions from this. [2s] 

please [4s] uhh [5s] Yes 

26. S: because of rain  

27. TD: yeah. Thank you. Because the scorpion used to like a shelter because there is rain. Because 

of rain scorpion use (sic) a shelter. A sack of rice hidden himself that is because of rain. 

This is the first answer that is the response of answer this a.  

28. TD: “Who is ‘the Evil One’? you know evil? [1s] evil? [1s] yes [2s] Do you know the   word 

evil? [1s] Yes [1s]  

29. Ss: silent  

30. TD: evil. you know that this is a danger by the way. Evil. danger. This is a danger. Evil. a 

danger. In a context of this, a danger. You know that as you read the poem scorpion is a 

danger insect (sic). This evil also talking about. Who is by the way? [2s] who is? [3s] yes 

[1s]? yes [1s] 

31. S: scorpion.  

32. TD: scorpion. The scorpion is an evil.  

33. TD: Why did neighbors want to paralyze him. Why? [3s] because of what? [2s]Yes [1s] 
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34. S: danger 

35. TD: a danger. Even if it is also a danger then paralyze means what bit (sic) because the scorpion 

stung the mother, the writer’s mother a neighbor paralyze (sic) him. Ok.  

36. TD: “Did the neighbours find the scorpion?” [1s] yes [1s] your answer is what yes or no. the 

question that require (sic) the answer yes or no.[1s] yes [.5s] Uhh 

37. S: yes 

38. TD: yes (with slow tone) ok Yes. Uhh Another [.5s] 

39. S: No. 

40.  TD: No. Ok. No. You can say no.  

41. TD: d “Which lines contain incantations or prayers made by the neighbors for the writer’s 

mother?” Which line by the way? [1s] Incantation [1s] yeah [5s]? uhh Do you know the 

word incantation by the way [.5s]? Incantation [2s] do you know that? [1s] May be related 

to in the context or in this poem incantation means related to magic. Do you know that 

magic? [2s] yeah [.5s]  

42. S: (inaudible)  

43. TD: yeah that is related to that.  

44. TD: Then which ‘line contain’ (sic) incantation or prayers made by the neighbors for the 

writer’s mother? [4s] uhh [2s] Which line? [.5s] By the way this is a clue. I am going to 

give you a clue. A lines (sic) are written in the left side one up to forty. That is the line. 

You ‘should be count’ (sic) easily. The lines are these. When you count a first line is given 

the first. This is an easy method that you count the line. Therefore in which line? [2s] 

45. S: thirty 

46. TD: thirty. Ok.  

47. TD: Another. [2s] uhh [1s] 

48. Ss: silent  

49. TD: It is talking about in the line seventeen up to line twenty nine. That is talking about this.  

50. TD: Another is “How many things did they ask for?” [1s] By the way this question is not 

appropriate. Let you move this question please.  

            (Then the teacher crossed over to the next question) “What did the peasants hope the pain 

of the sting could do?” by the way ‘stung’ means. Do you know this word? [1s] Means 
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what? [1s] Mean [.5s] Do you know this word? If you could not know this word may be a 

challenge to give the response. yes a meaning is uhh [2s] 

51. S: bit/beat  

52. TD: yeah beat (sic). a present form (the teacher confirmed that the response was the later word) 

53. TD: Then “what did the peasants hope the pain of the sting could do?” [4s] uhh [5s] a pain you 

know that a pain? [.5s] a pain [1s] pain [2s] you know that pain yeah [2s] Who can try by 

the way? [6s] Who can try this? [2s] students [1s] please [8s] 

54. S: (silent) 

55. TD: a peasant expect (sic) as you read, a peasant expect or hope (sic) a pain decease (sic) time 

to time may recover. They think that a mother may recover. That is decrease a pain. They 

expect this or they hope about this.  

56. TD: Another is “Which lines describe a mother’s pain?”  which line by the way? [1s] which 

line? [2s] uhh [2s] I said that you should be count (sic) by using the numbers that given in 

the left side of the poem. [6s] uhh [4s] Please [7s] uhh [.5] students [1s] Who can try about 

this? [9s]  Which line? [2s] Search please uhh [2s] 

57. S: line 26 

58. TD: twenty six. Have you got this? Twenty six “become diminished by your pain may the 

poison purify your flesh of desire and your spirit of ambition” thank you very much. 

59. TD: Another student. Who can explain more about this? [4s] You can get the line thirty [4s]   

60. Ss: silent  

61. TD: You can get the lines thirty two up to thirty three. You can get this related to this. 

62. TD: Another “what did the writer’s father do to help his wife?” you know that the writer is the 

child. the writer wrote about his mother. Therefore, a father do (sic) different kinds of 

activities. Can you tell me some of them ‘father perform’ (sic) to recover a wife. A father 

did different kinds of things as you read. uhh [2s] Who can answer please? [19s] uhh [2s] 

63. S: practitional list (unheard) 

64. TD: Ok. thank you.  

65. TD: Another [1s] Another [4s] 

66. S: blessing  

67. TD: ok uhh. yeah a good try by the way.  

68. TD: Another? [1s]  
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69. S: powder 

70. TD: uhh 

71. S: mixture 

72. TD: a mixture of. What kinds of things that he mix (sic)? [1s] yes 

73. S: powder 

74. TD: a powder. Why? [1s] Why [1s]  

75. S: (unheard) 

76. TD: yeah that is by the way.   

77. TD: uhh [2s] Can you add any more? [3s] 

78. Ss: (silent) 

79. TD: yeah thank you by the way. That is what about H. “What did the writer’s father do to help 

his wife?”. [2s] He try (sic) to do different kinds of remedies. Do you know remedies by 

the way? [.5s] Father find (sic) a solution mean he makes different kinds of things and 

herbs. That is traditionally then he want (sic) to give that of the medicine traditionally. Do 

you know that he works more he tried remedies mean find a solution, find a solution about 

this.  

80. TD: The next is “What did the holy man do?” by the way do you know holy man, holy man 

related to religious or spiritual. A holy man [1s] then uhh [3s] 

81. S: perform rites   

82. TD: correct. Perform rites. This is the work of the holy man. You know the holy man pray 

perform of the rites. In the reality you know that the holy man do (sic) related to things in 

religious that is the spiritual activities. Thank you very much.  

83. TD: The other is “What happened after twenty hours?” [2s] 

84. S: Stop the pain 

85. TD: ok. Stop the pain. Thank you this is about this reading poem.  

86. TD: A next part is you are going to do a new words from exercise three presented a up to k. by 

the way the meaning is already given. You should be search (sic) the new words from the 

poem. Then after you should be write (sic) in front of the meaning. A line itself is also 

given here then you should be try (sic) to do this as a homework. Next class we are going 

to do this. This is all about. By the way do you have any question related to this? [1s] Do 

you have question? [1s] If no, we have finished.  
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Thank you.  

O1-TE 

Pre-reading of the lesson 

1. TE: ok students. Good morning. 

2. Ss: good morning 

3. TE: ok. By today we are going to see a new topic that is concerning to the development in 

communication. Ok what do you know what do you understand about communication? [1s] 

you have learnt what communication is and by today we are going to see about the 

development of communication. It is unit two on page 42 and 43. Now something that you 

are going to do based on this activity is a reading activity. You are going to read about the 

topic that is the development of communication.  

4. TE: First let you try to scan the given questions at the bottom of this reading passage. Let you 

try to see and understand what the questions says (sic). As you are looking here, there is a 

table which indicates the time. The time says 200,000 BC, 30,000 BC, 4000 BC, 500 BC 

100 AD and so on. This shows that it shows you the development of communication. 

5. TE: Now when you start your activity that is reading you have to scan the whole reading passage 

at first. Try to scan the given reading passage as fast as possible. Please do it. Let you scan 

try to observe the passage. During this time, you have the chance to see and understand the 

first line of each paragraphs (sic) and try to see and understand.  

Next to this, concentrate on the main points especially those words which are written in 

bold or words which are given within the reading passage please try to give attention and 

try to look the information which is given with them.  

After you are reading, concerning the main points, you have a chance to take a note about 

the given time, then after you have completed your activities, stop your activity and share 

your points and try to see or try to exchange the ideas based on ‘each information’ (sic) 

with that of your partner. Next to this, directly let you start your reading. Please go on.  

(The teacher wrote the timeline reading tasks of the textbook on the whiteboard) 

6. TE: Ok students. Have you finished your activities? [.5s] 

7. Ss: yes 

8. TE: now it is your turn your or your time to exchange ideas what you have done according to 

the given information and you have completed the activities on the table. Please let you try 
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to share ideas with your partner and try to check whether your ‘activities is’ (sic) correct 

or not. Please let you discuss ideas about what you have done. 

Have you shared ideas with your partner? 

9. Ss: yes 

Post reading of the lesson 

10. TE: ok. Now according to the given information let’s try to do it together. During this time you 

have a chance to take correction if you made a mistake. 

 Please according to the given time, what happened at two hundred thousand BC? [1s] what 

happened?  [.5s] Who can tell me this? [.5s] Who can answer this question? [2s] yes please   

11. S: Human speech is believed to have evolved about two hundred thousand years ago 

12. TE: ok it was expected that human speech is evolved at two hundred thousand BC.  

13. TE: What happed at thirty thousand BC? [.5s] Who can answer this question? [.5s] uh 

14. S: the turning point of development of invention of writing  

15. TE: invention of writing that is…[.5s] 

16. S: (unheard) 

17. TE: that is…[.5s] 

18. S: Cave painting and symbols 

19. TE: ok. Cave painting and symbols.  

20. TE: Ok when we come across the next activity what happened at four thousand BC?[.5s] 

21. S: at four thousand BC the first writing system was invented in the summer and (unheard) 

22. TE: in Sumer not summer. The Sumerians ‘were invented’ (sic) the first writing system in   

Sumer.  

23. TE: Ok the next one what happened at five hundred BC? [1s] Who can answer this question? 

[.5s] yes please 

24. S: the postal system was developed 

25. TE: the first postal system [.5s]…  

26. S: was developed 

27. TE: where?[2s] where? [3s]  

28. S: Persia 

29. TE: the first postal system in [3s]  

30. S: Persia 
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31. TE: in Persia. Persia ok.  

32. TE: How about at one hundred AD? [.5s] What happened? [3s] A new hand. [.5s] A new hand 

[4s] Uh 

33. S: paper was introduced at hundred AD 

34. TE: paper was invented.  

35. TE: Let’s come to the next question what happened at eleventh century AD? [1s] what 

happened at eleventh century AD? [3s] A new hand? [.5s] A new hand? [3s] May    I give 

you a chance please? [1s]  

36. S: the pigeon post was invented.   

37. TE: the pigeon post. In [3s] where?[.5s] where?[1s] the pigeon post [3s] 

38. Ss: Baghdad 

39. TE: the pigeon post in Baghdad. Peoples ‘were used’ (sic) the Pigeons in order to send a 

message by post.  

40. TE: Next to this what happened at fourteen forty?  [2s] at fourteen forty? [5s] Please let you 

participate. [3s] Uh 

41. S: the first printing press was invented in Germany by Gutenberg  

42. TE: the first printing system was invented in Germany by who? [.5s] 

43. Ss: Gutenberg  

44. TE: by Gutenberg. First printing system. Ok. Good.  

45. TE: Come to the next. Who can answer the next time? [1s] What happened at sixteen century? 

[3s] A new hand [1s]. A new hand [3s] Just let me give you a chance. [.5s] Uh 

46. S: use of flags to send signals 

47. TE: ok. Flag signaling between ships.  

48. TE: Ok come to the next point. Who can answer for this question? What happened at early 

seventeenth century? [2s] Early seventeenth century? [2s] Will you try? May I give you a 

chance? [2s] Yes? [3s] What happened at early seventeenth century? [3s]  

49. S: printing newspaper  

50. TE: printing newspaper. newspaper were (sic) printed. newspaper invented.  

51. TE: Ok next to this what happened at eighteen thirty eight?   eighteen thirty eight [3s] Yes 

52. S: the invention of telegraph 

53. TE: the invention of…[.5s] 
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54. S: telegraph  

55. TE: telegraph. Telegraph was invented.  

56. TE: Ok come to the next. What happens at eighteen forty s? [2s] at eighteen forty AD [2s]Yes 

57. S: the first postage stamp appeared  

58. TE: the first [.5s] 

59. Ss: postage stamp 

60. TE: the first ‘postage stamp were’ (sic) used.  Ok 

61. What happened at eighteen seventh? [2s] Yes[1s]  it was the time [.5s] 

62. Ss: invention of telephone.  

63. TE: invention of telephone 

64. S: by Alexander Graham Bell 

65. TE: by Alexander Graham Bell. A telephone was invented by Alexander Graham Bell.  

66. TE: When we come across to the next time that is in eighteen ninety five what happened? [.5s] 

Yes please may I give you a chance? [.5s] uhh 

67. S: invention of radio by Marconi  

68. TE: invention of radio by Marconi. It is good. Thank you.  

69. TE: How about in nineteen twenty six? [3s] nineteen twenty six? [.5s] Uh yes 

70. S: the invention of radio and television  

71. TE: the invention of television. Television is used in nineteen twenty six.  

72. TE: The next time is nineteen sixty five, what happens (sic) in nineteen sixty five? [1s] A new 

hand [2s] A new hand [.5s]  

73. S: the first communications satellite was established 

74. TE: the first communications satellite established. Ok it is good.  

75. TE: Come to the next time that is in nineteen seventy five. [1s] What happened in nineteen 

seventy five? [.5s] May I give you a chance? yes [1s] ok any other [2s] Uh 

76. S: personal computer  

77. TE: the first personal computer was appeared.  

78. TE: Come to the next point that is in nineteen eightieth. What happened in nineteen eightieth? 

[2s] yes [1s] Just together [.5s]  

79. Ss: (unheard) 

80. TE: the development of…[.5s]  
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81. Ss: internet  

82. TE: internet. It is good thank you.  

83. TE: How about in nineteen ninety one? [1s] 

84. Ss: worldwide wave was (unheard)  

85. TE: the world wide wave was uh [3s] the world wide wave [.5s] 

86. S: was created response 

87. TE: ok.  

88. TE: Now the last time has indicated it left in two thousand five. Now let it write the answer 

together. What happened in this two thousand five? [2s] Yes [1s]  

89. Ss: (unheard)  

90. TE: it was the time the 3G phones [.5s] 

91. S: (unheard) 

92. TE: ok.  

93. TE: As you are looking here starting from the beginning up to now just we have tried to see 

about the development of communication. This indicates that the history of 

communication. In today’s time in the recent time communication is very fast. Especially 

in the worldwide we can communicate within a short time. So it looks like this one based 

on the topic that we have tried to see ‘the development of communication’.  

Ok. Thank you. We have finished our activities or our today’s lesson. And by next class 

we will try to see talking about past events. Ok. Thank you.  

 

O2-TE 

Pre-reading of the text 

1. TE: ok students let’s start our today’s lesson. By today we are going to see an extract from a 

novel which is written by Ngugi wa Thiong’o. This ‘story has taken’ (sic) from Devil on 

the Cross.  

Before we are going to do this activity, I want to tell you something. In order to do this 

activity you are going to practice the activity of skimming so you are allowed to make the 

skimming activity within three minutes time interval. Before we start the skimming 

activity, let you try to read and understand the given questions then directly go to the 

reading part.  
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2. TE: According to the questions which are given here it says number one “Why do people stop 

to look at Warıı̃ñga?” as you are looking here Warıı̃ñga is ‘one of the character’ (sic) within 

the story. So why do people stop to look at Warıı̃ñga? Try to understand this question. The 

next one “Apart from her clothes, what else is noticeable about Warıı̃ñga?” The third 

question “Why might some people be surprised that she is a mechanical engineer?” next to 

this “What ideas about women has Warıı̃ñga now rejected?” Now these are the main points 

that you are going to give attention during your skimming activity.  

3. TE: When you are starting this skimming activity, you are not directly reading the words or the 

sentences within a time. Simply by looking to the sentences, you will run through the whole 

sentences within the lines. So try to avoid the lip movement, ‘don’t moves’ (sic) your lips. 

Simply try to look at the words and sentences by following them.  

Next to this I will give you a chance to do the activity. Are you ready? 

4. Ss: (silent)  

5. TE: ok I will give you three minutes and you will do ‘a three minutes’ (sic) activity, the activity 

of skimming. Please let you start.  

Post reading of the lesson 

6. TE: Ok. Now let’s try to answer the given questions according to the information that you are 

getting based on your skimming activity. “Answer the following questions by choosing the 

best option” (the teacher read the instruction). The first question says “Why do people stop 

to look at Warıı̃ñga?” [.5s] why?[1s] a)  she wears old clothes b) she has beautiful clothes 

c) she looks good in her clothes d) she copies all the latest clothes. [1s] Which one is 

correct? [2s] yes please 

7. S1: c 

8. TE: c) she looks good in her clothes. This is correct. 

9. TE: Come to number two apart from her clothes, what else is noticeable about Warıı̃ñga? [1s] 

a) She walks very fast b) She is very successful c) She has beautiful eyes d) She has inner 

courage and confidence. [2s] Yes please. [2s] The answer is [.5s] 

10. S: d 

11. TE: d. it is correct. She has inner courage and confidence.  

12. TE: Number three Why might some people be surprised that she is a mechanical engineer? [1s] 

Why might some people be surprised that she is a mechanical engineer? [.5s] a) They don’t 
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think it is possible for a woman to work with metal b) They don’t think women can do such 

work c) They think Warıı̃ñga is not very intelligent d) They think Warıı̃ñga is not very 

good at her job. [1s] Yes please [1s]  

13. S: a 

14. TE: a. the answer is correct. They don’t think it is possible for a woman to work with metal.  

15. TE: Number four what ideas about women has Warıı̃ñga now rejected? [.5s] what ideas about 

women has Warıı̃ñga now rejected? [.5s] a) That women are intelligent b) That a woman’s 

body belongs to her c) That women can only work in the home. d) That women should 

work outside the home. [2s] yes [2s] raise your hands [1s] uh [2s] yes please 

16. S: c 

17. TE: the answer is c. that is correct. That women can only work in the home.  

18. TE: The next questions are discussion questions. You are going to discuss with the given 

questions in the classroom. Before that I will give you again a chance in order to talk to each 

other. I will give you also at least five minutes. Within this time interval let you discuss with 

your partner and try to exchange information then come to the classroom. ‘Discuss the 

following questions with a partner’ it says. One ‘What information do we get from the text 

about the way Warıı̃ñga’s life has changed?’ two ‘What does the writer admire about 

Warıı̃ñga?’ three ‘What are the writer’s views about the role of women in society?’ four 

‘What is your reaction to this description of Warıı̃ñga? Do you think it is effective?’ Justify 

your answer with quotations, words and phrases from the text. So by looking these questions 

let you talk let you exchange ‘informations’ (sic) with your friends. I will give you five 

minutes then let you start. Discuss with each other. 

Ok stop your activities. Now come to the classroom and let’s discuss over the given 

questions.  

19. TE: “What information do we get from the text about the way Warıı̃ñga’s life has changed?” 

[2s]  “What information do we get from the text about the way Warıı̃ñga’s life has 

changed?” [1s] yes. [2s] yes   

20. S: (inaudible)  

21. TE: Please say it loudly. 
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22. S: her capacity to do different things without listening to that people what they are talking 

about her because they think (unheard) እና what we wear it is also she has the capacity to 

do different things without limiting herself she lose her jobs so these are the different things  

23. TE: ok it is good. good. According to the reading the information that we get about the way 

Wariinga’s life has changed just she is a hard worker, and she has given a good lesson 

for the people who are looking and following her because once they have thinking about 

‘womens’ cannot do such kind of work just like as a hard work like metal or something 

like that. So she gave them a good lesson.  

24. TE: Come to number two. “What does the writer admire about Warıı̃ñga?” [.5s] What does the 

writer admire about Warıı̃ñga? [2s] who can answer this question? [1s] What does the 

writer admire about Warıı̃ñga?” [8s] Yes please. 

25. S: her inner courage and confidence 

26. TE: her inner courage and confidence. She is courageous and she has confidence towards what 

she is going to do.  

27. TE: Well. Come to the next point. “What are the writer’s views about the role of women in 

society?” [1s] What are the writer’s views about the role of women in society? [6s] yes 

[2s] who can answer this question? [3s] What are the writer’s views about the role of 

women in society? [3s] What looks like the society’s outlook towards women according 

to the writer? [2s] Do you want to answer? [1s] Will you try? [2s] any other? [2s] Yes 

please. 

28. S: ‘womens are only work’ (sic) in the home.   

29. TE: yes. Yea. ‘Womens are belongs’ (sic) to work only in the house. Their main activities only 

to watch the children and preparing in the house just like that. But Wariinga is not like that 

she gave them a good lesson at ‘womens are’ a hard worker’ (sic). They can do even ‘a 

hard works’ (sic).   

30. TE: Ok please number four “What is your reaction to this description of Warıı̃ñga? [1s] What 

is your reaction to this description of Warıı̃ñga? [.5s] Do you think it is effective? [1s] 

Justify your answer with quotations, words and phrases from the text.” [4s] What is your 

reaction to this description of Warıı̃ñga? [3s] uhh [6s] How do you feel about Wariinga? 

[.5s] What is your reaction? [4s]  by the way do you agree with what Wariinga has shown? 

[3s] yes [1s] do you? [1s] Uh  
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31. S: yes I ‘am agree’ (sic) with her because if you have self-reliance and self-dependency you 

can do different things what you can do in your future. For example, it is the same to do a 

job a woman can do different things including what a man can do because there is no 

anything a difference of jobs on gender. So I agree with her.  

32. TE: ok good.  it is good.  

33. TE: Any other? [1s] Any other? [.5s] What other ideas do you have? [3s] The male students 

what do you feel”? [3s] Yes. Do you want to say some May I give you a chance? [3s] uhh 

[1s] no answer [.5s] What do you feel about Wariinga? [.5s] Can you say some? [6s]  

34. S: she has a good way of describing herself and (unheard)  

35. TE:ok. just you are supporting her activities.[.5s]  

36. S: yeah.   

37. TE: Ok. It is good. 

38. TE: How about the other others? [2s] Any other? [2s]  

39. Ss: silent  

40. TE: well.  

41. TE: Now we have tried to see some vocabularies from the readings. As you are looking here 

at exercise four, there are some meanings that express the words. Is that possible for you 

to guess the words for the given meanings? is that possible? Let you try.  

Number one says “Find words in the text that mean the following: a) Material whose color 

has become less bright.” What word can you get which is similar with this meaning? [.5] 

Yes please  

42. S: faded 

43. TE: faded. That is correct.  

44. TE: B “Walking slowly without lifting the feet.”  [3s] Walking slowly without lifting the feet 

[.5s] Yes please.  

45. S: stride  

46. TE: stride. stride.  

47. TE: Any other. [2s] Any other [2s] Any other [3s] Walking slowly without lifting the feet [3] 

Yes  

48. S: (unheard) 

49. TE: any other. [3s] any other [4s]  
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50. Ss: silent  

51. TE: Let you try to see the given word within the given sentences. [6s]  

52. TE: How do you answer? [6s] Walking slowly without lifting the feet [4s] 

53. Ss: silent  

54. TE: ok. Shuffling. shuffling 

55. TE: Come to the next. “Criticise something unfairly”. [1s] Criticise something unfairly [1s] 

Yes 

56. S: denigrate 

57. TE: denigrate. Ok it is correct. correct. denigrate. 

58. TE: Come to the next. “A person’s natural abilities such as the ability to see, hear or think.” 

[1s] How do you make a word for this meaning? [.5s] Yes please. 

59. S: intelligent  

60. TE: intelligent. A person’s natural abilities such as the ability to see, hear or think. Do you 

agree with her answer? She said that intelligence. [1s] Do you agree yes[3s]  

61. Ss: silent 

62. TE: ok let me give you a chance to search a word for this meaning. Please let you try to find a 

word for this meaning even by using dictionaries or something like that.  

63. TE: Ok come to the next question. “Find words in the text which describe tasks done by a 

mechanical engineer.” What words are described? [2s] Yes 

64. S: fitting and turning 

65. TE: fitting and turning. Fitting. Turning   

66. TE: Any other [.5s] 

67. S: specializes in motor vehicles and other internal combustion 

68. TE: any other. [2s] 

69. S: shaping metal 

70. TE: shaping metal 

71. S: welding 

72. TE: welding. It is good. Yeah. These are ‘the words that expresses’ (sic) the tasks done by a 

mechanical engineer.  
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73. TE: Ok come to the .next question “Explain the meanings of these words.” What do we mean 

by the word ready-made? [1s] What do we mean by the word ready-made? [2s] Will you 

try? [1] [Yes please may I give you a chance? [1s] uhh 

74. S: Finishing material 

75. TE: finishing material.  

76. TE: Any other. [1s] Any other [3s]  

77. Ss: silent 

78. TE: well. For the word ready-made the appropriate ‘meanings looks” (sic) like this made 

already in a factory or in a shop. Ok. it is good.  

79. TE: Come to the next one. Self-reliance. What do we mean by the word self-reliance? [1s] 

Who can try? [1s] Any other? [3s] Only one student? Please let you participate. [.5s] yes 

please. it is good. Ok good.  

80. S: reliance on your own power and (inaudible)  

81. TE: ok it is good. Dependence on oneself and not on anybody else.  

82. TE: Ok. Timidly. What does it mean the word timidly? [.5s] Can you guess the meaning? [.5s] 

Can you guess the meaning? [3s] yes [6s] uhh 

83. S: no confidence` 

84. TE: yeah. Without confidence. It is correct.  

85. TE: Ok thank you for today. That is all about the reading activity. That is we have seen the 

activity of skimming how we can skim a certain kinds of reading in order to get information. 

Well that is all about.  

By next time we will continue the topic adjectives. Thank you for today.  

 

 

O1-TF 

Pre-reading of the lesson 

1. TF: good morning. Take out your textbook and exercise book. Textbook and exercise book. On 

page 44 (2).on page 44 there is a reading passage about Oweka, Oweka learns a lesson (2). 

On page 44. Before you read the reading passage, the reading text, give your attention 

please, what are the barriers of learning? [5s] barriers of learning [.5s] Let’s list down. 
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Barriers of learning [2s]. Problems that we face that encounter which are barriers for our 

learning. [1s] Ok 

2. S: distance 

3. TF: distance. yeah. Distance. Distance from school to home. Distance. Yes.  

4. TF: Yeah. [2s] Samuel’ 

5. S: culture 

6. TF: culture of the society. Elaborate it. What do you mean by culture? [1s] culture [2s] What 

do you mean by culture? [1s] 

7. S. I mean the bad culture. 

8. TF: Ah. The bad culture practice affects our learning. Ok.  

9. TF: What else? [1s] Uh 

10. S: civilization 

11. TF: civilization. How do you define civilization? [.5s] How is it a barrier? [1s] 

12. S. The major impact is on our families. That means if they are not aware of civilization, they 

do not know anything about education. So it …. 

13. TF: can we say it awareness? [2s] Parents awareness. Awareness on learning. The society’s 

awareness. Attitudes of people towards education. Attitudes of parents towards education. 

This is our big barrier. Yeah. Big barrier.  

14. TF: What else? [1s] uh what else? [1s] Yeah 

15. S: lack of students’ materials in the school  

16. TF: lack of students’ equipments (sic) in the school. What kind of equipments (sic)? 

Educational equipments (sic). This is one barrier. Like laboratory. Like textbook. Like 

chairs. Boards and then like. The white board. The chalk board. Blackboard. These lack of 

equipments (sic) are one of the problems of learning that affects our learning. Yes.  

17. TF: Uh [.5s]. Ok. 

18. S: according to Ethiopia, the quality of schools 

19. TF: the quality and quantity of schools. The quantity: the number of students in the classroom, 

the number of schools in a given country. Quality: the quality of the teachers, the quality 

of students. You can raise many. Quality and quantity. We can list down many problems, 

many barriers  
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20. TF: On page forty four, you are going to read society’s awareness on learning. This passage is 

all about the awareness of parents on the teaching process. So Oweka has many children 

or had many children, and he lets some sons to learn in the classroom and he let some of 

his children to dig in the farm area to collect firewood and to cook in the house. Therefore 

you are going to read one of the barriers which is families’ awareness, society’s awareness 

on learning.  

So I am going to give you some minutes and read the reading passage individually. I am 

going to give you ten minutes. Not to this short text, five minutes. Within five minute, read 

it silently.  

Read it silently. Start reading. This is individual reading.  

(To a student: where is your textbook? Ok be fast. It is reading not talking. Read there.) 

Post reading of the lesson 

21. TF: Ok. I think you finish reading. How many children had Oweka? [5s] How many children 

had Oweka? [.5s] Oweka had [1s] uh [1s] how many children? [2s] how many children did 

he have? [1s] Uhh. 

22. S: six 

23. TF: six (2x). Ok.  

24. TF: How many wives? [1s]  

25. Ss: two 

26. TF: two wives: first wife and second wife.  

27. TF: Maria’s mother is his first or second wife? [.5s]  

28. S: second wife. 

29. TF: Maria’s mother. Is she his first wife or second wife? [.5s] 

30. Ss: first… second….first… second 

31. TF: second wife? First wife? Both? [.5s] 

32. Ss: not  

33. TF: no. is she his first wife or second? [.5] 

34. S: first wife.  

35. TF: first wife. First wife. Maria’s mother was his first wife. You can read it. Maria’s mother 

was his first wife. Look at line five ‘Maria’s mother, unlike the second wife’ so she is the 

first. Yeah? [.5s] 
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36. S: አዎ  

37. TF: she is the first. ‘Maria’s mother, unlike the second wife’. So Maria’s mother was his first 

wife.  

38. TF: Ok how many children had Maria’s mother? [.5s] Or how many children he had in his first 

wife? [.5s] 

39. Ss: one 

40. TF: one.  

41. TF: How many children in his second wife? [2s] uhh 

42. S: five 

43. TF: five.  

44. TF: Boys. How many boys? [2s] uhh 

45. Ss: three boys 

46. TF: three boys.  

47. TF: How many girls?[2s] 

48. Ss: two 

49. TF: two girls. In his second wife, three boys and two girls, and in his first wife he had one girl.  

50. TF: Ok how many of the children went to school? [.5s]  

51. S: three 

52. TF: How many of the children?[.5s]  

53. S: three. 

54. TF: three. Three of them went to school.  

55. TF: Are they boys or girls? [.5s] 

56. Ss: boys 

57. TF: boys. Three boys. Boys went to school.  

58. TF: What is the cause that he sent three boys to school? [1s] Why did not he send to school, 

the girls? [3s] uhh what is the reason? [1s] He did not want to send? 

59. S: ባህሉ ነው ሴቶች የቤት ስራ እንዲሰሩ ነው የሚደረገው 

60. TF: uhh. Girls shouldn’t go to school because they have to cook at home. They have to get 

married. They have to do something household works. Ok. yeah. This is as we say barriers 

of learning listed down different problems different barriers that is (sic) the families’ 

awareness or the culture. The culture is one problem. The culture from the list you can 
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remember. Girls shouldn’t go to school. Only boys go to school and girls shouldn’t go to 

school. So this was the attitude of the culture, the society in the past years. This time there 

is affirmative action for women.Yeah? Affirmative action for women. Therefore this is a 

problem of the society. The problem of the society. Oweka reflects the culture of that area: 

that country: that village. It represents the culture of the society. I mean Oweka represents 

the culture of the society. He represents the attitude of the society towards learning in that 

culture in that society in that area. Therefore this was one of the barriers: the three boys 

went to school unlike the girls. But the girls did not go to school.  

61. TF: Ok who can compare and contrast Oweka’s belief at first and at last? [2s]  

Oweka at first, he tried to persuade his wife that girls should not go to school. And he did 

not help Maria. Maria was the only child for her mother and her father did not agree to go 

to school. But her mother encouraged her to go to school. And she was learning.  

62. TF: At first he did not agree, and at last what? [.5s] Did he agree or not? [1s] uhh[1s] he uhh 

[.5s] 

63. Ss: agreed  

64. TF: He agreed. What is the reason that he agreed girls should go to school? [2s] What is the 

reason that he agreed girls should go to school? [5s] Uhh. 

65. S: because of the boys 

66. TF: because of the boys. What made? [2s]  

67. S: the boys were not active. 

68. TF: the boys were not active. Yes. The boys were lazy. The boys were not active. [.5s] 

Yes, please… 

69. S: when he saw Maria’s success 

70. TF: yeah when he saw Maria’s status. She was cleaver and she was liked very much by her 

teachers. And she was the model of the school. She represented girls. She was the model 

by her academic performance. Therefore he thought such kinds of actions, and he tried to 

decide she should go to school, and he tried to help her.  

71. TF: To save our time, there are questions on page forty five and page forty six. I am going to 

give you additional time. Page forty five. Again some minutes. I think it was a homework. 

Yeah? Ok let’s do it. Number one. Uhh… What is the difference between best option and 

best answer and correct answer? [.5s]  What is the difference between best answer and 
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correct answer? [2s] The instruction says ‘Choose the best option to complete these 

sentences about the text’. What is the difference between best answer and correct answer? 

[2s] Zelalem yeah. 

72. S:  ካማራጩ የተሻለ መልስ best answer ሲሆን correct answer ግን አንድ መልስ ብቻ ያለው 

73. TF: when we say correct, there is only one answer. When it is said to be best, there are two or 

more correct answers but the one is best. You may find two or three correct answers, but 

the one is best when it says best answers. So the instruction says ‘Choose the best option 

to complete these sentences about the text’.  

74. TF: Number one ‘As his children grew up, Oweka wanted to educate … [1s] uh [1s] all his 

children?’ [.5s]  No. All the children of his first wife? [.5s] No. Three of the children of his 

second wife. C. one is c.  

75. TF: Two ‘Maria’s mother … A) was Oweka’s second wife. Was she his second wife? [1s] No 

she was his first wife. Maria’s mother was his first wife. ok. b) Made her learn to dig and 

cook? [1s] uhh [2s] Maria’s mother made her to dig and cook?  [1s] No. She made her 

learn. She forced her to go to school. She encouraged her to go to school, not dig not cook. 

Ok? B cannot be the answer. C) Wanted to educate her only child. [1s] uhh [.5s] yeah C. 

C.  

76. TF: Number three. Who can answer number three? [3s] Zelalem. ‘Maria’s mother raised 

money to pay school fees for the whole year’ [.5s] uhh 

77. S: B 

78. TF: by digging every morning? [.5s] No.  

79. TF: By working at the nearby trading center? [2s] 

80. Ss: c  

81. TF: by carrying firewood for six months. [2s] D, by selling firewood and borrowing money. 

Which is the best? [1s]  

82. Ss: c 

83. TF: which is the best? [.5s]  

c is correct, but d is the best. You can read it. By borrowing as well as by selling firewood. 

You can see line five to line fifteen. Ok? You can check it.  

84. TF: Number four. Oweka believed…..A) his wife was wasting her time educating a child. [2s] 

Uhh…[1s] Oweka believed his wife was wasting her time educating a girl [2s] 
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85. Ss; B… C ሲ ነው 

86. TF: ok B) His wife was exhausting herself, which was not right. ok.  

87. TF: C) at first that Maria should be educated, but changed his mind. [5s] ok. d) at first that 

Maria should not be educated, but changed his mind. [.5s] uhh 

88. S: D 

89. TF: yeah the best is d. by the way A can be correct but the best is D. At first he believed that 

Maria’s mother was wasting Maria’s time. So she did not go to school. When she 

encouraged her to go to school, he believed she was wasting her time. so d is the more 

correct. d is the best.  

90. TF: Five Maria’s teachers …A. liked her very much. [2s] B. wanted her to give up school.[1s]  

B cannot be the answer totally. B cannot be.  

91. TF: C) Kept Maria’s prospects secret. [2s] 

92. Ss: yes 

93. TF: D said she was the best in the class. [7s] uhh [3s]  

94. Ss: a, d, c 

95. TF: liked very much? [.5s]  

Yes. They loved: they liked.  

96. TF: Wanted to give up school? [.5s]  

No.  

97. TF: kept Maria’s prospect secret? [.5s]  

They had a relationship with, they communicate with Maria’s mother and something there 

is secret in their communication.  

98. TF: Ok. d said she was the best in the class. [4s] Uh [5s] uhh [1s] 

99. Ss: a, c  

100. TF: uh…. (He read aloud from the text). ‘Among the top five, she was the very good 

example to other girls. She endeared herself so much to her teachers that they secretly 

encouraged Maria’s mother’. So if the answer is A why not the answer is C? [3s] 

101. Ss: silent 

102.  TF: if the answer is A, why not the answer be C? [.5s] ok. B cannot be the answer. B cannot 

be considered. Ok. ‘She endeared herself so much to her teachers that they secretly 

encouraged Maria’s mother not to give up education [educating her daughter]’. Probably 
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d is. Why they encouraged? Why the teachers encouraged Maria? Because she was the 

best. She was the best in the classroom. She was [amongst the] top five (2). Therefore 

she was the best. So the best answer is she was the best in the class because she was 

[amongst the] top five.  

103. TF: Six, Maria’s half-brothers … [4s] 

104. S: C 

105. TF: Maria’s half-brothers a. liked school very much [.5s] no: b. became teachers of primary 

school. [.5s] No.  c. developed beards at a young age. [1s] Yes . d. repeated the same 

class many times (laughter) [1s] c and d can be correct.  The best is D because they 

were very lazy, and he decided at last that Maria should continue school and the boys 

should stop school, stop learning. Therefore, probably d can be.  

106. TF: Ok what about the words, the vocabulary? Vocabulary. So you are going to tell us 

exactly the line and the idea. Dash from line five to line ten too small and much less 

than needed’ [.5s] ‘too small and much less than needed’. [2s]  Uh [2s] line what? 

Line nine [1s] line [.5s] nine. Line nine. Line nine ‘She sold him firewood at a meager 

price’. What a meager price is? [1s] Meager? [2s] meager price means low price. 

Meager means low quality. It can be low quality or it is less in price. Less amount, 

less price. So meager is A. 

107. TF: B. What about B? [1s] 

108.    S: lost  

109.    TF: go to line fifteen to line twenty ‘strong and deep’. Line fifteen to line twenty. [1s] 

110.     Ss: A….exhausted.  

111.     TF: exhausted?  

112.     Ss: yes 

113.    TF: what exhausted is? [1s] Exhausted means becoming tired. ‘Strong and deep’. Look at 

line nineteen, one nine.  ‘At school, Maria did well. She showed a very keen interest 

in learning and she was always…’ so she showed a very strong interest. She showed 

a very deep interest. Strong interest. So the answer is keen.  

114.     TF: C. what about C? [5s] Be fast. C [3s] Line twenty to line twenty five ‘made herself 

well-liked’[1s] uh 

115.    S: endeared   
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116.   TF: yes. Endeared. Line twenty. Endeared means well liked. Made somebody ‘to’ (sic) be 

liked. Line twenty. 

117.   TF: Ok line thirty to line thirty five. Look at line thirty to line thirty five. ‘surprised or 

slightly shocked’. ‘surprised or slightly shocked’ [4s]  

118.    Ss: silent 

119.    TF: go to line thirty to line thirty five. [11s] Uhh. [7s] 

120.    Ss: silent 

121.    TF: Maria ‘one of them started. “The Inspector came into our classroom at school today. 

He was startled to see male teachers making a noise with the young children and 

surprised and cross when he discovered they were pupils’. So what surprised or 

slightly shocked in these lines? [4s] Uhh. [1s] uh 

122.   S: pupils 

123.   TF: pupils. What does it mean? [.5s] Pupils. [1s] pupil [1s] What does it mean? [1s] It means 

students. It cannot be. In this case pupil indicates person. It cannot be.  

124.   TF: Ok. Uhh. No one? [6s] 

125.    Ss: silent 

126.   TF: Go to line thirty one. He was surprised. He was slightly shocked. Means he was startled. 

Line thirty one, startled. Startled is an adjective. Surprised is as well an adjective.  

127.   TF: The last e, line thirty to thirty five, ‘fun and enjoyment’.[1s] 

128.    Ss: loudly. 

129.    TF: loudly 

130.    S: loved 

131.    TF: loved. Loved means fun and enjoyment. No.  

132.     Ss: merriment  

133.     TF: merriment. Go to line thirty three ‘Their mother laughed in merriment’. This is all  

about the passage.  

134.     TF :Any question you want to ask me? [.5s] any question? [1s] any question you want to 

ask me? [.5s] any question please? [2s] uhh [.5s]  

No? Ok. Your examination includes prefixes. Prefix is included in your examination 

and read page forty nine and page fifty. Page forty nine copy the notes, prefixes. Copy 
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the notes as well as the table on page forty nine and page fifty. Both the table[s] on 

page forty and page fifty. That is all about for today.  

 

O2-TF 

Pre-reading of the lesson 

1. TF: who can remember at the previous lesson? Who can uh…conditionals. Yeah?  

2. Ss: yeah 

3. TF: conditionals. We try[ied] to see zero conditionals, what comes? 

4. Ss:  

5. TF: it is said to be probable condition. The third is improbable condition. The fourth is  

6. Ss: impossible  

7. TF: impossible condition. Zero condition tells us fact. Probable conditions tells us probability 

in the future on the present, and improbable conditions tells us improbability in the present 

or possible. And the third impossible condition tells us about the past impossibilities. This 

was the previous lesson.  

8. TF: Today I am going to focus on reading, ‘killer diseases’. Ok who can tell us the major killer 

diseases in Ethiopia? [1s] Rise (sic) your hand and tell us. [3s] What are the major killer 

diseases in Ethiopia? [5s]  Mekuwannint 

9. S: pneumonia 

10. TF: pneumonia. Pneumonia is one problem, one cause. Ok pneumonia.  

11. TF: What else? [.5s] What else? [2s] From your experience. No matter look at the textbook. 

Look at the textbook and causes of death. [.5s] Daniel 

12. S: HIV AIDS 

13. TF: HIV AIDS 

14. S: then the other is pulmonary diseases like that of TB and heart diseases  

15. TF: TB and heart diseases.[.5s]  Yes Henok  

16. S: cancer 

17. TF: cancer [.5s] 

18. S: the next one is diabetics 

19. TF: ok diabetics.  

20. TF: Ok what about the high income countries? [2s] the high income countries? [.5s] uh 
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21. S: heart diseases 

22. TF: heart diseases [.5s] 

23. S: stomach cancer  

24. TF: stomach cancer[.5s] 

25. S: stroke 

26. TF: stroke [.5s] 

27. S: lung cancer 

28. TF: lung cancer. The different cancers.  

29. TF: What about HIV AIDS in high income countries? [.5s] 

30. S: low 

31. TF: low. You cannot find HIV AIDS as a major cause of disease in high income countries. 

Rather you find it in low income countries like Ethiopia. Low income countries are 

countries which are found in Africa and Ethiopia is the one. So you can see even in our 

country HIV AIDS is the one problem. Good.  

32. TF: We are going to read page seventy seven and page seventy eight. You are going to read a 

reading passage. There are two tables that compare and contrast the diseases in high income 

countries and low income countries. On page seventy seven, this is all about low income 

countries and page seventy eight, the table, high income countries. These are the top ten 

diseases which are said to be killer[s]. And seventy seven, HIV AIDS is the four [fourth] 

major killer disease.  

33. TF: By the way this census [statistics] was conducted in two thousand four. According to the 

research in two thousand four, these are the common killer diseases in low income 

countries. And on page seventy eight, these are common diseases which are said to be the 

major killers in high income countries. First there are two tables that compare and contrast 

high income countries and low income countries, the top ten diseases in high income 

courtiers and low income countries. Then there are five paragraphs, and at the end of the 

lesson we are going to focus on vocabularies, 

Read the reading passage silently. Read the reading passage, the two passages [tables] and 

the paragraphs [passage] silently. You can compare and contrast this reading passage. Next 

to the table on page seventy eight, there are paragraphs. You can start reading now.  

This is individual reading.  
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Post reading of the lesson 

34. TF: Ok I hope you have finished it. Ok look at these numbers [exercise, 2]. Fifty nine. One 

four [fourteen], and seven zero [seventy]. Seven zero is written two times.  Fifty nine and 

fourteen. What is the significance of these numbers that the writer uses in the reading 

passage? [2s] What is the significance of these numbers that the writer uses these numbers 

in the reading passage [3s]  

35. S: average of the death rate  

36. TF: raise your hand and tell us [8s] Ok. Yohan, [2s] Daniel [.5s] Ebrahim [2s] 

37. S: fifty nine is the number of death 

38. TF: the number of deaths … [3s] 

39. S: in two thousand four 

40. TF: in two thousand four. The research was conducted in two thousand four. Fifty nine million 

died in the world, so this tells us the number of people who died in two thousand four, 

according to 2004 research.   

41. TF: What about one four? [2s] ok new hands [1s] Ok Tinsae 

42. S: the average death of children 

43. TF: the average death of children who died in the age of fourteen. so children died, are dying, 

have died under the age of one four. Ok.  

44. TF: What about seven zero? [1s] Please tell me by comparing and contrasting. [.5s] Yes please. 

45. S: in high income countries, this seventy is above the age of people uhh… 

46. TF: in high income… [.5s]  

47. S: courtiers peoples died beyond the age above seventy 

48. TF: people died [.5s] 

49. S: beyond seventy 

50. TF: two third of the people in high income courtiers, in western countries, in high income   

countries, people died two third of the population lives more than seventy years old. In 

high income countries, two third of the people live[s] over seventy years. You see. Two 

third of the population means from hundred percent around seventy five [sixty seven] 

percent of the population in western countries live above seventy.  

51. TF: How old Trump? [.5s] How old Trump? [1s] How old Trump is? [1s] 

52. S: seventy 
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53. TF: around seventy two something. He is about seventy. Yeah? So there are people who live 

more than seventy years old. So seventy five [sixty seven] percent of the population lives 

above seventy years old. Among the population, seventy five [sixty seven] [percent of the 

population live[s] over seventy years old.  

54. TF: What about the next seventy? [1s] Uhh [1s] one fourth in low income countries, quarter 

means, [1s] a quarter [.5s] 

55. Ss: one fourth  

56. TF: yeah one fourth. One fourth of the population in developing countries live[s] uh….  

57. S: less than seventy years 

58. TF: you see the difference? Seventy five percent of the population lives over seventy years in 

high income countries but in low income countries one fourth of the population lives 

around seventy.  

59. TF: You see the difference? 

60. S: ሚኒማሙ ማክሲማም ሆነ ማለት ነው 

61. TF: yeah. Above seventy people who live above seventy years old in Africa or developing 

countries or in Ethiopia around seventy years old. Of course the research was conducted in 

two thousand four. Don’t forget that. Actually these are the numbers.  

62. TF: Now according to the reading passage, go to on page seventy nine. Look at number six. 

There are expressions a, b, c, d, e, f, g to h. Look at the meanings of these expressions.  

A says ‘mostly or mainly, paragraph two’. Read it. Read paragraph two. From the reading 

passage it says mostly or mainly in paragraph two. Which ‘words says refers’ (sic) mainly 

or mostly? [3s]  

63. Ss: silent 

64. TF: Meaning that what is the synonym of this expression, mainly or mostly? [1s] 

65. S: mainly  

66. TF: What is the synonym or the same meaning with high income countries? Look at paragraph 

two line two. Read paragraph two line two. Predominantly. Predominantly means mostly. 

Predominantly means mainly. A is predominantly.  

67. TF: What about b? [3s] b says that ‘relating to the heart and blood vessels, paragraph two Abel 

[1s] . 

68. S4: cardiovascular disease 
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69. TF: yeah. cardiovascular disease.  

70. TF: Ok. do questions c to h. I give you some minutes.  

71. S: በደብተር ነው? 

72. TF: no orally. Discuss with your friend from c to h. the maximum time is four minutes. Finish 

it within four minutes. Be fast please.  

Don’t waste your time on d. we will do it together. Do the rest.  

73. TF: Ok let’s do it together please. Ok. c. [3s] 

74. S: cancer. 

75. TF: c. ‘a kind of illness that continues for a long time and cannot be cured, paragraph two’. 

[.5s] 

76. S. Cancer 

77. TF: let me ask you a general question. What is communicable disease?[2s] 

78. S: to transfer a disease from one person to another 

79. TF: it transfers from one person to another person. For example..[.5s] 

80. S: HIV AIDS. 

81. TF: HIV AIDS [.5s] 

82. S: tuberculosis 

83. TF: tuberculosis. TB. [.5s] 

84. S: influenza 

85. TF: influenza. Ok.  

86. TF: What about non communicable diseases? [.5s]  Uh Henok. [.5s] 

87. S: diabetes 

88. TF: diabetes. It cannot transmit from one person to another person. Rather it affects one person 

89. Ss: yes 

90. TF: ok. what about chronic diseases? [.5s] chronic diseases?[1s] 

91. S: it is non-communicable disease 

92. TF: it is non-communicable disease. betti, what is chronic? [.5s] Which is said to be chronic 

disease? [1s] The disease is sad to be  chronic [2s] uhh [3s]  

93. S: የሳንባ ህመም 

94. TF: Ah. Chronic. C is a chronic disease. The answer of c is chronic. c is chronic disease. ‘‘A 

kind of illness that continues for a long time and cannot be cured, paragraph two 
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95. S: ስር የሰደደ 

96. TF: yeah.ስር የሰደደ which cannot be cured is said to be chronic disease.   

97. TF: Uhh…[Question letter] D? [.5s] 

98. S: communicable  

99. TF: D. that is why it is passive. It says that.  

100. TF: Uhh first do it. E ‘a kind of illness that cannot be passed from one person to another 

(person), paragraph four’. [.5s] 

101. Ss: non communicable disease.  

102. TF: paragraph four. This is non-communicable.  So E a kind of illness that cannot be passed 

from one person, paragraph four. If you go to line eight ‘Although non-communicable 

diseases can be managed, treated and sometimes cured, prevention is likely to bring the 

greatest giant [gains]’. So it is non-communicable disease, a kind of illness that cannot 

be passed from one person to another person.  

103. TF: The invers is d. now read D. D is the inverse of E, and E is the inverse of D.  a kind of 

illness that can [not] be passed from one person to another (person)’. So you cannot 

directly find it from the reading passage. But if the disease can be transmitted from 

one person to another person, it is said to be communicable. It is an illness D is the 

inverse of E, and E is the inverse of D.  

104. TF: F ‘mentioned as an example, especially one that supports, proves, or explains an idea or 

situation, paragraph four’. [2s] 

Look at line six. Paragraph [line] six starting from paragraph [line] five ‘Tobacco use, 

unhealthy diets, physical inactivity, and the ‘harmful use of alcohol are cited as the 

major risk factors’. These are the major risk factors. These are given as an example. 

These are mentioned as an example. So mentioned as an example, then starting from 

paragraph [line] five ‘Tobacco use, unhealthy diets, physical inactivity, and the ‘harmful 

use of alcohol are cited as the major risk factors’. These are mentioned as an example. 

These are risk factors means these are examples of diseases. Ok? 

105. TF: G ‘made into law, paragraph four’. [.5s] made into law, paragraph four’ [.5s] made into 

law [3s] 

106. Ss: silent  
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107. TF: Go to paragraph four line six ‘Many of the diseases caused by these factors can be 

prevented through changes in lifestyle. The WHO urkis [urges] countries to enact 

measures that make it easier for people to adapt [adopt] healthy lifestyles’. The WHO 

so argues uhh countries enact measures. Enact measures are laws. Probably this is the 

answer.  

108. TF: And H ‘when people have money and everything that is needed for a good life’. [2s] 

109. S: the last paragraph  

110. TF: Yeah, the last paragraph, paragraph five line two, prosperity.  

111. TF: Thank you very much this is all about the lesson and I am going to give you a reading 

assignment on page eighty five. Go to on page eighty five. Page eighty five 

‘Pronunciation – contractions’ [speaking section]. Please read it at home. So read these 

contractions. Ok? For example, I’d. This can be ‘I had’. This can be ‘I would’. We’re. 

This can be ‘we are’. This can be ‘we were’. Ok? These are contractions. He’s. This 

can be ‘he is’. This can be ‘he has’. 

112. S: he was  

113. TF: he was. Can we contact ‘was’? The common is, ‘he is’, ‘he has’. So these are contractions 

and please read it. How do we identify whether it is ‘had’, whether it is ‘would’, 

whether it is ‘is’, whether it is ‘has’. This is all about your homework, and on Monday 

we have double classes, and in the double classes, we will do summary questions. Page 

ninety five and page ninety six, there are summary questions, and we will do it in the 

classroom. This is all about the lesson. Thank you very much for your listening. 

 

O1-TG 

Pre-reading of the lesson 

1. TG: ok open on page sixty two please on page sixty two of your textbook. Before we start the 

lesson last time we have seen about dealing with the problems. Do you remember? [.5s] 

So what was the person’s name who faces the challenge last time? [1s] 

2. S: Mekibib 

3. TG: Mekibib. So what kind of challenge do you remember from those what you had? [2s] yeah 

[.5s] What do you remember? [.5s] For instance at campus university he has faced 
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something yeah? So what was it? [1s] One he find the campus difficult or hard or what? 

[2s] 

4. S: organize his time 

5. TG: to organize his time.  

6. TG: He also finds the university life what [2s] find it [1s] lonely to be what? [1s] 

7. Ss: away from his parents 

8. TG: to be away from his parents. These were what he faced.  

9. TG: Certain kinds of solutions were also set out by this person. For instance, Mekibib sorted or 

solved the problem by the campus life was solved by what? [1s] the campus life [1s] was 

solved by what [3s] by drawing upon what? [1s]  

10. S: study time table 

11. TG: study time table. So the university life challenge was also solved he sorted the problem by 

what the university life being lonely by sorting out what by joining the network club. 

12. TG: That was the problem and how we set out the solution. Today it is a bit familiar with what 

we have seen last time that is problem page reading.  

So usually in universities and college there are different magazines and newspaper which 

are prepared for the university students as entertainment or to provide certain kinds of 

information. For instance I can tell our experience that in Addis Ababa university you may 

find life one-o-one ላይፍ ዋን ኦ ዋን የሚባል መፅሄት ነበር እና እሱ ጋ ብዙ አይነት የዩኒቨርሲቲ 

ተማሪዎች ገጠመኞች ችግሮች ይነሳሉ ከዛ በሳምንቱ ደግሞ ምን ይሰጣል problem page የሚባል 

አለ problem page ማለት ምንድን ነው you provide a certain kind of or you explain your own 

problems so in the next publish there are people who sit for solution these people are for 

instance or you can look here cast light on the problem who provide solution ማለት ነው 

solution የሚሰጡ ሰወች cast light on problem ነው የምንላቸው፤፤ ሌላ ደግሞ internationally 

መፅሄት ሲዘጋጅ ለምሳሌ problem page የሚባለው ላይ እኛ የተስማንን ነገር እንደዚህ እንደዚህ ነው 

what can I do post እናደርጋለን:: ልክ the next week ወይም ደግሞ ሁለኛው እትም ሲመጣ 

ምንድን ነው የሚደረገው internationally there are people who are called agony ant. አጎኒ አንት 

ማለት they prepare article for giving solution. I can’t stick to my lessons and I have faced 

problems related to my family ብላ ብላ you may explain there, and the next week ‘agony 
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ant provide’ (sic) you a solution for you. So this is problem page on magazines or what you 

call it newspapers.  

13. TG: So for today we will see about how many? Up to E ነው አይደል? As you can see from page 

62. So you can find out five problems. so what are really the problems? We will read out. 

We may seek out solutions for them and we will also match solutions which is given by 

Sefanit like that a person who cast (sic) light on the problem. We will read out and match. 

You may find words like driving me mad for instance. In the case of problem if someone 

else face a problem. አንድ ችግር ለምሳሌ ቢሆንብን ያ ሰው እኛ ላይ ቢፈጥርብን አንደኛው ምንድን 

ነው driving me mad ልንል እንችላለን፤፤ ወይንም ደግሞ driving me crazy (writing on the 

board). ምን ማለት ነው annoying (writing on the board) አንድ ሰው በጣም ሲያበሳጨን 

ወይንም ደግሞ ቤት ውስጥ ለምሳሌ በጣም ስትበጠብጡና ስታስቸግሩ your mother or father 

may say “this child or you are driving me crazy or driving me mad” to mean እያበሳጨኸኝ  

ነው something like that. This one word expression what do you find.  Another one chatting 

is off-limit (sic) (writing on the board) if you find new word. Assume that you are talking 

with your friends. When you are dealing with some points your friend may not stop talking 

or he may just disturbing you more so please stop chatting with me talking with me. 

Chatting has off-limit (sic) ሁሉም ነገር ልክ አለው እንደምንለው ነው፤፤ ጨዋታም እኮ ልክ አለው 

እንላለን አይደል አንዳንዴ ስናውራ like that.  

14. TG: So having these points or these expressions and words, let’s proceed to the reading page. 

So use four to five minutes to read through what it is. So fast reading ነው የምናደርገው 

ተመልስን ስለምናነበው ፈጠን እያልን ነው የምናነበው አና ከፕሮብለም A እስከ E ያለውን አንዴ 

ታያላችሁ ማለት ነው so we come back with the activities. So go ahead reading please.  

15. TG: Ok I think this much is enough because we come back with the reading aloud yeah? Before 

we start dealing with some points let’s sort it out what really each person has faced as a 

problem. So who shall read problem a? who would like to read problem a. I need five 

students a, b, c to e problem a. shall I call you ወይስ እናንተ በናንተ ፍላጎት. Problem a እሽ 

problem b እሽ and problem c. who shall read problem c?  

16. Ss: (no student raised hand to read aloud) 

17. TG: ok d. problem d 
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18. Ss: (no student raised hand to read aloud) 

19. TG: e. problem e the last one.  

20. Ss: (no student raised hand to read aloud) 

21. TG: So I have to call out (the teacher assigned the last three loud readers). Problem a. ok read 

out please   

22. S: (read the text aloud) 

23. TG: so problem a. what really this person faces? [1s] We will do as we read out one problem. 

Post reading of the lesson 

24. TG: What really this person faces? [.5s] He is what student? [.5s] 

25. S: law student  

26. TG: law student. Yeah. But firstly he chosen (sic) his field of study but finally he can’t cope 

up the law study. So you may say that he found the course hard. This is the problem of A. 

27. TG: Let’s proceed to B. who shall read B? 

28. S: (read the text aloud) 

Post reading of the lesson 

29. TG: so what are really the problems of this person? [1s] this problem of B [1s] It is what? [.5s] 

A hidden love. Yeah? So what is the problem of this is a secret. So this person is in the 

terrifying feeling that if his parents hear it what will happen next is that is what can I do.  

30. TG: Problem c 

31. S: (read the text aloud) 

Post reading of the lesson 

32. TG: that is great in deed and what is problem c about? [1s]  

33. S: friend  

34. TG: What kind of habit his friend has got? 

35. S: taking drug 

36. TG: so he said that “I have become suspicious” suspect of taking drug. So drug taking friend 

became a problem for this person. This person is worrying about his friend.   

37. TG: The next one d. 

38. S: (read the text aloud) 

Post reading of the lesson  

39. TG:  that is great in deed. What is problem d really? [.5s] problem D [1s]  
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40. S. pressure  

41. TG: Pressure from what? [.5s] from [.5s]  

42. S: parents  

43. TG: parents. Really what is that pressure? [1s] He wants to what? [1s] he wanted to be what 

[2s] he wanted to be what [.5s]  

44. S: journalist 

45. TG: to study journalism or politics. But his father is a medical doctor and he wants to be a 

medical student. So you may say that problem on field choice. That pressure comes from 

his parents.  

46. TG: And the last one problem e. whom I say read out? Yeah 

47. S: (read the text aloud) 

Post reading of the lesson 

48. TG: that is great in deed. The last problem is related with what? [.5s] his friend has a problem 

of what? [1s] his friend is what [.5s]  

too talkative. Whenever he wants to study, he rather wants to talk with his partner. This is 

said to be chatter box. ይህ የወሬ ቋት ሲባል ሰምታችሁ ታውቃላችሁ? Yeah chatter box ይባላል 

so 24 hours sitting for talking ማለት ነው፤፤ (laughter) so you can look this person how he 

faces.  

49. TG: Now this is the first activity. When you proceed to the next one Sefanit has a way of 

casting light on ‘these peoples problem’ (sic). So which solution is good for which or 

‘which solution provide’ (sic) which problem as we have seen from problem page. That is 

what we are going to do. So I will once actually read out for some points and then you tell 

me that it matches with certain kind of problem yeah? That is what we are going to do. On 

page (sic) 63 and 64. Answer A. answer A means solution A.  

(the teacher read text A aloud) 

Post reading of the lesson 

50. TG: So for which person this solution A is important? [1s] Yes Lusi. 

51. S: problem E 

52. TG: problem… 

53. S: E 
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54. TG: E. because problem person E is a kind of chatter box or too talkative. This solution is good 

for problem E. so likewise I need you (inaudible) simply. We have done already a solution 

for problem E as an example  

55. TF: For the rest of problems simply by saying problem A, problem B, problem C, and problem 

D you write letter in front of it. Which solution matches which one. This is a certain kind 

of matching. It goes up to page 64. ልክ ታነቡና match ማድረግ ማለት ነው፤፤ የምትፅፉት 

problem A ትሉና ከዛ letter ብቻ ነው የሚፃፈው፤፤ you got the point? Simply as the instruction 

says that “Match each reply to the relevant problem” (The teacher wrote the instruction on 

the board) 

You need simply say problem A then if it is solution B, you only say B or C.  Match each 

reply with the relevant problem. If you find a certain kind of clue at the very beginning you 

don’t need to read all the paragraphs. First ላይ clue ካገኛችሁ match ማድርግ ነው ሁኑንም 

ማንበብ ላይጠበቅባችሁ ይችላል have you done?  

(The teacher rotated and checked students answers. Problem A ትሉና D ከሆነ D ብቻ ፊት 

ለፊት መፃፍ፤፤ Yeah that is great in deed. If I can see one more. That is wonderful. አንድ ሌላ 

የጨረሰ ካለ Together I will see it.) 

56. TG: Alright. We have done the first solution, second solution is all about what [1s]  

(The teacher read an extract from solution B text: “You are obviously not suited to your 

course, and in the case of studying medicine, which is a long stretch”). So it is giving about 

what [1s] studying medicine is pressurized by or this person is pressurized by his parents. 

So this person should do what “Go and confront them with the reality”. So Go and confront 

የሚያደርገው ማንን ነው? [1s] His parents ማለት ነው Go and confront ማለት ሪያሊቲውን 

በመንገር ለማስረዳት መሞከር መጋፈጥ የሚባል ነገር አለ አይደል እውነቱን መጋፈጥ ማለት ነው. 

You do your own reason. So this person is saying that this is a solution for you.  

57. TG: And for solution C? (The teacher read aloud parts of the text…). Who can resist the 

pressure from friends [1s] ማን ነው resist ማድረግ የሚችለው? [2s]  

A normal well balanced young ማለት ነው otherwise በጓደኛ ምን ይሆናል pressurized ይደረጋል 

ማለት ነው so ይህ ሰው most probably the cause of this person to engage in drugs his friends’ 

pressure ይሆናል. So the problem is problem C. I think it is normal for your life even not 
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only university or college life. Pressure ከጓደኛችን መጥቶ አያውቅም in your life? [1s] yeah. 

[1s] Any kind of your life. [.5s] Let alone your cases. ኬዛችሁን for your privacy ልተወውና 

እንዲህ አድርጎኛል የሚለውን እንተወውና you tell us have you faced any pressure from your 

friends apart from your parents from your friends as engaging in some kind of unwanted 

activities or you learned a bad habits. For instance, can you share? [1s] Or any experience 

from your partners ከጓደኞቻችንም ሊሆን ይችላል የሆነ የምታውቁት ነገር ስም ምን መጥቀስ 

ሳይሆን pressure ገጥሞት የሚያውቅ ሰው የምታውቁት አለ [2s] ምን ሊሆን ይችላል ለምሳሌ ይህ 

freindship አለ አይደል boyfriend girlfriend kind of አይነት situation እሱን አይነት ጣጣ አለ 

አይደል ለምሳሌ የዩኒቨርሲቲ expreience ብነግራችሁ ጓደኛ መያዝ ፋሽን መስሎን ከዛ ሁሉም ሰው 

እንደዚያ አይነት pressure from friend ብቻ ሳይሆን pressure from environment ለምሳሌ 

ከዚህ ግቢ ውስጥ እንደዚያ እሚለመድ ከሆነ አስራሁለተኛ ክፍል ሲደርሱ እንደዚህ አይነት ነገር ካለ 

pressure እንደረጋለን እሱን ነው with peer pressure. So environmental pressure is there 

also. So this is dealt here. 

58. TG: And answer D? (the teacher read the text aloud) person A really faces what [.5s]  

Find the law course hard. So solution  ምንድን ነው የተባለው ከዚህ ጋ? [.5s] Meeting friends. 

yeah? And talk to them and deal about the course joining certain kind of club.  

59. TG: ምን ትዝ አላችሁ ይህን ስናወራ [1s] ምን ትዝ አላችሁ last time ያየነው? [1s] 

60. S: መክብብ 

61. TG: መክብብ አይደል? Network club join አደረገ lonely ስለነበር፤፤ but not only for being lonely 

but also for if he find (sic) course he may join club and he may meet friends. He may talk 

about this situation. Social life may also facilitate him to read out I think.  

62. TG: The last point here is answer E (the teacher read aloud part of the text). It is about hidden 

what? [.5s] 

63. S: love 

64. TG: hidden love. So practically is that love problem for this person or being hidden? [3s] 

problem ነው normally love affair ከዚህ ጋ? [.5s] problem አድርጎ ነው ያወራው this person? 

[.5s] No. why is that? [.5s] (reading extract from the problem B text) but the challenge for 

this person is lastly what [2s] (he read aloud some lines from problem B text). This was the 
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challenge for the person and Sefanit cast light on the problem of hidden love here. That is 

it.  

65. TG: Have you find (sic) interesting by the way? [.5s] Interesting issue ነው አ? [.5s] Because 

you are almost being university student next year or college student. As a matter of fact if 

you join university last time ስለ ዩኒቭረሲቲ life በባለፈው ሳምንት አውርተናል አይደል የተወሰነ? 

[.5s] Such kinds of affairs could be there.  

66. TG: From these all problems on your own opinion which one is the most serious problem or 

challenge from A to E? [1s] It depends on your personal choice or just the way how you 

perceive it. [.5s] 

67. S: problem D 

68. TG: problem…  

69. S: D 

70. TG: D. D is what? Pressure from parents. Yeah it is existing problem by the way. For instance 

if you are natural science student, what parents say? [.5s] to study medicine or what? [.5s] 

71. S: Engineering  

72. TG: engineering. But you may not be interested in it.  

73. TG: When you come to social science stream, what pressure most likely parents mostly 

pressurize their children? [2s]  

What for instance they pressure (sic)? [.5s] To study law. yeah? Law nowadays what?  [1s] 

nowadays [2s] What field do you love? [1s] እንዴ next እኮ ልትመርጡ አይደል field? What 

kind of field do you think love? [.5s] ወይም የሚወራው እስኪ let alone the parents but also 

any people your senior that talk study this study that? A kind of idea can be forwarded. For 

instance what can you remember? [1s] Accounting ትሰማላችሁ? Yeah. Accounting 

Economics something like that Marketing አይነት ነገር so it is up to you to do that እሽ 

pressure D.  

74. TG: What about other different from this one serious problems for you from A to E? [3s] 

75. S: C 

76. TG: problem C. yeah taking drugs. This is also a habit of not only university but also 

preparatory college level to be frank with. Isn’t it? yeah either it could be from pressure of 

friends or others. People may engage in this one totally collapsing physically or mentally. 
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ሶፍት ዌሩም ሃርድ ዌሩም ይበላሻል የሰው ልጅ እንደዚያ ኢንጌጅ ሲያደርግ yeah በጣም አሳሳቢ 

ሲቺዌሽን ነው:: ልክ ነው:: By the way particularly in Addis it is obvious.  

77. TG: What else? [.5s] 

78. S: problem A  

79. TG: problem A. ok How do you differentiate problem A from problem D?  

[2s] problem A and problem D [2s] Problem D ሲሆን ማሳበብ እንችላለን አይደል parents 

እንደዚህ pressure አድርገው ነው ውጤት ያላመጣሁት ከበደኝ ብላ ብላ kind of reason.  

80. TG: Problem A ሲሆንስ ማን ነው responsible የሚሆነው [.5s] 

81. S: እራሳችን 

82. TG: እራሳችሁ መርጣችሁ ነው የገባችሁ ከዛ ከበደን ከዛ በኋላ you can say that pretext ማቅረብ 

አይቻልም ከዚህ ጋ. Somebody said this; somebody said that.  

83. TG: So this is how we deal with problems. Lastly what we need is you have your own actually 

what we have read is Sefanit’s but how could you give really with one sentence for each 

person as a solution. So I think it is enough for now.  

For next time you look a box here. Have you find (sic) giving advice? So you can use these 

expressions (the teacher read them out) “if I were him, I would: she really must: I think she 

should: if he…then…he will…: in order to…she should…”. You can use these for giving 

advice. For instance, if I were person A, what could you do?  If I were person A, I would 

what? I would study day and night or 24 hours. You may say that. Or I would seek for a 

tutor person (sic). so this is a way how you. And she really must stop relationship with him 

if talkative or chatter box kind of person we met that kind of person. You will do this one, 

and I think it is enough for now and we will proceed to that activity next.  

84. TG: If you have any doubt or question, you may raise guys. [1s] ግልጽ ያልሆነ point ካለ [1s] 

ከነዚህ ውስጥ ቅድም ካየናቸው ኤክስፕሬሽኖችን እንዳትረሷቸው ይህ driving me mad and 

driving me crazy as expressions. Driving me mad and driving me crazy ሊያሳብደኝ እንደዚህ 

አይነት ነገር ወይም ሊያሳብዱኝ ነው የምንላቸው ነገሮች ማለት ነው፤፤ off-limit (sic) በቃ ለሁሉም 

ነገር ልክ አለው፤፤ ቅድም ያልነው expression. Bad tempered የሆነ temper አይተናል አይደል last 
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time? [1s] tempered በሚለው የሚያስታውስ አለ? [1s] Hot tempered, even tempered 

ብለናል፤፤ bad tempered is negative word. That is all.  

  

 

 

 

O2-TG 

Pre-reading of the lesson  

1. TG: ok good afternoon. Today what we will look is a reading activity from your textbook so all 

of you try to open on page eighty three. On page eighty three look at number seven reading 

passage is there.  

Before we start this lesson I think most of us are familiar with what literature what fiction 

what novel means. For instance before we look this one, what kind of novel can you 

remember from our country which is famous we can say that ረጅም ልብወለድ የምንለው 

የምናስታውሰው አንድ from our country. [5s]Yeah. 

2. S: ፍቅር እስከ መቃብር 

3. TG: ፍቅር እስከ መቃብር this could be an example of novel from our country which is considered 

as famous.  

Who is the author of this novel? [1s] Who is the writer? [.5s] 

4. Ss: Hadis Alemayehu 

5. TG: Hadis Alemayehu.  

6. TG: When we come to African writers there are most African writers which are known by their 

different novels. Among those we can look this person that is Chinua Achebe. From where 

do you think this person is? [.5s]  Have you ever heard this person, [1s] Chinua Achebe. 

[.5s] Have you ever heard? [.5s] ሰምታችሁ ታውቃላችሁ ችኖዋ አቼቤ ሲባል? [.5s] ወይም ወሌ 

ሾዬንካ ሌላ writer ዶክተር ኪዩ አርማህ from Ghana. This Chinua Achebe is from Nigeria, 

Nigerian writer like እንደኛ ሃዲስ አለማዬሁ እንደምንለው ናይጀሪያ ላይ በጣም famous. Not 

only in Nigeria in the world. All world knows this person በጣም ይታወቃል so among his 

novels the most famous is Things Fall Apart is ‘one of his work’ (sic). Another one is 
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‘Weep Not Child’ (sic). The third work of his is No Longer at Ease. So these novels are 

mostly related with colonization and some African ‘leaderships’ (sic) but related with what 

we are going to look for today.  

7. TG: This extract as you can look from page ‘eighty four and eighty three’ (sic). This is taken 

from what Look at page eighty four before we start our reading. At the end it says from? 

[1s] From where? [1s] 

8. S: No longer at Ease  

9. TG: No longer at Ease by [1s] Chinua Achebe. So this is an extract taken from this one. ከዚህ 

ነው የተወሰደው ኤክስትራክቱ ማለት ነው፤፤ so we are going to read about this one.   

10. TG: So before we start reading this one, we may have some words what you may ‘found’ (sic) 

in the passage to understand some points. For instance, you can look the word mob (writing 

on the board). Another word you may have words like prosperous (writing on the board) 

key words. Ok. prosperous, prosperity. A person can be prosperous or he can to the 

opposite be what? Poor. Or a person who is needy. So what do you think is the meaning of 

prosperous? [1s] Is the opposite is to mean poor what do you think is the word prosperous 

to mean? [1s] prosperous to mean [2s] yeah [2s] if the opposite of prosperous is poor so 

what it mean? [1s] It means what? [.5s] 

11. S: rich  

12. TG: it means rich.  

13. TG: Mob. For instance when we have tears in our eyes most of the time we may what or if you 

have got sweat in our face we may mob it using like soft paper [.5s] that is drying yeah 

(writing on the board)?  

14. TG: The other points before we look information here what kind of traditional drinks local 

drinks do you know in our culture? [.5s] For instance የውጭ አገር መጥቶ ምን አይነት cultural 

drink አለ ቢለን ምን ብለን ነው ዬምንመልሰው? [.5s] ምን አይነት cultural drink ትዝ ይለናል 

unique ዬሆነ የሚታወቅ? [1s] yeah 

15. S: ጠጅ  

16. TG: you can take for instance the local Teji yeah. (writing on the board) what we can say that.  

17. TG: What else? [1s] What kind of you know? [1s] በጣም famous just ትዝ የሚለን አይነት ነገር? 

[2s]  
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18. S: tella  

19. TG: Yeah. (writing on the board). There are local drinks. If some foreigners come to our 

country and what kind of local unique drinks have you got we may ‘response’ (sic) in such 

a way. So what kind of other local drinks could be there we may find I give you this one to 

compare with what is written in the story.  

20. TG: Now, having this one, what do you think is we are going to read about? [.5s] Here is what? 

[.5s] A novel by who? [.5s] 

21. S: Chinua Achebe 

22. TG: by this person Chinua Achebe.  

23. TG: So what kind of information is there we are going to proceed to our reading activity. So 

from page eighty three to eighty four let’s have a rapid reading for four to five minutes. 

Let you take a look on the passage in both pages for four minutes. Page eighty three and 

eighty four.  

Mind you in there. You are expected to read the last part of the story. Yeah. So try to 

manage your time if you are not there.  

Anybody who have not finished there? [.5s] So time is up because we will come back when 

we will do the comprehension questions. We will ‘reread it again’ (sic) yeah? Now having 

this one, I hope you have got some points from this story. So we are going to do the 

comprehension questions and look at exercise nine once   

From exercise nine what you should look is up to question number eight.  Ok as usual I 

think ‘one of this exercise’ (sic) here is advising us “Read the text aloud with a partner. 

Take it in turns to read a paragraph each” something like that. So what we are going to do 

is that actually we do not really make a pair other than that one let’s (unheard) partners 

information and the other person goes like this. So I need about four students to read out 

aloud. I will tell you just where you should start and stop. አራት ሰው እስኪ ዬሚያነብልኝ. 

One. Other person. So you read till identical flat እሚለው ድረስ ነው ዬምታነቢው፤፤ ok the 

second person. Anybody else? Shall I call you or you just participate? Starting from good 

afternoon up to the last one the scholarship board እስከሚለው የመጨረሻው page eighty 

three. Who shall read that part? Anybody else? Let me give you the chance. Can you (point 

to a student)? Ok. then the third person on page eighty four from that is all to you before. I 

will actually inform you where you stop. And I need one person the ‘third’ (sic) person. 
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Who will read in the third place? Anybody else? Silvana. The last one from I am not a 

member to the last point. Ok I will come back. Let’s see these three students and will call 

out. እስኪ ሞራላችሁ ይመጣል ብዬ አስባለሁ አንዱ ሲጀምር. Anyway Zewotir will start up to 

identical flat.                                                         

24. S: (reading aloud) 

25. TG: that is it. Great indeed. And the second 

26. S: (reading aloud)  

27. TG: Okonko. It is a local name. It is difficult. Yeah go ahead. Go ahead to board and make it 

loud as much as possible.  

That is it and the third one. Yeah 

28. S: (reading aloud) 

29. TG: yeah kola, traditional drink. Go ahead and try to complete it. The wad of note. That is 

great indeed. So you have all just read what is written here.  

Post reading of the lesson 

30. TG: So I hope when you are reading it before when you make it independent and silent reading 

as well as when you just listen and interact in reading now, you got some points what is all 

about yeah? Now let’s do the exercise what follows. This is what we are going to do as 

class activity here but before we look that let we can do the first as an example. 

የመጀመሪያውን እንደ example መስራት እንችላለን ከዛ ሌላውን ትሰራላችሁ  

So from this one What is Obi’s job? [.5s] There is a character named Obi here. What do 

you think is the job of this person? [2s] What do you think is the job of this person? [2s] 

What is Obi’s job? [.5s] We have found Legos businessman and Obi here. So what is Obi’s 

job here? [6s] What do you think is his job? [6s] Is he a businessman? [.5s] Is he? [2s] is 

he [2s] Look what it says (he read out in the text) “There was so much work now that Obi 

had to take some files home every day” it goes like this. Then “it looked like one of those 

prosperous Legos businessmen. Whom could he want?” so who said this one is the Obi 

related to the businessman. He spoke to the business man Legos business man or 

prosperous person. So what do you think is the responsibility of Obi here? [1s] እስኪ ስናነብ 

የመጣልን ነገር እስኪ Business ማኑ ምንድን ነው የፈለገው [1s] what do you think is needed?  

[.5s] እስኪ የተወራው ርእስ ሌላ ምንድን ነው basically? [1s]  
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Scholarships. So scholarships.  

If you take this one who needs scholarships and who can facilitate scholarship here 

according to the story? እሚፈልገው ማን ነው? [1s]   

his son.  

31. TG: Whose son needs scholarships here? [1s] 

32. S: the businessman  

33. TG: The prosperous businessman.  

34. TG: So what do you think is Obi’s responsibility? [3s] Facilitate ማድረግ ነው ወይስ scholarship 

መፈለግ ነው የኦቢ? [1s]  

35. S: facilitate  

36. TG: he is what? ‘One of a person’ (sic) who works for scholarships. you can say in ministry of 

education something like that. Because it is simply that we infer what we can guess what 

would really be his job even though it is not directly stated here. 

37. TG: Likewise right from two to eight let’s complete it in our exercise book. You only use a 

complete and precise answer. You are not supposed to copy it, the question. Yeah? ጥያቄ 

አትገለብጡም መልስ ብቻ መፃፍ፤፤ that is our class written activity.  

(wrote the instruction on the board: complete the questions using the information in the 

passage)   

You can write a short and to the point answer yeah. የግድ ረጅም state ማድረግ የለባችሁም፤፤ 

to the point የሆነ but short answer in order to save time.  

38. TG: Whenever you find ‘the man’: ‘the man’ here consider who he is. Identify who really he 

is: otherwise, you get confused.   

At least you should know that where, in which part the information of the answers ‘can be 

get’ (sic). So you have to stick on that please. To do one question you are not supposed to 

read all of the passage. If you remember last time how to do comprehension questions step 

ነግሬያችሁ ነበር አይደል?  

Post reading of the lesson 
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Ok to manage time, you will just actively participate orally participate በማድረግ 

እንጨርሰዋለን የቀሩትን፤፤ እስካሁን የሰራናቸውን ብቻ እናያለን that we have attempted to 

manage time.  

39. TG: So who can answer number two? [1s] “Describe the man who came to see him” who came 

to see Obi it means that. So how do you describe this person? [1s] Yeah 

40. S: prosperous and business man  

41. TG: he is a person of who? We said that Obi is the person who works for scholarships in a 

certain kind of educational sector, but who came to visit Obi is the person who is the 

prosperous Legos businessman. አንድን ሰው ስንገልፀው እንደዚህ ነው የምንገልፀው፤፤ ምንድን 

ነው ከተባለ ስንገልፅ ምንድን ነው የምናደርገው status እንገልፃለን ምናይነት ሰው ነው ምንድን ነው 

የሚሰራው like ከዚህ ጋ ሌጎሳዊ ነው businessman ነው he is prosperous፤፤ ሃብታም የሌጎስ 

businessman ሰው ነው፤፤ so you say the answer is that this person is simply described as he 

is a prosperous Legos businessman who came to visit Obi.  

42. TG: What did the man want? [2s] ኦቢ ጋ የመጣበት ምክንያት ምንድን ነው? [.5s] What is the 

reason? [1s] Yes Silvana 

43. S: the man wants his son how can he get the scholarship 

44. TG: he wants how his son can get ‘scholarships’ (sic) [the scholarship]. So to ask him and deal 

with him. In short we can say to deal with his son’s scholarship. To deal with Obi. That 

was why he came.   

45. TG: How did the man make it difficult for Obi to refuse his request? [1s] Do you think that 

Obi accepted his request? [.5s]  ሲጠይቀው accept አድርጎታል? [1s]  

Accept አላደረገም. So it becomes difficult for Obi. Refuse እንዳያደርግ difficult ማለት 

አልተቀበለም;;  

46. TG: ግን አልቀበልም ብሎ እስከ መጨረሻ ፀና እንዴ? [2s]  

47. S: no  

48. TG: ስለዚህ ከባድ አደረገበት እምቢ እንዳይል;; መጀመሪያ እምቢ ብሎ ነበር፤፤ ምን በማድረጉ? [.5s] 

How [1s] How did? [1s] ማለት አንድ ሰው ከናንተ favor ቢጠይቃችሁ መጀመሪያ እንቢ ትላላችሁ 
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አይደል? You refuse ግን እምቢ ማለታችሁን ከባድ ያደርገዋለ፤፤ እምቢ እንዳትሉ፤፤ ልክ ያንን idea 

ይዛችሁ ነው ከዚህ ጋ የምታዩት፤፤ related to the passage.  

49. TG: How the Legos businessman makes it difficult to refuse the request for the scholarship of 

his son? [2s]  How? [3s] እስኪ ሌሎቻችሁ Noyabi [3s] 

50. S: by money  

51. TG: by money. What kind of money [.5s]  

52. S: pound 

53. TG: pound. How ‘this pound is described’ [.5s] እንዴት ነው የተገለፀው? [.5s] What of notes 

የሚለው? [.5s]  

54. S፡ wad of  

55. TG: what does wad of mean? [.5s] Have you ever seen money when people have just taken out 

from bank especially when ten thousand something like that? [.5s] How does bank give 

money to its customers if it is ten thousand? [.5s] Is it one by one, separated? [.5s] No. it 

becomes a wad, that is a wad of money. So by giving him a wad of money or pound.  

56. TG: So at this time Obi becomes ‘find’ (sic) it difficult to refuse. ያው የገንዘብ ነገር ታውቃላችሁ 

አይደል ምን ማለት ነው in other words ምን deal እያደረጉ ነው እስኪ ባንድ ቃል ግለፁት [1s]  

57. S: corruption 

58. TG: corruption yeah. Embezzlement or corruption. That is it. They deal with corruption.  

59. TG: “Why do you think is Obi kept silent about the fact that the man’s son was already on the 

short-list?” [1s] This Legos businessman’s son was already in the short-list of scholarships. 

So why did he keep silent? [2s] What do you think? [1s] What do you think? [4s] What 

would we say that he remembered the boy’s name. He was already on the short-list. Short-

list ማለት by the way አንድ ነገር ስታመለክቱ ለምሳሌ እሚመጥን ሰው scholarship ለምሳሌ 

ውጭ አገር ብትሞክሩ ያስራሁለተኛ ክፍል ውጤት ቢታይ ጥሩ ውጤት ያመጣው ሰው ይመረጣል፤፤ 

መቶ ሰው ካመለከተ ሃያ ሰው ይመረጣል፤፤ ሃያ ሰው ከተመረጠ ያ ሃያ ሰው ምን ሆነ ነው የሚባለው? 

Short listed ወይም ደግሞ screened out ይባላል፤፤ የተመረጠ ለዚያ ነገር፤፤ እናም የልጁ ስም ከዚህ 

አለ፤፤ so why do you think he kept silent already እንዳለ ሲያውቅ? [.5s] Yeah 

60. S: the scholarship is for poor people.  
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61. TG: for poor people. But this son’s father is prosperous very rich. So scholarship is for poor 

but the prosperous or rich son is here. In this time the person is kept silent.  

62. TG: What did he (Obi) say [1s] What did he (Obi) say [.5s] “why don’t you pay for him”? ከዛ 

ምንድን ነው የመለሰው? ደስ የሚል ነገር ስላለ ነው፤፤ the man laughed and answered what? [.5s]  

63. S: no man has money in this world.  

64. TG: no man has money in this world. Sufficient money in other words. እናንተ ከኢኮኖሚክስ 

ሌሰናችሁ ጋር አገናኙትና ምን ማለት እንደሆነ ታዩታላችሁ፤፤ so because the scholarship is for 

poor people and the prosperous man’s son is already here.  

65. TG: Explain Obi’s feelings about the money. ስለገንዘቡ ምን አይነት feeling የሚሰማው 

ይመስላችኋል [1s] መጀመሪያ refuse አድርጓል አይደል ከዛ መጨረሻ ላይ ደግሞ difficult to refuse. 

So ምን ይመስላችኋል እንደዚህ አይነት ነገር? [1s] How do you describe? [.5s]  እንደዚህ አይነት 

feeling እንዴት describe ታደርጋላችሁ ባንድ ቃል ግለፁ ብትባሉ? [3s] 

66. Ss: silent  

67. TG: Naturally Obi ምን አይነት ሰው ነው? [1s] right ሰው ነው፤፤ accept ማድረግ አልፈለገም፤፤ ከዚህ 

ላይ መገደዱ ደብሮታል ግን ደግሞ wad of money ገንዘብ ደግሞ አለ፤፤ refuse ለማድረግ ከበደው 

እንደዚህ አይነት feeling ምንድን ነው የምንለው [4s] ወይም በሌላ ቃላት ግለፁት ብትባሉ ምንድን 

ነው እስኪ በአማርኛ ግለፁልኝ ይህንን ሃሳብ ምን አይነት ሃሳብ ነው ይህ [1s] ለምሳሌ መጥፎ 

ድርጊት አናደርግም ብላችኋል በገንዘብ አንድ ሊያታልለን ሲሞክር ወይም እንድናደርግ ሲሞክር 

መሃል ላይ ገንዘቡን እንፈልጋለን ያ ደግሞ ህሊና የሚወቅሰውን ነገር ደግሞ እንፈልጋለን ያንን ማጣት 

ደግሞ አንፈልግም፤፤ እንዲህ አይነት ስሜት ውስጥ ብንሆን ምን አይነት feeling ይመስላችኋል? 

[.5s] What kind of feeling is that? [2s] Anyways this kind of feeling in English is said to 

be ambivalence (writing on the board). Ambivalence የምንለው ምንድን ነው dilemma ውስጥ 

መግባት ነው፤፤ ብሩን ልውሰድ ወይስ ደግሞ ብሩን ትቼ ሃቀኛ ሰው ነኝ በዚያው ልቀጥል? ከዛ መሃል 

ውጥ confuse ከሆነ dilemma ወይም ደግሞ ambivalence ይባላል፤፤ እንደዚህ አይነት feeling 

ውስጥ ያለ ሰው ደግሞ ምንድን ነው የሚባለው ambivalent ነው፤፤ but his feeling ከተባለ 

ambivalence በሉ፡፡ ፊሊንጉን ነው የምንገልፀው የሱን፡፡ ambivalence feeling ውስጥ ነው ያለው፤፤ 
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68. TG: What do you think Obi is going to do with the money? [1s] Will he keep it or give it back? 

[2s] ልክ ቴብል ላይ ነው ያለው አይደል ፤፤ ቴብሉ ላይ ምን ጨመረበት ካስታወሳችሁ መጨረሻ ላይ 

[.5s] ብሩ ላይ ምንድን ነው ያደረገበት ከላይ እስኪ መጨረሻ አካባቢ ላይ ያለውን አንብበህ ንገረኝ፤፤ 

ቴብል ላይ አስቀመጠ ከዛ ምን ጨመረበት [3s] 

69. S: newspaper  

70. TG: newspaper. Yeah. አልወሰደም ማለት ነው፤፤  

71. TG: መጨረሻ ላይ ምን የሚያደርግ ይመስላችኋል what do you think he is going to do? [1s] Do 

you think that he will give him back or what he is going to do with the money? [2s] Your 

feeling. It is your opinion. From your opinion what do you think? [1s] It is not about from 

the reading. ምን ይመስላችኋል በራሳችሁ አስተያዬት ገንዘቡን የሚመልስለት ይመስላችኋል 

ገንዘቡን መልሶ በቃ scholarship ማለፍ የለበትም ነው የሚለው ወይስ ደግሞ ገንዘቡን ወስዶ deal 

የሚያደርግ ነው የሚመስላችሁ opinion towards this? [2s] እስኪ ምን ይመስልሃል at the back 

yeah ምን ይመስልሃል እስኪ? [1s] አንድ ሰው ሙስና መስራት አይፈልግም፤፤ ሙስና ስራልኝ ብሎ 

ብዙ ብር አስቀመጠለት ከዛ ብሩንም ይፈልጋል ያንንም መስራት አይፈልግም፤፤ መጨረሻ ላይ ብሩን 

ቁጭ አደረገ ጋዜጣ አለበሰ፤፤ ምን የሚያደርግ ይመስልሃል [3s] በገንዘቡ የሆነ ነገር ያደርግበታል 

ወይስ መልሶ ይሰጠዋል? [2s]  

72. S: መልሶ ይሰጠዋል 

73. TG: መልሶ ይሰጠዋል፤፤ ለምን because is what? [1s] 

74. S: ሙስና መስራት አይፈልግም፤፤  

75. TG: because he doesn’t like to be corrupted.  

76. TG: Ok it is your feeling. What about others? [1s]  

He would take and he is going to do something else do you think? do you believe? because 

it is a wad of money so he can serve his want. That is up to your point.  

77. TG: The other one “Two traditional Nigerian items are mentioned in the text: agbada and kola. 

I am sorry I am not deed sure about how it is read because it is local name. “Agbada and 

Kola discuss their meaning” what do you think as you find in the passage? [1s] You found 

about this one (writing on the board: Agbada and Kola). It is written like this. It is not 

English word. Do you remember when I say the local beer in our country? [1s] Before we 
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say Tela and Teji. Like that kola is what? [1s] a traditional drink in the setting where the 

story is written. Agbada. What is it? [.5s] At list you have to know የሚጠጣ ነገር ነውስ 

ምንድን ነው? [.5s] አይደለም አይደል. What is that? [.5s] Is it drink or other thing? [.5s] 

78. S: other thing 

79. TG: it is traditional cloth which very prosperous people wear. ይሄ ሃብታም higher class የሚባል 

አለ አይደል? በጣም ሃብታም ታዋቂ famous higher class የሆነ ሰው የሚለብስበት ባህላዊ ልብስ 

ነው ማለት ነው፤፤ that is what we mean agbada.  

80. TG: This is what we have from the passage. So have you got any point or word that you do not 

understand in the passage? [.5s] Any word ያዬነው but it is not clear for you. [1s] If not that 

is enough for now. That is the end of our class today.  

O1-TH 

Pre-reading of the lesson 

           (The teacher wrote the topic of the reading text, medical innovators, on the blackboard.)  

1. TH: good morning class. How are you? 

2. Ss: good morning 

3. TH: well last time we have seen about relative clause in general. Ok? As you have seen relative 

clause means it is a clause that begins with relative pronoun and there are two types of 

relative clauses in English, defining and non-defining relative calluses. And to differentiate 

them defining relative clause hasn’t a comma whereas where as non-relative clause has a 

comma. What is the function of defining relative clause? To define the subject of the 

sentence exactly whereas non defining relative clause we use this simply to give additional 

or extra information about the subject of the sentence. This is what we have seen in general 

last time.  

4. TH: Today by the way our main point we will see about the reading part ‘that it’ (sic) talked 

about medical innovators which is found in your textbook on page 68. Ok? It talks about 

medical innovators.  

Before we are going to see about what we call it the reading part, it is better to know about 

these two words. ok? What is innovation as well as what is innovator mean (sic). What is 

the difference between them? Then what is medical innovators mean (sic). We will see 

such kinds of words.  Now let us begin from this one.  
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5. TH: What is innovation by the way for you? [.5s] How can you define the word innovation? 

[3s] Innovation. [2s] Innovation [3s] Let me give you time for you. [6s] Let me give you 

time for you and try to think it and write it what is innovation what is innovators in your 

exercise book. Ok?  Use your own words. [5s] what is innovation what is innovators [21s] 

6. Ss: (silent) 

7. TH: what is innovation? [.5s] innovation is a way or a process of creating new thing or things 

that are or is not found in the world before that time. It is called innovation.  

What is innovator? [.5s] Innovator is actually a person who creates a new thing that is not 

found before in the world. That is called innovator actually. Having this information in 

your mind, what is medical innovators mean (sic)? [.5s] medical innovators [2s] The 

innovators those are creating a new medical equipments (sic) for the rest of the world. 

Thais is called medical innovators.  

8. TH: Having this information, now try to see exercise two which is found on page 68. Actually, 

there are some words those are taken from the text. What is the function of this exercise is 

when you read the text, you can easily understand it once you get the meanings of such 

kinds of words. ok? So what you are going to do here is that try to match the words those 

are taken from the text with their meanings. Now do it. Do it orally in order to save our 

time. What is culture? What is pneumonia? What is cathodes ray? and so on ok. ቶሎ ቶሎ 

ስሩ፤፤  

They are scientific words. እነዚህ ሳይንሳዊ ቃሎች ናቸው፤፤ አሁን እነዚህን ከዚህ ማግኘት 

ትችላለህ ስታነባቸው፤፤ ገብቶሃል አይደል፤፤ ስለዚህ ዋናው ሃሳቡ ምንድን ነው እነዚህ ቃሎችን 

ትርጉማቸውን የምታውቅ ከሆነ ቀጥሎ ከዚህ ስታነብ ፅሁፉ ላንተ ምን እየሆነ ይሄዳል በቀላሉ 

መረዳት ትችላለህ. So do it carefully then when we read the text you can easily understand 

because once you can get the meanings of such words or the key words that are found in 

the text.  

No write ok. Match them. No need to write them because we do not have enough time to 

do everything. Match them ok. What is the function of this exercise? You know that go on.  

9. TH: Now good. Let us do it together ok. Any how the matching part actually. What is the 

function of this matching part? Once you can get the meanings of those key words that are 

found in the text, you can easily understand the message of the text. Ok? Because once you 



 

343 
 

can get the meanings of those words that are found in the text so the function of this exercise 

is it helps you to predict what comes next as well as it helps you how can you understand 

the message of the text as a pre-readingquestion.  

Now let us do it together. What is culture? [2s]  

Culture is actually g “cells grown for scientific use” this is called culture.  

10. TH: Mold. [2s]  

It is b “a green or black substance that grows on old food or on wet things” that is called a 

mold.  

11. TH: Mortality rate yeah actually this is not difficult for you.[1s] 

 Mortality rate “the number of people who die in a given period of time” that is good.  

12. TH: Transpalent [transplant] [1s]  

This is the scientific word. transpalent. f “a medical operation in which part of someone’s 

body is put into the body of another person” that is called transpalent.  

13. TH: Ok. Pneumonia [2s] 

14.  S: C  

15. TH: yeah pneumonia. C “a serious infection of the lungs”.  

16. TH: Fracture [2s] Fracture [3s] 

17. Ss: B, E 

18. TH: “a crack in a bone” yeah of course. “a crack in a bone”. ok 

19. TH: cathode rays [1s] 

20. Ss: H, A 

21. TH: “negatively charged electrons floating in a tube” actually this is related to chemistry or 

what you call physics?[.5s] 

22. Ss: physics  

23. TH: chemistry. Ok cathode ray  

24. TH: Photographic plate [.5s]  

25. S: i 

26. TH: “glass plates on which a photographic image can be created when light shines on it them”  

27. TH: The last one is transparent [1s] transparent [4s] yes transparent [6s] transparent [3s]  

28. S: a 

29. TH: it is A. ok. “Clear and able to be seen through”  
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30. TH: Ok. Now look at once you get the meanings of such kinds of words or the key words 

actually. All key words are taken from the text. So now what you are going to do here is 

that try to proceed to the text. Read carefully. A, B, C at least Text A, text B, and text C. 

Read carefully and after that we will proceed to the exercise which is filling the table ok.  

31. TH: Now for the time being read the texts carefully for five or six minutes. Go on.   

Right. Good. Now try to proceed to the exercise. Actually it is a table by using the text try 

to fill the table based on the information which is found in each text. Using text A, B, and 

C. Leave it text D ok.   

ገልብጠውና ደብተርህ ላይ ወይም የሆነ ነገር ላይ ሙላው ዝም ብለህ. For example date of birth 

and date of death of Alexander Fleming. You can get the answer from the text ok? መልስ 

መልስ ብቻ እሽ? ለምሳሌ date of birth ቀላል ነው:: 

Post reading of the lesson 

32. TH: Ok let’s do together the exercise part. Try to fill the table based on the information which 

is found in your textbook. What about Alexander Fleming date of birth and death actually 

which is found in your textbook. [2s]  

It is starting from 1881 up to 1955.  

33. TH: What about Florence date of birth and death? [2s]  

Starting from 1820 up to 1910.  

34. TH: What about Christian Barnard? [1s] Christian [2s] 

35. S: 1922 

36. TH: 1922. Ok. Starting from 1922 up to 2002.  

37. The second one significant innovation. significance of innovation of Alexander for example. 

What was the significant innovation of Alexander Fleming? [1s]Yes 

38. S: penicillin  

39. TH: discovery of penicillin and development of antibiotic.  

40. TH: What about Florence? [1s] The significant innovation? [4s] Yes 

41. S:  nursing  

42. TH: established nurse as a profession.  

43. TH: What about the third, Christian Barnard? [6s]  

44. Ss: silent  
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45. TH: He did performed (sic) first heart transplant operation. This is the first significant 

innovation. Heart transplant.  

46. TH: What about the nationality of Alexander Fleming? His nationality. [2s] Yes [2s] The 

nationality [4s] 

47. Ss: silent  

48. TH: It (sic) might be British or Scottish.  

49. TH: What about the nationality of Florence? [2s]  

It is still British English.  

50. TH: What about Christian? his nationality is what? [1s]  

South Africa. This is actually the beginning of the question which is found in your 

textbook.  

51. TH: The rest one is your homework. Try to fill in your at home. Try to complete the tables 

which is found in your textbook on page seventy in your at (sic) home, and try to add 

exercise D.  

52. TH: Do you have a question? [3s]  

53. S: የቱ ነው የሚሰራው  

54. TH: ይሄ የሚቀጥለው ነው ከናሽናሊቲ በታች ያለውን ማለት ነው፤፤  

55. S: ይሄ ብቻ ነው የሚሰራው? 

56. TH: አዎ፤፤ እሱ ብቻ ነው ሌላ የለውም ሲጀመር፤፤ ከናሽናሊቲ በታች ያለውን blank space ወይም 

ቴብሉን በደንብ ሙሉት ቴክስት ዲንም ጨምሩና ማለት ነው፤፤ This is your homework. Thank 

you.  

O2-TH 

Pre-readingof the lesson 

1. TH: good morning class?  

2. Ss: good morning teacher 

3. TH: how are you?  

4. Ss: fine 

5. TH: that is good. Last time we have seen about the reading text that it talks about medical 

innovation ok? and we have seen the difference between innovation and innovators and we 

have done as the exercise that is found under the reading text.  
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6. TH: Today we will continue another reading text that it talks about night of the scorpion. 

Actually this is a poem that it talks about night of the scorpion.  

Anyhow before we are going to see about the night or the reading that it talks about night 

of the scorpion let me give you some questions. What is the difference between poem and 

text what we call it reading text? What is the difference between them? Because most of 

the time textbook focused on the text rather than the poem. So what is the difference 

between poem and a text?  

Secondly, what is scorpion by the way? What do you know about it? (Writing on the board: 

What is the scorpion?) Let me give you a time for you. Think it and try to write your answer 

by using your own words then try to forward for your classmate students.  So what is the 

difference between poem and a text and also what is a scorpion? Now go on do it for 

yourself for two minute (sic).  

7. TH: Alright. Good. It is enough now. So what is the difference between the poem and it might 

be a text. What is poem mean (sic) or what do you know about the poem? [1s] Ok Nathan  

8. S: a poem is made of stanzas  

9. TH: it is classified or separated by stanza.  

10. TH: But when we talk about text, instead of stanza we can use what? [1s] 

11. S: paragraph 

12. TH: paragraph. Good.  

13. TH: When we talk about poem, poem has what? [3s] 

14. S: Melody  

15. TH: uh. Melody. Uh. It is melody. Ok [.5s]  Selam 

16. S: use selected words    

17. TH: yeah. In poem, poem uses selected words. [.5s] Ok    

18. S: it has a rhythm  

19. TH: yeah has rhythm. that is rhythm. What else? [1s] 

20. S: using smart word 

21. TH: using smart words or what we call or selected words to transfer a wide message. By using 

a little or a selected words, it is possible to transfer a wide message or a deep message.  

22. TH: What about text? Actually text is separated by paragraphs. It hasn’t a rhythm, or it hasn’t 

what we call a verse for example. Ok? And also we can use any kind of words rather than 
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selected words. This is any how the difference between poem and a text. Look at don’t give 

more emphasis about the word the phrase selected words. So poem use (sic) a selected 

words (sic) to transfer a deep message but text is not use (sic) a selected words. And the 

message that contain (sic) in text and the message that contain (sic) in a poem are quietly 

differ (sic). That is why we use a poem.  

23. TH: Having this information in your mind, what is scorpion by the way? [1s] Look at the 

picture that is found in your textbook on page seventy four. Actually that is scorpion. What 

is scorpion? [.5s]  What do you know about it?  [2s] Ok Muse 

24. S: insect it lives in the desert  

25. TH: yeah actually it is a type of insect that lives in hot and dry area that is called scorpion, and 

also it might have a curved tail that contain (sic) a poison.  

So having this information in mind night of scorpion, the poem might talk about the 

scorpion which is happen (sic) at one night.       

26. TH: Now turn to the text or the poem try to read for five minutes silently the poem please. 

Silent reading. That is good. Go on. I hope it is very interesting when you read it. Read 

carefully.     

27. TH: Alright it is more than enough. Listen to me once how can we read the poem. Listen to 

me once then we proceed to the exercise one. Good. ‘Night of the scorpion’ 

By the way this poem is written by one of the Indian most famous what we call it poet.  

It describe[s] what happen[s] when the writer’s mother was stung by scorpion. You know 

stung by the way. What ‘is stung mean’ (sic) here? [1s] stung by scorpion.[.5s] ‘Stung 

mean’ (sic) [.5s]  it is ‘bitted’ (sic) or ‘biting’ (sic) by the scorpion. 

Ok. Good. Now ‘Night of the scorpion’ (the teacher read out the poem) 

            This is how can we read them poem and the difference between the way of reading the text 

and the way of what we call it the poem because it has a rhythm. But what is the difference 

between a poem in Amharic and in English [.5s]. Poem in Amharic might be the end letters 

are the same because of the end letters are same the sound will be the same. But in English 

it might be ‘letters is’ (sic) not the same but the sounds are the same. This is the difference 

between poem in English and what we call it poem in Amharic.  

28. TH: Having this information, now let us proceed to exercise three. Before we are going to do 

exercise one try to proceed to exercise three. What is the main purpose of this exercise is 
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try [to] find the key or the new words that has [have] similar meaning[s] with their 

definition[s]. Look at exercise three “Find words meaning the following in parts of the 

poem indicated”  

Look at A “Like a devil, cruel and wicked”. What words has (sic) similar meaning with 

this definition. Actually the word is found from line one to nine. So which words have 

equivalent meaning with this definition? Actually line one up to nine. Like a devil. You 

know devil and also cruel. Cruel means unkind and wicked. So which words are similar or 

which ‘words has’ (sic) similar meaning with this one? it is actually line one up to nine. It 

is called uhh[1s] 

29. S: diabolic 

30. TH: ‘diablotic’ (sic). It is found line six. Diablotic similar meaning with like devil, cruel and 

wicked. 

31. TH: Now go on the rest one. B up to k. try to find the word only. Write the words in your 

exercise book. The words that have equivalent meaning with give definition. Remember in 

the previous reading part we did about simply matching the words with their meaning. The 

words those are taken from the text with their definition. The matching one. But here there 

is no ‘a matching’ (sic). This is not a matching. You have to improve your way of finding 

the words or getting words from the text. Simply by using the definition. Now go on. Do it 

anyhow. Try to find the ‘words that has’ (sic) similar meaning with the given one. Hurry 

up. I hope it is not as such difficult. መልስ ብቻ፤፤ Try to write the answer only because the 

definition already given for you. Simply write the words that are similar meaning with the 

definition. That is good.         

ገብቶሻል እንዴት እንደሚሰራ ከዚህ ጋ ለምሳሌ እነዚህን ነው ስሩ ያልኩት፤፤ እነዚህ definition 

ናቸው፤፤ ለነዚህ definitions ደግሞ ዎርዶች ከዚህ ውስጥ አሉ፤፤ ስለዚህ ይህን ዴኔሽን እያነበብሽ 

ከዚህ ውስጥ ቃሉን መፈለግ ነው፤፤ ከባድ አይደለም፤፤ ለምሳሌ Like a devil, cruel and wicked 

ብለናል ከላይም  one up to nine ነው it might be the word that has equivalent with this 

definition has found from line one up to nine. The middle one. So you have to find it. For 

example the word ‘diablotic’ (sic) is equivalent meaning with like a devil, cruel and 

wicked. What about to make something unable to move? The definition of this word is 
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found from line ten up to nineteen. So try to find the words that are equivalent meaning 

with something like this. Go on.  

ገብቶሃል አይደል ቀላል እኮ ነው፤፤ ከዚህ definition ከመስመር አስር እስከ አስራ ዘጠኝ ባለው መሃል 

ታገኘዋለህ፤፤ ተመሳሳይ difficulty by the way.  

(For the whole class). The last question, K, ‘it might be produced from two different 

species’ sorry not that one. J. It might be the information line 30 to 39 is incorrect. Actually 

try to make it 40 to 49. Line 40 to 49. ከዛ ላይ የተፃፈው መስመር ትክክል ስላልሆነ ነው ok ፤፤ 

for question j. 

Post reading of the lesson 

32. TH: Let’s do it together. The first one is already done. B “To make something unable to move”. 

Look at. It is what? [.5s] 

33. Ss: paralyzed  

34. TH: paralyzed. It is found line ten. Paralyze means to make something unable to move. That 

is good.  

35. TH: “To make a short hard sound” the word is found from line ten to nineteen. [2s] Ok 

36. S: clicked 

37. TH: clicked. Yeah. Clicked. It is found from line fifteen  “They clicked their tongues”. That is 

good. Look at how can you get the words. That is good. 

38. TH: To decrease. It is found from line twenty to twenty nine. To decrease. Ok. To decrease. 

Uhh. Another. New hand. To decrease. [3s] ok Uhh 

39. S: to diminish 

40. TH: to diminish. To become diminished. It is found line twenty six “become diminished by 

your pain”. That is good.  

41. TH: What about “To make something pure and clean”. It is found from line twenty to twenty 

nine. አረ ሌሎቻችሁም፤፤ ሃሎ [2s] “To make something pure and clean” it is not difficult ok. 

[3s] Maryamawit  

42. S: purify 

43. TH: purify. It is found in line what? [4s] yes 

44. S: twenty seven 
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45. TH: yeah. Twenty seven. “May the poison purify your flesh”. Purify. To become something 

clean. That is good.  

46. TH: “The desire to achieve something” [.5s] The desire to achieve something [4s] uhh 

47. S: Ambithion  

48. TH: yeah. Ambithion. From the line twenty to twenty nine. It is found in line twenty seven.  

49. S: twenty eight 

50. TH: yeah twenty eight.  “The desire to achieve something” Ambition. That is good.  

51. TH: “Small lamps that you can carry” from line thirty to thirty nine. [7s] Ok Nathan 

52. S: Lanterns 

53. TH: yeah. Lanterns. Ok. ”More candles, more lanterns, more neighbours” it is found line thirty 

two.  

54. TH: “Someone who disagrees with an opinion that most people have” [4s] “Someone who 

disagrees with an opinion that most people have” [4s] from line thirty two thirty nine ok. 

[3s] thirty two thirty nine [7s] Paulos. [.5s] Nahom uhh [5s] 

55. Ss: silent 

56. TH: look at “Someone who disagrees with an opinion that most people have” is called what? 

[2s]  

57. S: suseptic (sic) 

58. TH: suseptic (sic) [skeptic]. ok. which is found on line thirty six. “My father suseptic [skeptic] 

and rationalist.” Suseptic 

59. TH: “Someone who explains everything scientifically” when someone explains something 

scientifically he is called what? [1s] He is called [2s]  

60. S: incantation  

61. TH: incantation. No incantation. No incantation [4s]  

“Someone who explains everything scientifically” [2s] scientifically ok [4s] Ebrahim 

62. S: rationalist  

63. TH: rationalist. Rational person. Rationalist. Good.  

64. TH: “Words which are used to ask a religious or magical power to do something bad to 

someone or something” from line forty to forty nine. [6s] 

65. S: incantation 

66. TH: yeah. Incantation. This is incantation. 
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67. TH: The last one “A plant produced from two different species” that is called what? [.5s] 

68. S: hybrid   

69. TH: hybrid. Now you can get the meaning of the key ‘words that is’ (sic) found in the poem 

actually. Good.  

70. TH: So to understand the message of the poem, those words are very important for you. Once 

you can get their meaning so you can easily understand the text or the poem. Let me give 

you one minute. Read again. The poem. አሁን ትርጉሙ ይገባችኋል ብየ አስባለሁ፤፤ ካገኛችሁ 

በኋላ አሁን መረዳት አይከብዳችሁም ቀጥሎ ያለውን ማለት ነው፤፤ ስለዚህ መልሳችሁ አንብቡት፤፤ 

read the poem again ከዛ ሜሴጁን አንድ ላይ የሆነ ሚኒንጉን generalize እያደረጋችሁ ትሄዳላችሁ 

ማለት ነው፤፤ that is good ok.  

That is good now. I hope you understand the message of the poem. Now try to move 

exercise one ok. Try to do only A and B for the time being because we don’t have enough 

time to do everything in the classroom. Now answer the question “Why did the scorpion 

go under a sack of rice?” why? Let me give you a time ok. ሁለት ደቂቃ ይበቃችኋል ለሁለቱ 

ጥያቄ፤፤ እስኪ ስሩና just try to forward your answers and conclude today’s lesson. I hope 

you can get the meaning of the key words and also I hope you can understand the message 

of the poem and also to understand the poem generally you can justify why the scorpion 

go (sic) under a sack of rice.  

71. TH: Well. Why did the scorpion go under a sack of rice? [1s] uhh  

72. S: because of the steady rain  

73. TH: because of the steady rain. Of course. uh  

74. TH: What else? [3s]  

75. Ss: silent  

76. TH: of course there is steady rain actually. So because of the steady rain, the ‘scorpion go’ 

(sic) under a sack of rice because of what? [2s] because of [2s] uhh to find what? [.5s] 

77. S: because of his mother 

78. TH: uhh because of his mother (with a lingering voice). There was a steady rain actually or a 

heavy rain in other words. Because of a heavy rain, the ‘scorpion go’ (sic) under a sack of 

rice to what? [.5s] 

79. S: hide  
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80. TH: to hide himself? 

81. S: yeah 

82. TH: Uhh. Of course hiding himself is actually one. But what ‘is the other words’ (sic)? [3s]  

83. Ss: silent  

84. TH: to shelter from the rain, you know shelter, to shelter from the rain. Because of this, the 

‘scorpion go’ (sic) under a sack of rice.  

85. TH: What about the second one? “Who is ‘the Evil One’? [.5s] Why did the neighbors want to 

‘paralyze him’? (laughter). [1s] Who is the evil one? [1s] The evil one? [2s] Who is [.5s] 

Ok 

86. S: scorpion  

87. TH: the scorpion. Ok. That is the scorpion. The scorpion.  

88. TH: Why did the neighbors want to ‘paralyze him? [2s] Because [3s] uhh 

89. S: because it has a poison.  

90. TH: yeah. It has a poison actually. Once it stung you, you ‘will be paralyze’ (sic) or you will 

be sick. So because of this the neighbors wanted to paralyze him ok.  

91. TH: So C up to j is your homework. Do it like this one ok. Anyhow I hope you can get some 

new words from the poem as well as you can get how can we read the poem as well as how 

we can generalize or how can we get the message of the poem by using the key words. This 

is all about today’s lesson.  

92. TH: Do you have a question? [2s] Do you have a question? [.5s] If something is not clear for 

you. [4s] ገብቷችኋል? [.5s] 

93. S: አዎ 

94. TH: ጥሩ ነው:: So C up to J is your homework for tomorrow. Thank you so much. Do it in your 

at home.   
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Appendix I 

Descriptive content analysis of classroom observations transcripts  
T

ea
ch

. 
 
Pre-reading initiation moves 

 
Post-reading initiation moves 
 

 

 

 

 

 

TA 

 

O1 

 Introducing the text using the topic (1) 

 Asking prior knowledge of the text, fact (2, 7, 

10) 

 Clarification request for prior b/k k/g question 

(4, 12) 

 Telling purpose for reading (overview of the 

comp. questions: informing the meanings of new 

words and clarifying text structures) (17)  

 Telling indefinite reading time (17) 

O2 

 Introducing the text using its genre (2)  

 Introducing the text using its source(2) 

 Asking prior knowledge of the text judgmental (3, 

8, 13) 

 Confirmation check question of prior b/g k/g 

response (10) 

 Introducing the general idea of the text (19) 

 Telling to read the text silently and loudly without 

purpose (19)  

 Telling indefinite reading time (19) 

  O1 

 Asking literal question (18, 23, 31, 38, 

41, 44) 

 Asking clarification request question 

for literal response (20, 25) 

 Answering own question (30, 34, 35, 

36, 37, 47) 

 Asking text genre question (48) 

 Asking clarification seeking question 

(53)  

 
O2 

 Introducing the text using text feature 
(32)  

 Asking inferential question (32, 44)  

 Asking reorganizational question (35) 

 Asking literal question  (38, 41)  

 Narrowing initial inferential question 
(47, 50) 

 Answering own question (53)  

 Asking clarification seeking question 
(54)  
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TB 

 

O1 

 Asking prior knowledge of the text, from previous 

lesson (3, 5, 10, 15,18, 27, 38) 

 Answering own question (15, 46, 61, 71) 

 Hinting at the answer (24, 31) 

 Telling the reading time (30, 72) 

 Asking to preview the tet (30, 72) 

 Asking confirmation check question (33, 40) 

 Asking pre-reading words (43, 46, 47, 50, 56, 62, 

65, 68) 

 Narrowing initial pre-reading words (53) 

 Telling the reading time (72)  

 

O2 

 Introducing the text using text source (1) 

 Introducing the text using unrelated knowledge 

of the text (2)   

 Asking to preview the text (4) 

O1 

 Asking literal question (73, 75, 79, 83, 

87, 91) 

 Answering own question (94) 

 
O2 

 Answering own question (5, 44, 50, 

56, 59, 72, 73, 74, 75, 76, 80)  

 Asking literal question (6, 9, 14, 23, 

28, 39, 41) 

 Declining of literal response (18) 

 Describing  the meaning of difficult 

word in the comprehension question 

(37) 

 Narrowing initial question (45, 53) 

 Asking inferential question (38, 57, 

60, 67, 77) 

 
 
 
 
 

 

 

TC 

 

 

O1 

 Introducing title of the text (1) 

 Asking prior knowledge of the text, personal 

experience (1, 6) 

 Narrowing initial question (8) 

 Introducing the text using text source (13) 

 Asking bottom up meaning of pre-readingword 

(14, 22, 27, 30) 

 Narrowing initial question (22) 

 Telling grammatical form of the word (27, 30) 

O1 

 Asking literal question (39, 44, 49, 59, 

62, 65, 68, 73) 

 Asking confirmation check question (46) 

 Asking different levels of 

comprehension questions (78) 

 Asking evaluative questions (84, 88)  

O2 

 Asking literal question (44, 47, 50) 
 answering own question (49) 
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 Hinting at the answer (35) 

 Telling purpose for reading the text (37) 

O2 

  Explaining contextual meanings of pre-reading 

words (1, 4)  

 Asking comprehension check question (2) 

 Asking contextual meaning of words (5, 8, 29) 

 Narrowing initial question (22) 

 Asking bottom up meaning  of the word (25) 

 Answering own question (28)  

 Asking clarification seeking question (32)  

 Hinting at the answer (38) 

 Telling purpose of reading   (41) 

 Telling the reading time (43) 

 Giving text based follow up exercise 

(53)  
 Asking evaluation question (54) 

 

 

TD 

 

O1 

 Introducing the text by explaining the topic (1)  

 Asking prior knowledge of the text, fact (2, 14, 

17, 26, 29)  

 Asking linking question (8) 

 Declining prior knowledge response (11) 

 Telling purpose of reading (35) 

O2 

 Asking prior knowledge of the text, fact (6, 13, 

16) 

 Telling purpose of reading (18) 

O1 

 Asking literal question (36, 39, 42, 

48, 53, 56, 59, 62, 67, 78, 81, 84)  

 Answering own question (47, 87) 

 Telling to review the question (64) 

 Giving text based follow up activity (88) 

O2 

 Asking literal question (19, 25, 33, 36, 
38, 41, 53, 56, 62, 65, 68, 77,80, 83)  

 Asking inferential question (22, 28, 
50) 

 Narrowing initial question of main 
idea to specific idea question (44,47) 

 Asking clarification request for literal 
response (72, 74) 

 Giving text based follow up activity 
(86)  

 



 

356 
 

 

 

TE 

 

 

O1 

 Telling purpose of reading (4) 

 Telling to preview the text (5) 

O2 

 Introducing text source (1) 

 Telling purpose for reading (2) 

 Telling to preview the text (3) 

 Telling the reading time (5) 

 

 
 
  

O1 

 Asking literal question (10, 13, 20, 23, 

32, 35,40,45, 48, 51, 56, 61, 66, 69, 72, 

75, 78, 83, 88) 

 Asking clarification request for literal 

response (15, 27, 37, 63) 

O2 

 Asking literal question (6, 9, 12, 15, 

19, 24,41, 44, 55, 58) 

 Asking inferential question (27, 73, 
76, 79, 82) 

 Asking evaluation question   (30, 33, 
38) 

 Asking confirmation check question 
for evaluation response (35) 
 Declining literal response (49, 68) 
 Tell to review the text for literal 
question (51, 62) 

 Asking linking question of literal 
response (60) 

  

 

 

 

 

TF 

 

O1 

 Asking prior knowledge of the text, fact (1, 9, 14, 

17)  

 Asking clarification request (6, 11) 

 Introducing the text using specific textual ideas 

(20)  

 Telling the reading time (20) 

O2 

 Introducing title of the text (8)  

 Asking question  about prior knowledge from 

world knowledge (8) 

 Asking previewing question (11, 20, 29) 

 Telling to read the texts without purpose (32) 

O1 

 Asking literal question (21,24, 27, 38, 
41, 44, 47, 50, 55, 58, 62, 84, 91, 107, 
114, 117, 127) 

 Answering own question (61, 74, 75, 
78) 

 Asking clarification request for literal 
response (66) 

 Asking clarification for instruction of 
comprehension questions (71) 

 Narrowing initial question (81) 

 Answering own questions (86, 90, 95, 
96, 97, 105, 106, 123) 

 Asking clarification request question 
(100) 
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 Introducing the text using its source (33)  Asking confirmation check question 
(111) 

  Asking clarification seeking question 
(134)  

O2 

 Asking literal question (34, 41, 44, 

54, 62,67,77,78,86, 90, 92, 100, 105, 

108) 

 Asking clarification request for literal 
response (38) 

 Asking confirmation check question 
(59) 

 Asking example (78) 
 Answering own question (103, 104) 

 Giving follow up activity of speaking 
skills (111)  

 

 

 

TG 

 

 

O1 

 Hinting at the answer (3, 6, 9)   

 Introducing title of the text (12) 

 Introducing the text by giving background 

information about the topic (12) 

 Informing meanings of pre-reading words (13) 

 Informing the reading time (14) 

 Telling to preview (scan) the text without purpose 

(14) 

 Telling to use reading strategies (55) 

O2 

 Asking question about prior knowledge of the text 

from previous text read (1)  

 Asking clarification request for prior b/g k/g 

answer (3) 

 Introducing text source (6) 

 Asking previewing question about text source (7) 

O1 

 Asking literal question (24, 32, 39, 50, 

59) 
 Answering own question (29, 48, 56, 

57, 58, 64, 65, 73, 79) 

 Asking clarification request question 

(34, 41, 70, 80) 
 Narrowing initial question (43)  

 Hinting at the answer (62) 

 Asking evaluative question (66, 74, 77) 

 Giving follow up activity of affective 

question (83) 

 Asking clarification seeking question (84) 

O2 

 Answering own question (30, 45, 76)  

 Asking literal question (31, 42, 46, 49, 
56, 62, 68) 



 

358 
 

 Asking the contextual meaning of pre-reading 

word (8, 10) 

 Informing the meaning of pre-reading word (13) 

 Asking question about irrelevant prior b/g k/g 
about the text from world knowledge  (14, 17)  

 Narrowing initial question (20) 

 Telling to preview (scan) the text without purpose 
(23)  sequencial    

 Informing the reading time (23)  

 Telling to use reading strategy (38) 

 Narrowing initial question (34, 65, 71, 
77) 
 Asking reorganizational question (39) 
 Asking clarification request question 
(51, 53, 73) 
 Asking inference question   (59) 
 Asking clarification seeking question 
(80)  
 
 
 

 

TH 

 

O1 

 Introducing title the text (4) 

 Asking bottom up meaning of the word (5) 
 Informing bottom up meaning of word (7) 

 Telling purpose of pre-readingexercise (8) 

 Answering own question (9, 10, 11, 12) 

  Asking bottom up meaning of pre-reading word 
(13, 16, 19, 24, 27) 

 Asking confirmation check question (21) 

 Telling to read the text without purpose by 
changing jigsaw reading to whole class reading 
(30) 

 Informing the reading time (31) 

O2 

 Introducing title of the text (6) 

 Introducing the genre of text (6)  

 Asking question about features of texts (7, 10, 
13, 15, 17, 19) 

 Asking to guess the meaning of pre-reading 
word from picture (23)  

 Informing the reading time (26)  

 Telling to read the text without purpose (26) 

 Introducing source of the text (27)  

 Introducing main idea of the text (27) 

 Telling purpose for reading the text (28) 

O1 

 Answering own question (32, 33, 49, 
50) 

 Asking literal question (34, 37, 40, 43, 
46) 

 Giving text based  follow up activity 
(51)  

 Asking clarification seeking question 
(52) 

 
O2 

 Asking literal question  (32, 35, 38, 

41, 46, 51, 54, 59, 63, 67) 

 Asking clarification request question 

(43, 82) 

 Asking inferential question (71, 74, 

85, 88) 

 Hinting at the answer (76) 

 Asking confirmation check question 

(80) 
 Giving text based follow up activity 

(91) 
 Asking clarification seeking question 

(92) 
 



 

359 
 

Appendix J 

Semi Structured Interview 

Introduction 

1. Briefing the purpose of the interview.  

2. Asking participant teachers about their professional background.  

Part I: Teachers instructional practices of teaching reading  

3. What instructional practices do you use to teach reading in secondary schools EFL 

classes before you start classes? (Lesson plans-objectives)  

4. What instructional practices do you use in classes before students read texts?  

5. What instructional practices do you use in classes when students read texts? 

6. What instructional practices do you use in classes after students read texts? 

 How do you work out comprehension questions with your students? 

 How do you help your students to learn reading at this stage? 

 What are the roles of students? 

7. What do you do at the closing stages of your teaching reading lessons? 

8. At last what do you say about the main objective of teaching reading in your secondary 

schools EFL classes? 
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Appendix K 

Semi Structured Interviews Transcripts 

Teacher A (TA) 

1. Y: the purpose of this interview is to get information about the teaching of reading at secondary 

school level. Before we start the interview please tell me about your professional 

background. 

2. TA: thank you for giving me this chance. I am Kindie. I graduated in Addis Ababa University 

with a BA degree in applied English. After ‘taken’ (sic) that applied degree, I took two 

years summer program what we call it post graduate diploma in teaching methodology. 

After that I again I think it was in 2013 I joined Addis Ababa University again to take my 

MA program and just I graduated in 2011 in Ethiopian calendar.   

3. Y: when we go to the interview questions, the first one is about your instructional practices 

before you go to classes. What kinds of preparations do you make when you teach 

reading?  

4. TA: well when I teach reading, I try to make different kinds of techniques. First of all, I don’t 

want to use similar techniques always.  

5. Y: it is before you go into the class. What kinds of preparations do you make? 

6. TA: I try to prepare texts and materials which are a little bit familiar to students. I want to make 

in that kind of manner. If I find difficult material from the textbook, I leave that and 

prepare my own. If it suits students, I try to use that as it is given in the textbook. But 

sometimes in the textbook, as you see there are no pre-readingactivities in most cases. In 

that time I will try to add my own pre-readingactivities so that students can think of what 

they are going to read. That is what I do. 

7. Y: good. When you go to the class what kinds of teaching practice you use before student begin 

to read texts? 

8. TA: first of all I try to make brainstorming activities. I want students to initiate to do the activity. 

after that I try to present the lesson by providing them different examples. In the teaching 

process there is what we call it presenting, practicing and production, the three Ps. First I 

need to present the lesson by brain storming, by giving different examples, and following 

that I need the students to practice themselves. Finally I ask them to produce their own.  

9. Y: what about when students read the text? what are your roles when students read texts? 
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10. TA: my role is facilitating the situation may be some students may not understand what I am 

saying what is given in the textbook. At that time I will make them understand by providing 

them different examples or simply telling them even in their mother tongue. If something 

is difficult to understand for them, I try to translate it to their mother tongue so that they 

can understand it.   

11. Y: how do you help student to work out the comprehension question after they read texts?  

12. TA: the same thing. I try to initiate students to read and understand texts. If there are jargon 

words in the text, I just make them clear. So that students can understand the text in that 

manner.   

13. Y: Uhh  

14.  TA: in the stage of post reading stage what I usually do is that just I try to check whether the 

students understood what they read or not. especially I focus on the questions that enables 

or leads them may be summarize the idea they have read or questions related to the 

understanding questions and comprehension questions, what they comprehend what they 

understand. Even sometimes I may include if the text is relevant to their lives what lesson 

what moral they learn from the story.  

15. Y: ok what do you do at the end of your teaching reading? What do you do at the end of the 

lesson? 

16. TA: yeah the end of the lesson in most cases I try to give class work and then after doing that 

class work I try to give feedback to them. if they miss or do wrong answers, I will correct 

it, and I will just give them feedback 

17. Y: so what is the main objective of teaching reading in secondary schools EFL classes in 

general and grades 11 and 12 in particular? 

18. TA: yeah main objective to teaching reading is to improve their understanding. 

19. Y: what do you mean when you say understanding?  

20. TA: understanding what they read or what they study. Even studying is part of reading. That 

is what I think. 

21. Y: thank very much 

22. TA: thank you too. 
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Teacher B (TB) 

1. Y: First tell me about your professional background  

2. TB: thank you very much having this time with you. My name is Abreham. I am a teacher of 

English at secondary high school and preparatory. 

3. Y: now when we go to the question, what are the instructional preparations you make to teach 

reading in secondary school? 

4. TB: at grades 11 and 12, teaching reading is special than that of the lower level and grades 9 

and 10. The students at this level are somehow expected as expert since they have been in 

schools for ten years, so the requirements at this level when we teach reading, first as a 

teacher I prepare on title which is given for the classroom then after having vocabularies 

from the passage. This is pre teaching. Even preparing out of the text questions, I make 

my own questions may be direct or indirect open ended or close ended questions.  

5. Y: when you go to the class and the first activity is pre-readingso what are the instructional 

practice you use at that time? 

6. TB: in the classroom just put the topic in the textbook on the blackboard, then write 

vocabularies especially which may be new words. Students may to say word I know word 

I use. Word I know means while they are reading if they face new word, they may ‘be 

put’ (sic) to word I know word for the first time while I am reading the textbook. Or word 

I use means previously words they may know. Most of the time we focus on words I 

know or new words in the textbook, then I am asking them brainstorming questions about 

the title what they have may be randomly I ask them to forward their ideas. This is what I 

do before teaching them or go to in detail in the reading.  

7. Y: so the purpose of your pre-readingteaching practice is what? 

8. TB: the purpose to understand the given title and they have some information about the given 

topic. 

9. Y: when you go to the time when students read the text what kinds of instructional practices 

do you use? 

10. TB: specifically I use ‘as a group, individually’ (sic). As a group having discussion is very 

well because experience sharing. information may ‘be elaborate’ (sic) one may ‘be lack’ 

(sic) another may add. [I also use] individual instructional method may be to examine 



 

363 
 

students reading ability. At the end of the class, ‘both instruction’ (sic) makes them 

remind the comprehension.    

11. Y: so when students read in the classroom your role is what? 

12. TB: my role is just facilitating checking them whether they read or not. Tell them words 

which ‘they face difficulty some new words’ (sic). Sometimes while they are reading as a 

teacher I consider these words may be difficult to them because I have read before. So on 

the blackboard I tell them contextually the meanings of the new words. 

13. Y: at the post reading you might conduct some kinds of post reading activities  

14. TB: at the post high lightly I repeat the idea or the concept of the reading title, then directly 

go to the questions, questions which are taken from the passage. At the beginning pre-

reading questions may come directly from me questions which designed by me out of the 

text open ended or close ended. At the post directly we go to the questions which are taken 

from the passage. Ask them; give them time to discuss on the given questions. Then listen 

to them to answer. 

15. Y: so when you listen or interact with students, what procedures do you use to do the 

comprehension questions? 

16. TB: different procedures I use. Procedure like discussion may be one procedure. The second 

procedure may be ‘students deeply scanning or skimming’ (sic). I use these both systems 

of reading. This may be considered as procedure while I am teaching reading.  

17. Y: what I want to say is when students answer or when you ask students that comprehension 

questions, what kind of role you have to help students understand the comprehension 

questions? 

18. TB: yeah I understand. I appreciate them, inspire them to go further to give further ideas 

from the text. Some students are frightened or feel anxiety. So in order to avoid such 

things or situations while they are answering I appreciate them and correct them.  

19. Y: so what is the objective of your post reading instructional practices? 

20. TB: the objective of my post reading is as I have told you to examine their comprehension. 

Do they comprehend things or not? How this is known? By asking either questions 

forwarded for me or just from the text.  

21. Y: what kind of comprehension questions  
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22. TB: comprehension questions are both close ended and open ended taken from the passage 

based on the title. 

23. Y: at the end of your lesson, what do you do? 

24. TB: yeah. At the ‘end of closing’ (sic), there is repetition or summarizing of ideas especially 

if it is important. The title may have role in their life at the end I assure or assert them in 

closing. In other thing, assure them in order them remember vocabularies what they have 

got while they are reading or vocabularies which have been written on the board by me. 

Then assure them to comprehend and to use them in the real world situation.  

25. Y: the last question is what is the main objective of teaching reading in secondary schools 

EFL classes? 

26. TB: the main objective is to measure students ‘comprehensional’ (sic) their understanding of 

the reading texts. Do they know what they read in the text is the main objective of 

teaching reading. 

27. Y: thank you very much. These are the questions I have for you. 

28. TB: my pleasure. 

 

Teacher C (TC) 

1. Y: the purpose of this interview is to get views about teaching reading in secondary schools 

EFL classes. First tell me about your professional background please. 

2. TC: thank you for inviting me for this interview. I have thirty years experience in teaching 

reading. I spent many years in preparatory schools and I have MA in TEFL. 

3. Y: when you teach reading what kinds of preparation you make before you go the classroom? 

4. TC: I refer the text in detail from the first paragraph to the last paragraph and what kind of 

techniques should I use in order to teach students. It may be skimming technique, it can be 

scanning technique, it may be inferring it may be different kinds of techniques for teaching 

students.  

5. Y: what about in the classroom? What teaching practices do you use before students begin to 

read texts? 

6. TC: at first I revise the previous lesson. After that I will introduce the new lesson. If it is reading, 

I jot down the title on the whiteboard. After that I will ask them about their background; 

what they know about the title before they read from their everyday experience; what they 
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know about the title. I ask them questions, encourage them to participate to express their 

feelings. Then after that I will jot down some questions that generate new ideas based on 

the given title from their experience. If they don’t answer the question what I want related 

to the passage I ask them starting from the first introduction part up to the conclusion part. 

Of course I read it first then what what (sic) if I ask they can speak about the passage but 

it is not only based on that but around the bush in order to motivate them towards the 

reading. if it is directly connected to the reading title if it is directly what is stated in the 

passage if it is  that is post reading question. but the question should be simply that makes 

them speak about the title they know. in addition what they said based on the given title , I 

will jot down some questions that motivate them to speak. 

7. Y: what about when students read texts? What roles do you have? 

8. TC: I will give them task while they read for instance the vocabulary that they don’t know in 

order to guess the meanings according to the context. And from each paragraph, because a 

paragraph has only one idea, what what (sic) concepts they have grasped, they have 

gathered from each paragraph. Then after by giving this task, understand each main idea 

of each paragraph and try to guess the meanings of new words according to the context of 

each word. While they read probably it may be for other students simple words for other 

students it can be difficult. After that I will make them discuss them the new words that 

they face with their friends. If they fail to answer they will bring the question towards me, 

and then we will discuss together.   

9. Y: what about after students complete reading the text? You will go to doing questions with 

students? How do you help students to learn from the questions? 

10. TC: during the post reading activities, there are questions that are extracted from the original 

passage. When they answer, first they try by themselves. After they have tried it may be 

classwork according to the time. Maybe homework may be given. If it is classwork, we 

will discuss together the right answer. At first I will give chance for students not only for 

one student for other students also participate. Because one student may speak the right 

answer, then other students can answer additional information, the same answer in 

expanded way in a brief way. Therefore we do not limit, we do not say this is the only 

answer. We should give chance for ‘each students’ (sic). The idea is the same but the 

sentence that they construct may be different. We should encourage such kinds of things 
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because students shouldn’t learn what is written only in the passage; they should change 

in their own way of writing and their way of expressions. they can use different words 

and they can answer the right answer. but if we say the only answer is this one then we 

can make them at all time the only answer is only in the textbook that is written even the 

words that is only written the students can use synonym of words in different ways of 

expressions he can answer but we should keep the idea of the answer but not simply what 

is written like parrot simply if we make them without encourage them to create their own 

view they will be dependent at all time and they cannot create their own sentences.  

11. Y: what about at the end of the class in teaching reading?  

12. TC: at the end, I will summarize key points of the passage because it is language we do not 

teach them ‘concepts that is’ (sic) given in the passage. May be the concept is about 

medicine or agriculture or it is about military that students can read. Our focus is not 

what they grasp  the concept that is given in the passage, but based on that what the 

passage wants to teach. It can be discourse markers; how discourse markers can be used 

to construct paragraphs; it can be how we can develop paragraph, it is by using cause and 

effect, contrasting, exemplification different techniques from that paragraph. Therefore 

the teacher should summarize what kind of technique the writer has used when he 

presented that passage. then based on that related to the language what the writer wants 

to teach. We should change their views towards that. But if we teach them concepts of 

agriculture questions about spade, about hoe or what is written there we are not 

agriculture teachers. we are not teaching how to fight, we are not giving lessons about 

military. But our focus may be new vocabulary, new techniques of structures of sentence, 

new methods of how develop a paragraph or how the topic sentences, supporting 

sentences integrated using discourse markers. At all time when we teach passage; what 

can they learn; what language forms they can learn; what structures they can learn; what 

vocabularies they can learn the teacher should focus on that. then students will have 

always such kind of habits and they can understand in detail.    

13. Y: thank you. when we close our interview, what is the main objective of teaching reading in 

secondary schools EFL classes?  

14. TC: at classroom level the aim of teaching reading is to motivate students to grasp information 

from any article (text). We make them read and extract information. Therefore, if they 
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develop the practice, they can apply extracting of information not only from reading of 

passage but also when they study biology, when they study geography, when they study 

their own different kinds of subjects. The aim of reading in general is taking of 

information, identifying main points and supporting details. That is a good reader focuses 

[on] which one is the main point and which one can be supporting sentences. If he has 

forgotten the supporting points [and] if he has kept the main point then he can generate 

the supporting details by himself.  

15. Y: thank you for the interview 

16. TC: no matter. 

Teacher D (TD) 

1. Y: thank you very much for making this interview. The purpose of this interview is to collect 

data about the teaching and learning of reading in secondary school. Before that please tell 

me about your professional background.  

2. TD: I am English teacher. My name is Kumlachew Tilahun. I hold my second degree in TEFL. 

I ‘have been taught’ (sic) English for ten years.  

3. Y: when we go the next question, before you go to the class what kinds of preparations you 

make to teach reading? 

4. TD: I am going to prepare the topic and the reference materials and I will organize and prepare 

a short note related to the topic. By the way I will teach students selective topics because 

the book contains several texts. But I am selective to teach the students. I ‘am teaching’ (sic) 

grade 12 students and 11 students therefore I select important points with using different 

reference materials and I will prepare in a good manner.  

5. Y: good. When you go to the class before students begin to read the text what kinds of 

instructional practice you use? 

6. TD: students could not see their textbook before the teacher teach. Can I guess your question 

please? 

7. Y: my question is what kinds of teaching practices you use before students start to read texts in 

the classroom? 

8. TD: first I am going to initiate students or motivate students and direct to the lesson then I will 

introduce the topic, write some important points on the whiteboard. Then I am going to 

direct students to use their textbook that is common material. This is what I do. 
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9. Y: what about when they read the text? What are your roles? 

10. TD: my role is that invite students to read the written material then I am going to observe and 

encourage them because observing closely is very important. The students may not go out 

from the topic therefore in order to check that I am going to observe and closely look the 

students. ‘Are they read’ (sic) correctly in attention or not therefore if some students may 

not read then I will ‘impose that material’ (sic). That is all about. 

11. Y: what about at the post reading or students read the text, how do you work out the 

comprehension questions?   

12. TD: by the way in the way to teach reading the first one is pre-readingquestions then another 

is some important questions from the reading material that is comprehension questions. 

Finally as you know is that post reading questions. When I teach the post reading skill, this 

is ‘one of the stage’ (sic), I invite students to write by their own language as the whole 

reading text. As much as possible they write their own expressions. This is the way and I 

give one paragraph then I invite them to summarize the text at all. This is the way I teach in 

the post reading stage. 

13. Y: so how do you help students learn at the post reading? 

14. TD: ok I am going to help the students as I said before encourage them and give a clue. If there 

is any difficulty, I am going to give a clue. For example how to write the whole text by using 

your expression then I will give a clue. First they are going to read in detail then after they 

understand the whole text. Then after, they are going to write the text. By the way I give the 

instruction show the way how to do. This is the way and encourage more. 

15. Y: so at the end of the class, what are your activities?  

16. TD: at the end of the class, there are vocabularies in the reading material I give ‘a homework’ 

(sic) and also ‘I am going to show’ (sic) some activities that ‘read before they will learn that 

text’ (sic).  

17. Y: finally what is the main objective of teaching reading in secondary school? 

18. TD: the main objective of teaching reading is to [enable students] to grasp some important 

information in the material that is the ability to comprehend the reading material. That is the 

objective I think. Reading from the first up to the end is not reading rather grasp some 

important information from the written material that is the objective by the way. How the 

students read and comprehend the text  
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19. Y: thank you very much 

20. TD. Ok.  

 

Teacher E (TE) 

1. Y: በእንግሊዝኛ እናድርገው ወይስ በአማርኛ ምን ያሻላል? 

2. TE: የቱ ይመችሃል አንተ? 

3. Y: እኔ እንግሊዝኛ ቢሆን ግን ላንተ የሚመቸውን ነው የምፈልገው 

4. TE: ሁለቱንም ይመችሃል አይደል 

5. Y: አወ 

6. TE: ስለዚህ ግልጽ እንዲሆን አማርኛው ቢሆን ጥሩ ነው፤፤ እንግሊዝኛው ትንሽ ይበልጥ ሃሳቦችን 

ለመግለጽ ለምሳሌ በእንግሊዝኛ ታወራና critical የሆነ ነገር ላይ ስትደርስ ምናለ ከዚህ ላይ በአማርኛ 

ብገልጸው ብለህ ታስባለህ 

7. Y:ስለዚህ በመቀላል ይሁን በአማርኛ ሁሉንም ማድረግ እንችላለን 

8. TE: ችግር የለም 

9. Y: እሽ በመጀመሪያ ለዚህ ቃለ መጠይቅ ስለተባበርከኝ አመሰግናለሁ፤፤ የዚህ ቃለመጠይቅ ዋና አላማ 

በሁለተኛ ደረጃ የምንባብ ማስተማር ሂደት ላይ ያለውን ክንመውን ለማወቅ ነው፤፤  በመጀመሪያ 

እስኪ ስለ professional ባክግራውንድህ የተወሰነ ነገር ንገረኝና ወደ ቃለ መጠይቁ እንገባለን፤፤ 

10. TE: እሽ አመሰግናለሁ፤፤ ስሜ ተክለ ብርሃን ሃይሉ ይባላል፤፤ የማስተምረው የእንግሊዝኛ ትምህርትን 

ነው፤፤ በትምህርት ስራ ላይ ወደ ሰላሳ ስድስት አመታት ያህል ቆይቻለሁ፤፤ እና ይኸንን ይመስላል 

11. Y: በጣም ጥሩ በምን ደረጃ ነው የሰራሃው 

12. TE: የትምህርት ደረጃየ BA ዲግሪ ነው በመጀመሪዬ ዲግሪ እስካን እየሰራሁ ነው፤፤ 

13. Y: ወደ ምንባብ ማስተማር ስንሄድ ምንባብን ስታስተምር ወደ ክፍል ከመግባትህ በፊት 

የምታደርጋቸው ዝግጀቶች ይኖራሉ፤፤ ምን አይነት ዝግጅቶችን ነው የምታደርገው፤፤  

14. TE: በመጀመሪያ ደረጃ የምናስተምራቸውን ትምህርቶች አቅደን እንገባለን፤፤ የለቱ ትምህርት ምንባብ 

ቢሆን ተማሪዎች እንዴት አድርገው የምንባብ ስራን መስራት እንደሚችሉ በቅድሚያ 

እነግራቸዋለሁ፤፤ እርሱን አስተዋውቃለሁ ከዚያ የሚያነቡትን ገጹን እነግራቸዋለሁ፤፤ ያን 

ከነገርኳቸው በኋላ… 
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15. Y: ወደ ክፍል ከመሄድህ በፊት ዝግጅት በማድረግ ደረጃ ምን ምን ዝግጅቶችን ታደርጋለህ?  

16.  TE: ወደ ክፍል ከመግባቴ በፊት ያው የትምህርት ዝግጅት ግድ ነው ትምህርት ዝግጅት ይኖራል፤፤ 

እነዚህን አዘጋጅቼ ነው የምገባው፤፤  

17. Y: ክፍል ከገባህ በኋላ ደግሞ ተማሪዎች ከማንበባቸው በፊት ምን ምን ክንውኖችን ነው የምትሰራው? 

18. TE: በክፍል ውስጥ የንባብ ትምህርትን ለመስጠት በቅድሚያ ሰሌዳ ላይ የእለቱን ርእስ እፅፋለሁ፤፤ 

ገፁን እጠቅሳለሁ፤፤ በዚህ መሰረት ተማሪዎች መፅሃፋቸውን አውጥተው አውጥተው ይዘጋጃሉ፤፤ 

ከማንበባቸው በፊት የዚህ ምንባብ አላማ በሚል አስቀምጣለሁ፤፤ በዚህ መሰረት ተማሪዎች 

የምንባብ ስራን መስራት እንዲችሉ አስፈላጊ ቅደም ተከተል ሁኔታዎችን እነግራቸዋለሁ፤፤ ለምሳሌ 

ያህል በቅድሚያ የምንባቡን ርእስ አይተን ከርእሱ የምንወስደው ሃሳብ እዳለ ርእሱ ምን 

እንደሚያስገነዝበን እነግራቸዋለሁ፤፤ በዚህም ተማሪዎች አንድ ሃሳብ ይወስዳሉ፤፤ በራሳቸውም 

በኩል ርእሱ ስለምን ነገር ሊነገረን ይችላል የሚለውን ሃሳብ እንዲውስዱ ያዘጋጃቸዋል፤፤ ከዚህ 

በኋላ ምንባቡን ከማንበባቸው በፊት ለአንድ አፍታ ምንባቡን ሙሉ በሙሉ ከላይ እስከ ታች 

እንዲመለከቱት የአይን እይታ እንዲያደርጉት አደርጋለሁ፤፤ በዚህም ደግሞ ተማሪዎች በአጠቃላይ 

ምንባቡ ስንት አንቀፆች ፓራግራፎች እንዳሉት እንደገና ደግሞ ከዚህ ውስጥ ዋና ዋና ትኩረት 

ሊደረግባቸው የሚችሉ ነጥቦች ለምሳሌ በጉልህ የተፃፉ ነገሮች ቢኖሩ ቁጥሮች ቢኖሩ ስሞች ቢኖሩ 

ሌላም ሌላም እነዚህን አንድ ግዜ እይታ ውስጥ የሚያስገቡበትን ሁኔታ ይፈጥርላቸዋል ማለት 

ነው፤፤ ከዚህ በኋላ ተማሪዎች አንድ አፍታ ይህንን የተመለከቱትን በቀጥታ መፅሃፋቸውን 

በእጃቸው ፊት ለፊት አድርገው ሙሉ በሙሉ በእይታቸው ውስጥ እንዲገባ እንዲያደርጉት 

እነግራቸዋለሁ፤፤ ይህም ሂደት ተማሪዎች ያለምንም ችግር መፅሃፉን ሳያንቀሳቅሱ የፊት 

እንቅስቃሴ ሳያደርጉ ፊት ለፊት እንዲመለከቱትና በይታ ውስጥ እንዲያስገቡት ይረዳቸዋል፤፤ 

ከዚህ በኋላ ምንባቡን በቀጥታ የከንፈር እንቅስቃሴ ሳይኖር በዝምታ እንዲያነቡ አደርጋቸዋለሁ፤፤ 

ይህንን ስራ ከሰሩ በኋላ በአጠቃላይ ልክ ሲጨርሱ በያስኩላቸው ሰኣት መሰረት እነዲያቆሙ 

አደርጋቸዋለሁ፤፤ 

19. Y: ይህ የሚሆነው ከማንበባቸው በፊት ነው 
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20. TE: ከማንበባቸው በፊት፤፤ ከዚህ በኋላ ያለው ሁኔታ ወደ ምንባቡ ሲገቡ በቅድሚያ ጥያቄዎችን አንብቦ 

መረዳት ለግንዛቤ ይረዳቸዋል፤፤ ጥያቄዎችን እንዲያነቡ አደርጋቸዋለሁ፤፤ ጥያቄዎችን አንብበዉ 

ከተረዱ በኋላ በቀጥታ… 

21. Y: ምናልባት ለእኔ ግልፅ እንዲሆንልኝ አሁን የምናደርገው ቅድመ ምንባብ ያለውን ክንውን ነው አይደል  

22. TE: ቅድመ ምንባብ ነው  

23. Y: ምናልባት ከጨረስህ ወደ ምንባብ ልትገባ ነው ማለት ነው  

24. TE: አሁን ወደ ምንባብ ሰቴፕ ልንገባ ነው 

25. Y: ስለዚህ አሁን ተማሪዎች ወደ ምንባብ ገቡ ዋይል ሪዲንግ የምንለው ማለት ነው፤፤ ስለዚህ ከዛ ላይ 

ያለውን ክንውን ነው እየነገርከኝ ያለው 

26. TE: በሚገባ እና ከዚህ ጋ ምንባብ በሚሰሩበት ጊዜ ጥያቄዎችን አንብበው ተረድተዋል፤፤ ጥያቄዎችን 

ከተረዱ በኋላ በረጥታ ወደ ምንባቡ ሲገቡ ምንባቡን የሚያነቡት በዝምታ የንባብ ዘዴ ነው፤፤ 

የከንፈር እንቅስቃሴ አይኖርም፤፤ በዚህ መሰረት በያስኩላቸው ሰኣት ጊዜ ውስጥ  ይህንን ምንባብ 

አንብበው  ይጨርሳሉ ማለት ነው፤፤ ልክ ሰኣቱ ሲደርስ ምንባቡን እንዲያቆሙ አደርጋለሁ፤፤ 

የምንባብ ትግበራን ከጨረሱ በኋላ ከክፍል ውስጥ በተሰጡት ጥያቄ መሰረት ተማሪዎች እንዲሰሩ 

አደርጋለሁ፤፤  ይህንን እርስ በርስ ተነጋግረው የሰሩትን ጥያቄወች በክፍል ውስጥ እንደገና ውይይት 

እናደርግባቸዋለን፤፤ ይህ ማለት እንግዲህ የመጨረሻውን የፖስት reading activity እየተገበርን 

ነው ማለት ነው፤፤  

27.  Y: ስለዚህ ድህረ ምንባብ ላይ ደግሞ post reading ላይ ተማሪዎች ምንባብን እንዲማሩ 

የምታደርጋቸው ክንውኖች ምን ምን ናቸው?  

28.  TE: በድህረ ምንባብ ላይ አብረን የምንሰራቸው ስራዎቸ ተማሪዎች የሰሩትነን ጥያቄዎች በተገነዘቡት 

መሰረት እርስ በርስ እንዲወያዩ አደርጋቸዋለሁ፤፤ ከዚህ በኋላ ጥያቄወችን በጋራ እንነጋገራለን፤፤ 

የጋራ ዉይይት እናደርግባቸዋለን፤፤ ይህንን አድርገን ከጨረስን በኋላ ተማሪወች በዛሬው እለት 

በምን ሃሳብ ላይ ወይንም ደግሞ ከምንባቡ አንፃር ምን ላይ ትኩረት አድርገው እንደሰሩ እንደገና 

ጥያቄዎችን እጠይቃቸዋለሁ፤፤ 

29. Y: ጥያቄና መልስ ስትሰሩ እንዴት ነው የምታከናዉኑት 
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30. TE: ጥያቄና መልስ በሚሰሩበት ጊዜ ከምንባቡ የወጡ ጥያቄዎች አሉ፤፤ እነዚህን ጥያቄዎች በቡድን 

በመጠያዬቅ ይመልሳሉ፤፤ መጀመሪያ ላይ አንዱ የሰጠውን መልስ ከሌላው መልስ ጋር ሀሳብ 

ለሃሳብ ይለዋወጣሉ፤፤ ተመሳሳይ መሆኑን ያረጋግጣሉ፤፤ መጨረሻ ላይ የሚቀረን የተማሪውን 

ግንዛቤ ምን ያህል ነው የሚለውን ለማረጋገጥ እንዲቻል በዛሬው እለት የተማርነው ትምህርት 

ስለምን ነበር እንዴት አገኛችሁት ምን አይነት ዝርዝር ሃሳቦችን ተመልክተናል የሚለውን ጥያቄ 

እጠይቃቸዋለሁ፤፤ ይህ ማለት እንግዲህ አጠቃላይ ተማሪዎች የተማሩትን የምንባብ ትምህርት 

እንዴት እነደተገበሩት ምን ነገር ከዛ ላይ እንደወሰዱ የሚያሳዩበት ሰኣት ነው ማለት ነው፤፤ እንግዲህ 

እነዚህን ሰቴፖች ሁሉ አልፈው ከዚህ ላይ ሲደርሱ አንድ ተማሪ ያለምንም ችግር የንባብ ክህሎትን 

የማዳበር ሁኔታ እንዳገኘ ወይም ሊኖረው እንደሚችል ልንገነዘብ እንችላለን ማለት ነው፤፤ 

31. Y: እሽ በጣም ጥሩ፤፤ መጨረሻ ላይስ በማስተማር ክንውኑ ላይ ስትጨርሱ አንተ የቀረ ክንውን አለ 

የምትለው ካለ፤፤ 

32. TE: መጨረሻ ላይ እንደ መምህር ጥቅል የሆነ የመደምደሚያ ሃሳቦች እሰጣቸዋለሁ፤፤ ከተማሪዎች 

የወሰድኳቸው ሃሳቦች ከዚህ ጋ እንደዚህ ተጠቅሷል እንዲህ ብለዋል ይህ በዚህ መልክ ቢጨመርበት 

ጥሩ ነው የሚለውን ጥቅል ሃሳብ እንደ መልሶ ምገባ ወይም ፊድባክ የሚለውን ከሰጠሁ በኋላ 

የለቱን የተሰጠውን ከዛ ላይ እቋጭና መጭውን ቀጣይ ትምህርት በሚቀጥለው ክፍል ጊዜ ይህንን 

እናያለን የሚለውን ካስተዋወቅሁ በኋላ ያለውን ትምህርት እዛው ላይ እጨርሳለሁ ማለት ነው፤፤ 

33. Y: በጣም ጥሩ፤፤ በአጠቃላይ አሁን ውይይታችንን ስንጨርስ የምንባብ ማሰተማር ዋና ግቡ ምንድን 

ነው ብለን መናገር እንችላለን? 

34. TE; ዋና ግቡ በተሰጠው ሰኣት ጊዜውን ጠብቆ ንባብና ግንዛቤ ማንበብ መገንዘብ እነዚህ ሁለት ነገሮች 

አንድ ላይ ይዞ እንዲጓዝ  ከማድረግ አንፃር አንብቦ መገንዘብ ይኖራል እለዚህን አንድ ላይ በጋራ 

ማስኬድ የሚችልበትን ስኪል እንዲጎናፀፍ የሚያስችለውን ሁኔታ ማስያዝ መቻል ነው፤፤ 

በአጠቃላይ ምንባብ ሲባል ተማሪ ዝም ብሎ ማንበብ ብቻ ሳይሆን በተወስነ ጊዜ በተወሰነ ሰኣት 

በተወሰነ ገደብ ውስጥ ፍጥነታቸውን ንባባቸውን እና ግንዛቢያቸውን አንድ አድርገው ይህንን skill 

አንድ ላይ አጣጥመው ተጨባጭ ወደ ሆነ መገንዝብ ደረጃ ላይ እንዲደርሱ የሚያስችላቸውን ስኪል 

መስጠት መቻል ነው፤፤ 

35.   Y: ግንዛቤ ስትል እስኪ ዘርዘር አድርገው ምን ማለት ነው 
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36.  TE: ግንዛቤ ስንል ያነበብናቸውን ነገሮች በቀጥታ አእምሮችን ውስጥ ማስቀመጥ መቻል ነው፤፤  

አንዳንድ ጊዜ ጥሩ አምባቢዎች የምንላቸው በቀጥታ ያነበቡትን ነገር ወዲያው የማስታወስ ነገር 

ወይም ገና ሊያነቡ የፈለጉትን ነገር ርእሱን ብቻ አይተው የመተንበይ አይነት ነገር ክህሎት ያላቸው 

ሰዎች አሉ፤፤ እዚህ ጋ ምንባብ በምናስተምርበት ጊዜ ደግሞ ተማሪዎች ያነበቡትን ነገር በቅፅበት 

ተገንዝበው እንዲያልፉ እንዲችሉ መቻል ማስቻል ነው፤፤ ይህ ሁኔታ ይበልጥ ሊያገለግል የሚችለው 

በፈተና ወቅት ከሰአት አንፃር ያላቸውን ጊዜ ወዲያው ተጠቅመው ያለምንም ድግግሞሽ አንድ ጊዜ 

አንብበው ተገንዝበው መልስ ሰጥተው የሚያልፉ ከሆነ ግንዛቤ ይባላል፤፤ ተማሪው ማንበብ ብቻ 

ሳይሆን መገንዘብ ጭምር ከጊዜ ጋር አጣጥሞ የሚጓዝበት ሁኔታ ማመቻቸት ነው፤፤ 

37. Y: በጣም ጥሩ፤፤ የነበረኝን ጥያቄ ጨርሻለሁ ስለተባበርከኝ በጣም አመሰግናለሁ፤፤ 

38. TE: እኔም እጅግ በጣም አመሰግናለሁ፤፤  

 

 

 

Teacher F (TF) 

1. Y: ይህን ቃለ መጥይቅ ለማድረግ ፈቃደኛ ስለሆንክ አመሰግናለሁ፤፤ የዚህ ቃለ መጠይቅ ዋና አላማ 

በአስራአንድና አስራሁለተኛ ክፍል ውስጥ የምንባብ ማስተማር ምን እንደሚመስል ለማወቅ 

ስለተፈለገ ነው፤፤ በመጀመሪያ ስለ professional ባግራውንድህ ንገረኝ፡፡ 

2. TF: ስሜ አለሙ ደሳለኝ ይባላል፤፤ በዚህ በአብዮት ቅርፅ ትምህርት ቤት የእንግሊዝኛ ትምህርት አስተማሪ 

ነኝ፤፤ በእንግሊዝኛ MA አለኝ፤፤ ላለፉት አስር አመታት አስተምሬያለሁ፤፤ በማስተማር ላይም 

እገኛለሁ፤፤  

3. Y: እሽ በጣም ጥሩ፤፤ እስኪ አሁን ወደ ጥያቄው ስንገባ ብንግሊዝኛ ማስተማር ሂደት ላይ በክፍል ውስጥ 

ከመግባትህ በፊት በቅደሚያ የምታደርጋቸው ክንውኖች ካሉ ምን እንደሚመስሉ ንገረኝ፤፤ 

4. TF: ክፍል ውስጥ ከመግባቴ በፊት 

5. Y: ቅድመ ዝግጅት ይኖራሉ እነዚያ ቅድመ ዝግጅቶች ምን ምን ናቸው 
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6. TF: ወደ ክላስ ከመግባቴ በፊት ያው ቴክስቱን ደጋግሜ አነበዋለሁ፤፤ ቃላቶችን አያቸዋለሁ፤፤ የትኛው 

ሊከብዳቸው የትኛው ሊቀላቸው ይችላል የሚለውን ነገር ለማየት እሞክራለሁ፤፤ ይህን ካየሁ በክፍል 

ወስጥ ለማብራራት እንዲቀለኝ ቴክስቱን በተማሪዎች ለብል ደግሜ ደግሜ አነበዋለሁ ማለት ነው፤፤ 

መቴሪያሎችን ይዤ እመጣለሁ፤፤ እነሱም መፅሃፍ ይዘው እንዲመጡ ይደረጋል፤፤ ያለው ነገር ይህ 

ነው፤፤  

7. Y: ለሰን ፕላንስ ይኖራል 

8. TF: ለሰን ፕላንስ ግዴታ ነው፤፤  

9. Y: የሱ ዝግጅት ሪዲንግን ለማስተማር በምን በምን ላይ ያተኮረ ነው 

10. TF: ማለት እንደ አንድ ስኪል ነው የምንጠቀምበት፤፤ አንጂ ሌሎችም ስኪሎችም አሉ፤፤ ለሰን ፕላኑ 

ዊክሊ ስለሆነ፤፤ ሪዲንግን ለማስተማር አንድ ቀን ነው፤፤  

11. Y: ምን ምን ስኪሎች ይሆናሉ ማለት ነው ሪዲንግን ለማስተማር 

12. TF: አንብበው መረዳት እንዲችሉ፤፤ ዝርዝር መረጃዎችን እንዲያውቁ፤፤ አጠቃላይ የምንባቡን አላማ 

እንዲረዱ፤፤ ከዚያ ውስጥ ያሉትን  ቃላቶች አውዳዊ አውዳዊ በሆነ መንገድ የሚፈቱበትን አጋጣሚ 

ያሉ አክቲቪቲዎች የተካተቱበት ይሆናል ማለት ነው፤፤  

13. Y: በጣም ጥሩ፤፤ በክፍል ውስጥ ስትገባ ምናልባት ተማሪዎች ከማንበባቸው በፊት የሚከናወኑ ስራወች 

ሊኖሩ ይችላሉ፤፤ እነዚያ ክንውኖችን አንተ በክፍል ውስጥ እንዴት ነው የምታከናውናቸው ፕሪ 

ሪዲንግ ላይ ማለት ነው 

14. TF: ፕሪ ሪዲንግ ስቴጅ ላይ ቶፒኩን አስተዋውቃቸዋለሁ፤፤ ከዚያ በኋላ ቀድመው የሚያውቁት ነገር ካለ 

በታሪክ መንገድ ልትነግራቸው ትችላለህ ፤፤ ስለ ምንባቡ የሚረዱት ነገር ካለ ምንባቡ እንዲቀላቸው 

፤፤ አንዳንድ  አስቸጋሪ ቃላቶችንም ቢሆን በሌላ ኮንቴክስት ሪዲንግ ላይ ልትጠቀም ትችላለህ፤፤ 

አንተ ልታብራራ ትችላለህ፤፤ ወደ ምንባቡ ሳትገባ፤፤ በቶፒኩ ላይ የሚያውቁት ተመሳሳይ ነገር ካለ 

ሌሎች ተማሪዎችን ትጠይቃቸዋለህ፤፤ በምንባቡ መሰረት እንደዚህ አይነት ታሪክ  ታውቃላችሁ 

ወይ የሚለውን ነገር ትጠይቃቸዋለህ፤፤ አንዳንድ ጀኔራል የሆኑ ፕሪ ሪዲንግ ኮሺኖችን ምንባቡ ላይ 

ታዘጋጃለህ፤፤ ወደ ምንባቡ ተንደርድው እንዲገቡና እንዲረዱ የሚያስችላቸው ፕሪ ሪዲንግ 

ጥያቄወች ይዘጋጃሉ ዲስከስ አድርጎ ያው ሰአቱ ትንሽ ነው የፕሪ ሪዲን ኮሽንስ፤፤ ስለዚህ በዚህ 

አይነት መንገድ ወደ ዋናው እንገባለን ማለት ነው፤፤   
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15. Y: አኬ በቅድመ ምንባብ የማስተምር ክንውን ጊዜ ዋናው ኦብጀክቲቭ ምንድን ነው 

16. TF: ያው አላማው ከምንባቡ ጋር እንዲተዋወቁ ማድረግ ነው፤፤ ይህ ከተደረገ ወደ ሌላው ሲሄዱ 

እንዲቀላቸው ማድረግ ነው፤፤  

17. Y: ተማሪዎች ሲያነቡ ያንተ ድርሻ ምንድን ነው 

18. TF: ዋይል ሪዲንግ ላይ ታይም እሰጣቸዋለሁ፤፤ ምንባብ እስጣቸዋለሁ፤፤ እኔ ብዙ ጊዜ የማደርገው አንድ 

ጊዜ ካነበቡ በኋላ የዋይል ሪዲንግ ስቴጅ የሚረዱት አንድ ሁለት ኮሺኖችን ልጠይቅ እችላለሁ፤፤ 

ድጋሜ እንዲያነቡት አደርጋለሁ፤፤ ከዚያ በኋላ አንዳንድ ጥያቄዎችን እንዲሰሩ አደርጋለሁ፤፤ ሁለት 

ጊዜ ነው ብዙ ጊዜ የሚነበበው፤፤ ከዛ ክፍል ውስጥ አክቲቪቲ ይኖራል፤፤ ከምንባቡ ውስጥ 

የወጡትን ጥያቄዎች አሉ እሱን እንዲሰሩ አደርጋለሁ፤፤  

19. Y: ለምነድን ነው ሁለት ጊዜ የሚያነቡት 

20. TF: ያው የምንባብ ስኪላቸውን ለመፈተን ፤፤ የተሰጡን ጥያቄዎች በፓሴጁ መሰረት መልሰውታል 

አልመለሱትም የሚለውን ያው ግንዛቤያቸውን በምንባቡ ውስጥ ለማየት ነው፤፤  

21. Y: ወደ ፖስት ሪዲንግ ስንመጣ ጥያቄችን ነው የምትስሩት 

22. TF: እኔ post reading ላይ የማደርገው ጥያቄዎችን እንስራለን ጊዜ አልበቃ ሲል ሆም ወርክ እሰጣለሁ፤፤ 

ግን ብዙ ጊዜ post reading ላይ የማደርገው ከሌላ skill ጋር ነው የማገናኘው፤፤ ለምሳሌ 

readingን ከ speaking ጋር ማገናኘት ከ writing ጋር ማገናኘት፤፤ ለምሳሌ በምንባቡ መሰረት 

ሪናሬት እንዲያደርጉት ታሪኩን እንዲናገሩ ነው ብዙ ጊዜ የማደርገው፤፤ በአንድ ክፍለ ጊዜ 

ስለማያልቅ ሆምወርክ ይሰጣል፤፤  

23. Y: ሪዲንግን ከስፒኪንግ ጋር አገናኛለሁ ስትል ማገናኘት ማለት እንዴት ነው 

24. TF: ለምሳሌ ሪዲንጉ ስለአንድ ቴክስት ናሬት ቢያደር ዘን ሌላ ተመሳሳይ ስቶሪ እንዲነግሩን ያጋጠማቸው 

ተመሳሳይ ነገር ካለ እንዲያወሩ ማድረግ፤፤ እንደዚህ ያለ ሌላ የተፈጠረ ታሪክ ካለ ከምንባቡ 

ተመሳሳይነት ጋር ከባግራውንዳቸው በመነሳት እንዲያወሩ ማድረግ፤፤ ይህንን በተመሳሳይ መንገድ 

በራይቲንግ መንገድ ሊጽፉት ይችላሉ፤፤  

25. የተረዱትን ማለት ነው ከምንባቡ 

26. አንዱ ተመሳሳይ ሰቶሪ ካለ ነው፤፤ ሁለተኛ ደግሞ ከምንባቡ ውስጥ አጠቃላይ የተረዱትን ነው፤፤ 

ምንባቡን ያነቡታል ስለዚህ እንደገና በስፒኪንግ የተረዱተን በስፒኪንግ መልክ ያቀርቡታል 
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27. ስለዚህ ኮምፕሪሄንሽንን መናገር እንደ ስፒኪንግ መረዳቱን ሲገልፁት ስፒኪንግ ነው፤፤ 

28. አዎ ስለዚህ በብዛት ጊዜ ቼክ ይደረጋሉ፤፤ በሌላ ስኪል ስታየው፤፤ ሲፅፉ ስታዬው፤፤ በፅሁፍ መልክ 

ይተነትኑታል፤፤ ታሪኩን በስፒኪንግ መንገድ እንደገና ይተነትኑታል፤፤ የተረዱትን፤፤ እንደዚህ 

እንደዚህ አይነቶች ከፖስት ሪዲንግ ጋር ይገናኛሉ፤፤  

29. አሁን ለምሳሌ ጥያቄዎችን ስትሰሩ የምትከተሏቸው ፕሮሲጀሮች ሊኖሩ ይችላሉ፤፤ ለምሳሌ 

ኮምፕሪሄንሽን ኮሽኖችን ስትሰሩ ከተማሪዎች ጋር ጥያቄዎችን ለመስራት ምን አይነት ክንውኖችን 

ነው የምታደርጉት 

30.  ያው አክቲቪቲዎች አሉ፤፤ የተለያዩ አክቲቪቲዎች አሉ፤፤ የኮምፕሪሄንሽን ኮሽችን የሚጠይቅ አለ፤፤ 

ቃላትን የሚጠይቅ አለ፤፤ ሊትራል ሚኒንግስ ሳይሆን ኮንቴቿል ሚኒንጉን የሚጠይቅ አለ፤፤ ገስ 

እንዲያ ደርጉ ይፈለጋል፤፤ በሌላ መንገድ ደግሞ ከዛ ውስጥ ያሉ አክቲቪቲዎች ብዙ ጊዜ መፅሃፉ 

ሪዲንግ ብቻ አይደለም ቮካቡላሪንም ያስተምራል፤፤ ስፒኪንግንም አብሮ የሚያያይዝበት መንገድ 

አለው፤፤ ኤክስፕረሽኖችን ለምሳሌ ምንባቡ ላይ ያሉትን ኤክስፕረሽኖች ኦራሊ እንዲጠቀሟቸው 

ይደረጋል፤፤  

31. ሪዲንግ ራሱ ውስጥ 

32. አው አንዳንድ ሪዲንግ ላይ የነበሩ ኤክስፕረሽኖች ይኖራሉ፤፤ ስለዚህ ያንን ኤክስፕረሽኖች ሌላ ቶፒክ 

ይሰጥና ያነን ኤክስፕረሽን እንዲጠቀምበት የማድረግ፤፤ የተያያዘ ስኪል ስለሆነ፤፤ እንደዚህ እንደዚህ 

ያሉ አክቲቪቲዎች ይሰጣሉ፤፤  

33. ያ እራሱን የቻለ ሪዲንግ ሳይሆን ስፒኪንግ ነው ሊሆን የሚችለው ማለት ነው 

34. አዎ የተያያዙ ናቸው፤፤ ለምሳሌ ሊስኒንግን ሊስን ያደርጋሉ ዘን ስፒክ ያደርጉታል፤፤ መፅሃፉ ላይ 

ያለውን፤፤ ሪዲንግ ላይ የሆነ አክቲቪቲ ይኖራል ካነበቡ በኋላ ቮካቡላሪ ይሰሩበታል ኤክስፕረሽኖች 

ሊኖሩ ይችላሉ ወደ ስፒኪንግ ቀይረው ያነኑ ተመሳሳይ ቶፒክ በሌላ መንገድ የሚያዩበት አንግል 

አለ፤፤ ስለዚህ ስኪሎች የተያያዙ ናቸው፤፤  

35. Y: ስለኢህ ያንተ ሚና ምንድን ነው ተማሪዎች እንዲረዱት ለማገዝ የምትከተላቸው ሮሎች ካሉ 

ኮምፕሪሄንሽን ጥያቄዎችን ስትሰሩ ምናይት ክንውኖችን ነው የምታደርገው፤፤ ተማዎች 

ጥያቄዎችን ሲመልሱ ምን ምን እገዛዎችን ታደርጋለህ 
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36. TF: ያው ቴክኒኮችን እንዲጠቀሙ ነው፤፤ አንዳንድ የማይረዱት ከበድ ያለ ቃል ሲኖር በምን መንገድ 

ሊረዱት እንደሚችሉ ቴክኒኩን ማሳየት፤፤  አክቲቭ እንዲሆኑ ማድረግ፤፤ ፓሴጁ ይህንን ያክል ከባድ 

እንዳልሆነና በተቻለ መጠን ያንን ቴክስት ተረድተው ሌላ አክቲቪቲዎችን መስራት የሚችሉበትን 

አቅም እንዲኖራቸው ማድረግ ነው፤፤  

37. ስለዚህ በፖስት ሪዲንግ ጊዜ ያለው ዋና አላማ ምንድን ነው  

38. ከሌላ ስኪል ጋር በማገናኘት እንዲናገሩት ማድረግ፤፤ እነዲጽፉ ማድረግ፤፤ ሪዲንጉን ከሌላ ስኪል ጋር 

ማለት ነው፤፤ ቃላቶችን አውዳዊ ፍች እንዲገምቱ ማድረግ፤፤  

39. Y: እሺ በሌሰን መጨረሻህ ላይስ ምን ታደርጋለህ ስትጨርስ ማለት ነው፤፤ 

40. TF: አክቲቪቲው መጨረሻ ላይ የፖስት ሪዲንግ ኮሽኖችን ከሰራን በኋላ እሱን ታዳምጣለህ፤፤ ብዙ ጊዜ 

ፖስት ስቴጅ ላይ  ሆምዎርክ ነው የሚሰጠው ሰኣት ስለማይበቃ፡፡ ስለዚህ የፖስት ስቴጁን 

ታረጋግጣለህ በመስማት በማየት ቼክ በማድረግ፤፤ ያው ፓሴጁ ሙሉውን ትጨርሳለህ ማለት 

ነው፤፤   

41. Y: እግዚያብሄር ይስጥልኝ፤፤ አመሰግናለሁ፤፤ 

42. TF: እሽ እኔም አመሰግናለሁ፤፤ 

Teacher G (TG) 

1. Y: thank you very much for making this interview with me.  

2. TG: you are welcome.  

3. Y: the purpose of this interview is to get information about the teaching of reading at secondary 

school level. Before we continue the discussion about the teaching process tell me about 

your professional background first? 

4. TG: ok I received my MA in Gondar University, I am teaching reading at preparatory school.  

5. Y: when we go to the interview, what do you do before you go to the class of teaching reading? 

What preparations do you make to teach reading?  

6. TG: well when I plan to teach reading I have to follow some strategies that theories support and 

that I believe good for better understanding of the reading. So I would like to prepare myself 

that how I can just motivate students to engage in daily activities. So first I see the reading 

topic and what ‘is all’ (sic) about. This leads me to make them ask some background 

information about students.   
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7. Y: when you go the class and start your teaching reading what are the instructional practices 

you use before students begin to read texts?  

8. TG: I would like to talk with students about the topic. For instance what do they know about 

the topic. I ask their background information about the topic. Forward ‘every information’ 

(sic) about the topic. These may be good for introducing them. So I believe in these and I 

do such practices.  

9. Y: what about when students read the text? what roles do you have when they read texts? 

10. TG: when students independently engage in the reading activity what I would like to do is 

some follow up. I mean facilitate them and say some like where they are reading. For 

instance, if they do to read five paragraphs I may just inform them my expectation that they 

should be on first paragraph, second paragraph just like that. I consider these as facilitating 

them reading. So I follow up in such a way when they are engaged in reading.  

11. Y: what about after students complete the reading text, what kinds of teaching practices do you 

use?  

12. TG: alright. Even though reading aloud is not advisable, sometime I select some students to 

read the passage aloud. Next to that I would ask some questions for instance “can you say 

something about the first paragraph?” something like that. So I start in such a way before 

students engage in to the comprehension questions.   

13. that means before they.. 

14. engage into after they read silently independently I make them to (sic) read aloud to the class 

15. ok after that what kinds of steps you follow? 

16. after they read aloud I would like to ask few oral questions simply to cross check that whether 

they have read everything there at a surface level actually. after that I provide them 

classwork nowadays group work is not advisable since COVID 19 because of that I give 

individual work that are comprehension questions in the passage 

17. Y: ok. How do you help students to work out the comprehension questions? When you begin 

to do the comprehension questions I think teachers have different kinds of teaching activities 

to help students understand those comprehension questions, what kinds of teaching practices 

you use to help students understand the questions?  

18. TG: to mean while they are doing the comprehension exercises? 
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19. Y: yeah. in that case you may discuss the questions with students. What practices or assistances 

you give for students?   

20. in addition to providing the exercises I follow up or round up to check how they are doing. So 

I may say that for instance if they are doing a certain kind of questions I make them not to 

read the whole part to do one question. So what I really do is that after they finish reading 

aloud I make them to (sic) look the questions; take a look at once. after that to come back 

the passage and try to highlight where the questions are most likely found. for instance, if 

question number is most likely appear (sic) in paragraph one two and then like to point or 

to have said their own techniques to spot where in which area that answer could be get (sic). 

so if I tell in the middle of their exercise they may find it easily just manageable to do it 

rather than reading every to do the first question to read and reread all the passage.  

21. in other words how do make or how do you deal the comprehension questions with students? 

when you give answers of comprehension questions how do you make that questioning and 

answering?  

22. TG: After completing their exercises, I would like to make active learning or active 

participation. First I give chance for them to forward their answers so that I would 

acknowledge everyone’s answer so that I would foreword some corrections for wrong 

responses. It is not just simply asking question and telling the answer but how did they get 

the answer, in which paragraph and how they can get. Even when I tell the answer, I would 

give them clue how they can manage to do the answers. This is the way I interact.  

23. Y: what do you do at the end of the class? 

24. TG: after I give corrections, some questions are there like after reading what they should 

reflect. What lesson they have got from that passage and relate their real life situation. This 

is what I am going to make them. and some adiveces (sic) specially how they come back 

with reading in another times (sic) when they enagaging in reading what kinds of things 

they should follow. simply a tip of advise could be there.  

25. Y: in general what can you say that the main or ultimate objective of teaching reading in 

secondary schools EFL classes? 

26. TG: to achieve different comprehension skills for instance the skills of guessing unknown 

words from the text using contextual clues and the skills of reflections, read and reflect. So 

it has such kind of interactive objectives.  
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27. Y: can you specify when you say comprehension? What kinds of examples can you give me 

because the word comprehension is not a specific concept? 

28. TG: for instance read and understand information which is written there. In short, say what is 

paragraph one all about? and if they understand and reflect that, they comprehend the 

reading text it means that. They understand it means that.  

29. Y: thank you so much for making this interview with me. 

30. TG: thank you. You are welcome.  

 

Teacher H (TH) 

1. Y: የዚህ ቃለ መጥይቅ ዋና ኣላማ በምንባብ መማር ማስተማር ሂደት ላይ መረጃ ለማግኘት ነው፤፤ 

በመጀመሪያ ላይ ስላንተ ጵሮፌሽናል ባክ ግራውንድህ ንገረኝ፤፤  

2. TH: እኔ እንግሊዝኛ በማስተማር አሁን አስራ አንደኛ አመቴ ነው፤፤ ከኢለመንታሪ ነው የጀመርኩት፤፤ 

አሁን ሁለተኛ ዲግሬዬን ይዣለሁ፤፤  

3. Y: ቲችንግ ሪዲንግን ክፍል ውስጥ ከመግባትህ በፊት ቅድመ ዝግጅትህ ምን ይመስላል 

4. TH: ክፍል ከመግባቴ አስቀድሞ ሪዲንግ ሳስተምር በተለይ በጣም አነባለሁ ሪዲንጉን ማለት ነው፤፤ 

ቴክስቱ ስለምን እንደሚያወራ፤፤ Difficult የሆኑ ቃሎችን አወጣለሁ (I extract difficult words 

from the reading text). ለተማሪዎች እንዴት አድርጌ ፕረዘንት ማድረግ እንዳለብኝ በጣም ተጠንቅቄ 

ተዘጋጅቼ ነው የምገባው ብዙ ጊዜ፤፤ ስለዚህ እነዚህ እነዚህን አደርጋለሁ፤፤ 

5. Y: በጣም ጥሩ፤፤ በክፍል ውስጥ ባለው ምንባብ ማስተማር ጊዜ ውስጥ ምንባብ ከማንበባቸው በፊት 

ያንተ የማስተማር ክንውን ምን ይመስላል? 

6. TH: ብዙ ጊዜ ሪዲንግ ከማስተማሬ በፊት አስቀድሞ ርእሱን እፅፍላቸዋለሁ፤፤ ርእሱን ከፃፍኩላቸው በኋላ 

ግን ጥያቄ ነው የምጠይቃቸው ብዙ ጊዜ ጀነራል ኖሌጅ በዚያ ዙሪያ ያላቸው እንደሆነ ለማወቅ፤፤ 

የሚያውቁት ነገር ካለ ለተማሪዎች ሸር እንዲያደርጉና እንዲተጋገዙ ከዚያ በኋላ you are going to 

read or you are going to predict የሚለውን prediction እንዲያደርጉ ፕሪ ሪዲነግ ኮሺኖችን 

መፅሃፉ ካለው አለው  ብዙ ጊዜ ግን ይህ አስራ አንደኛ መፅሃፍ አብዛኛውን ጊዜ ፕሪ ሪዲንግ 

የለውም፤፤ ስለዚህ ፕሪ ሪዲንጎችን አዘጋጃለሁ፤፤ በራሴ ማለት ነው፤፤ ርእሱ ላይ በመንተራስ፤፤ አንድ 

ሁለት ሶስት ነገሮችን አዘጋጅቼ በዚያ ላይ እንዲወያዩ አደርጋለሁ፤፤ 
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Before I begin to teach reading, mostly I write for students the topic on the board. After that 

I ask them questions in relation to the reading topic with the purpose of checking their 

general knowledge with regard to the topic. I make students discuss on two or three pre-

readingquestions of the textbook or those prepared by me. However, most of the time grade 

eleven textbook does not have pre-readingquestion; therefore, I prepare pre-

readingquestions drawing on the topic of the text.   

7. Y: በጣም ጥሩ፤፤ ተማሪዎች በሚያነቡበት ጊዜስ ያንተ ሚና ምንድን ነው  

8. TH: ተማሪ ሲያነብ የመምህሩ ሚና facilitate ማድረግ ነው፤፤ ምናልባት ሳይለንት ሪዲንግ ነው 

የሚከብዳቸው word ካለ እጃቸውን አውጥተው ይጠይቁኛል ብዙ ተማሪዎች፤፤ ሲጠይቁ ቀስ ብዬ 

ሄጄ ይሄ ማለት ይሄ ነው ብዬ እነግራቸዋለሁ፤፤ contextual meaning ነው፤፤ literal meaning 

ብዙ ጊዜ ሪዲንግ ላይ ስለማይመከር ማለት ነው፤፤ መጀመሪያ አንብቤ ስለምገባ ይሄ ሚኒንጉ 

እንደዚህ ነው ከርእሱ ጋር በማዛመድ ለሚያወራው ነገር ከዚያው እነግራቸዋለሁ፤፤ ልጆቹን እንደዚህ 

አይነት አግዛቸዋለሁ፤፤ 

When students read texts, the role of the teacher is a facilitator. I tell them to read silently. 

If students get difficulty, I go to their seats smoothly and assist them. For instance, I tell the 

contextual meanings of words since literal meanings are not advisable.  I support them in 

such way.  

9. Y: በጣም ጥሩ፤፤  post reading ላይስ ለምሳሌ comprehension questions ሊኖር ይችላል እነሱን 

ጥያቄዎችንስ በመስራት ተማሪዎችን እንዴት ነው የምታግዛቸው 

10. TH: ያው ዞሮ ዞሮ ከመፅኃፉ ነው ኤክሰርሳይስ ስላለው ማለት ነው፤፤ ኤክሰርሳይሱ ላይ ያው ብዙ ጊዜ 

group work ነው፤፤ መፅሃፉን ዝም ብለህ ብታየው ሙሉውን comprehension questions 

group work ነው ወይ pair work ናቸው፤፤ በግሩፕ ደግሞ አንዱ የሚያውቀውን አንዱ ስለማያውቅ 

share ያደርጋሉ ብዙ ጊዜ፤፤ share በሚያደርጉበት ጊዜ በጣም difficulty ካለ ነው ከዛ ጋ የምረዳቸው 

እጃቸውን አውጥተው፤፤ ወይም ደግሞ  difficult ነው ብዬ የማስበው ጥያቄ ካለ explain 

አገርግላቸዋለሁ፤፤ ከዛ knowledge share ያደርጋሉ፤፤ ለተማሪዎች ነው ብዙ ጊዜ post reading 

ኮሺኖች comprehension questions ስለሆኑ እርስ በርስ ይተጋገዛሉ አብርው ይሰራሉ፤፤ finally 

ግን conclusion ተሰጥቶ ነው የሚዎጣው፤፤ 
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The exercises are found in the textbook which frequently orders students to do the questions 

in groups. If you have a look at the textbook, almost all comprehension questions are carried 

out in group or pair works. So I tell students to discuss the comprehension question in groups 

which helps them share ideas. At the time of their group discussions, I explain for them if 

they get difficulty of doing the comprehension questions or if I assume that the questions 

need further clarification.  Since the majority of post reading comprehension questions 

activities is the responsibility of students, they cooperate with each other to answer the 

questions.    

11. Y: ስለዚህ መጨረሻ ላይ ያለው ክንውን ምንድን ነው 

12. TH: ስጨርስ conclusion ነው፤፤ conclusion ይሰጣል፤፤ summarize ይደረጋል፤፤ ስለነበረው ነገር 

ሁሉ ምናልባት key ወርዶች ካሉ ከዛ ላይ ያለውን ነገር even ግራመሮቹ ከዛ ውስጥ ያሉት ነገሮች 

ካሉ በደንብ አድርገው እንዲያዩና ግራመርን እንዴት መጠቀም እንዳለባቸው ሪዲነግ ውስጥ 

summarize ይደረጋሉ፤፤ 

Finally I give conclusion for the reading text. I summarize the text including the meanings 

of key vocabulary and how students can use the grammatical structures residing in the 

reading text.   

13. Y: ባጠቃላይ ምንባብን በሁለተኛ ደረጃ ወይንም በአስራአንደኛና አስራሁለተኛ ክፍል በማስተማር ደረጃ 

ዋና ግቡ ምንድን ነው ብለህ ታስባለህ 

14. TH: ዋና ግቡ ተማሪዎች አንብበው መረዳት እንዲችሉ ነው፤፤  reading እሱ ነው፤፤ ሌላ እውቀትን 

ማስተላለፍ ነው በሁለተኛ ደረጃ፤፤ መፅሃፉ ግን በዛ ደረጃ የሚመጥን አይደለም፤፤  

The main objective of teaching reading is to enable students understand reading texts. That 

is what reading means. Transmitting knowledge is the second objective. However, the 

textbook is not appropriate for such a level.  

15. Y: ሁለት ነው ያስቀመጥክልኝ፤፤ እኔ የጠየቅሁት ዋና ግቡን ስለሆነ እሱን ብታብራራልኝ ዋና ግቡ ስንል 

what does understand mean? 

16. TH: ዋና ግቡ ተማሪን ምንባብ የምናስተምረው ተማሪው አንብቦ መረዳት እንዲችል ነው፤፤ ቴክስቱን 

ብቻ አይደለም፤፤ ከክፍል ውጭ በእንግሊዝኛ የተፃፉ ፅሁፎችን ቢያገኝ አንብቦ ተረድቶ ሌላው 

ማስረዳት እንዲችል ማድረግ ነው፤፤ ርዲግ ኤሙ እሱ ነው በነገራችን ላይ፤፤ መፃፍም ቢፈልግ እኮ ከዛ 

በኋላ አንብቦ ነው የሚፅፈው፤፤ መናገርም ቢፈልግ አንብቦ ነው የሚናገረው፤፤ ኢቭን ሌላም ነገር 
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ቢፈልግ መጀመሪያ ማነበብ መቻል አለበት፤፤  እንደተማሪ አንብበው ተረድተው የተረዱትን ነገር 

ለሌሎች ማካፈል መቻል እንዲችሉ ነው ሪዲንግ ኤሙ፤፤  

17. ስለዚህ መረዳት ማለት ምን ማለት ነው ማለት እንችላለን 

18. መረዳት ዴፍኔሽኑ ሊለያይ ይችላል፤፤ ለእኔ መረዳት ማለት አንብቦ የሆነ ነገርን ወደ ውስጥ አስገብቶ 

ከዛን ወደ ውስጥ ያስገቡትን ነገር ለሌሎች ማስረዳት መቻል ነው፤፤   

for me understand means students read a text, process it into their minds and explain the 

ideas they get from the text for others.  

19. Y: እሽ አመሰግናለሁ፤፤ 

20. TH: እሽ፤፤ 

 

 

 

 

 

 

 

 

 

 

 

 

 

 


