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Abstract

The handling of this issue is embodied info four related chapters: The
introductory chapter focuses centraily on illustrating some theoretical key points
refated to the present research, shedding more light on revealing the significance of
implementing metacognitive strategies explicitly for learers’ better performance.
‘Yhe second chapter attempts 1o give a giobal picture of the target teaching / learming
of reading at university level. During this chapter, the sample population used in the
experiment will be introduced, research questions and mainly methodology of the
scientific research which will be worked through. During each phase, the researcher
will elicit the different instruments to be used stating their aims and procedures.
Chapter three describes the empirical phase carried through some ntrospective and
retrospective data-gathering lools namely questionnaires, lests and think-aloud whose
data will be analyscd, discussced and wicrpreted afierwards. On the basis of the results
obtained from the empirical phase, the researcher during chapter four; will suggest
wultiple implication and altermative solutions o reading comprehension failure

through variety of pedagogical perspectives,
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Abstract

Abstract

It would be with no exaggerstion to note that English functions as an
mternational language, and has become the language widely adopted for political,
technological, sacial and educational development. Simifarly, it has witnessed such
development in its role in the Algerian educational context since 1962, and more

importantly after the advent of globalization process in the early 1950s.

Yet, within the lield of education, more specifically in EFL process a significant
number ot ortented studies has clearty shawn that {earners stiff encounter some sertous
pedagogical issue throughout their studies that are in some part due to the
unsuccessful equal consideration of four fundamental Hinguistic skills: listening,
speaking, reading and writing, Despite all the efforts and much time consumed by
EFL tcachers, the resulis scem strikingly unsatisfactory, and the learncrs still display

fow achievement in English language use.

For this purpose, the current exploratory vesearch work endeavours 1o give a
clear picture of EFL teaching / learning, with close reference to reading skill taught to
first-ycar university EFL students at the English Dcepartment, University of Abou Bakr
Belkaid Tlemcen. The present work strives not only to depict and pin down the causes
of learners’ deficiencies at the level of decoding and comprehension skills, which
unfortunately lead them to a cycle of failure; but atfempis also o suggest some
creative solutions and multiple imphications on the basis of leamers needs,

expectations and preferences to relieve the issue.

i



{General Introduction

General Introduction

Hducation is a lifelong process, and as teachers, one of the most important
responsibilities consists ultimately in equipping the learners all the necessary tools {0
cope with the demands of an over changing world. With no doubt for a more succe ssful
fulfiiment of such significant responsibility, the learners need to be made consciously
aware of the true nature of Jeaming, and the importance of acquiring skills and strategies

that would enhance the learning process.

As one amidst the four fundamental linguistic skills, reading is undeniably believed
{0 he an exciting prerequisite tool and further key to research as it 1s widely recognized
today nevertheless, what is actually observed is that twe little attention is devoted to this
skill. Accordingly, EFL students are sl unable to Tead systematically and with full

comprehension.

Perhaps inspired in, by this thought, the current exploratory research dissertation
endeavourer {o review theoretically the significance of (he teaching / learning of reading
skill at university lovel paying duc attontion o clucidating and uncarihing (o what exient
the explicit and integrated metacognitive reading strategy instruction at awareness-Taising
level may affect positively the learners reading proficiency and strategy use. Therefore,

the current exploratory research work s set up o explore the following question:

- To what extent can on explicit and integrated instruction of metacogniiive
reading strategies ot awareness-raising level in an EFL setting enhonce first-year

university EFL learners reading proficiency and strategy use?



Chapter One: Review of Eorei@ Language geadggg ggsearcg

1.1. Introd uction

shedding more light on revealing the significance of teaching explicitly metacognitive

reading strategies as a teaching / learning approach for learners’ better performance.

1.2. Reading Defined

standpoints: common knowledge, and scientific view.

L



Chapter One: Review of F oreign Language Reading Research

habitual responses to a specific set of patterns of graphic shapes’ (Fries 1963:121).

Thus, representing the process of reading follows a common sense description of

three related dimensions:

- As an opening stage, the learner recognizes the written characters he meets in print,
which are organized in particular spatial order; (from the left to the right when speaking
about all Indo-European languages, while it is completely the reverse for Hamito-

Semitic ones); and masters their pronunciation.

through a consistent vocabulary and syntax activities, which should not be

underestimated for they contribute well in enhancing learners’ comprehension of reading.

- Once the recognized written symbols are combined into meaningful items and

sentences, the learner controls then the third stage that of interpretation,

In such a case, the three related dimensions discussed above are then closely
related to three linguistic skills i.e. recognition with phonology (how to pronounce sounds
N various combinations), Structuring with syntax (rules that govern word order), and
interpretation with semantics (when the learner assigns the accurate meaning of the

printed symbols, then comprehension takes place).

However, from the scientific perspective, numerous neurological researchers notice
that reading is not merely a product-oriented approach that constitutes language form, but
also an intricate process actively involving both hemispheres of the brain that endeavours
to negotiate understanding between the learner and the writer of the text. F urthermore, it

is an inside-the head factor that plays a crucial role in comprehension. Here, reading is

[



Chapter One: Review of Foreigg ganggage Reading Research

merely regarded as an end product or a process-oriented approach that deals with

language content.

as follows: ‘Reading is the process of receiving and interpreting information

encoded in language form via the medium of print’ (Urquart and Weir 1988: 22).

1.3. Reading as a Language Skill

establish components hecessary for reading process, but attempts also fo model this
process by specifying these components, and revea] correlations between them.
According to Hoover-

Reading consists of only two components; one
that allows language to be recognized through
graphic representation and another that allows
language to be comprehended.

(Hoover 1990:01)

the text, and the writer. In this respect, the learner necessitates both ability, and
proficiency to understand the message conveyed by the writer of the text. In the same
line of thought, Davies assumes that:

Reading is private. It is a mental, or a cognitive
process which involves a reader in trying to
follow and respond to a message from the writer
who is distant in place and time,

(Davies 1995: 01)

However, it is unrealistic to believe that reading can be acquired without special
effort ie. as a passive skill. After conducting various scientific studies, a consensus

seems to be building among researchers that reading is, indeed far from being a passive

~]
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Chapter One: Review of F oreign Language Reading Research

skill, as it requires learner’s mental and experimental input than is suggested by the mere

decoding of symbols. In this context, Goodman (1973) maintains that, the learner:

As a user of a language interacts with the graphic
input as he seeks to reconstruct a message
encoded by the writer. He concentrates his total
prior experience and concepts he has attained, as
well as the language competence he has achieved
(Goodman 1973: 162)

1.4. Evolution of FL Reading Models

The nature of the reading act has always been characterized in accordance with the
paradigm shift in Foreign Language teaching and learning. Thus, in an attempt to
conceptualize the processes of reading, FL researchers strived to look at reading models
to gain an in-depth explanation about reading, and obtain better understanding of its
implications for further research questions. Accordingly, the reading processes have been
divided into three separate psycholinguistic models: “bottom-up”, “top-down” and
“interactive” reading processes. Fach of these models has revealed different aspects of
reading process depending on its emphasis, for this reason, each model provides useful

but partial information about its nature.

However, the central issue that has awoken a considerable debate among reading
researchers turns around whether more emphasis should be placed on “bottom-up” or
“top-down”. Yet, it has been currently argued that the interactive model offers the most

complete picture of reading since it includes the interaction of both processes.

1.4.1. The Bottom-up Model of Reading

In its most basic and simplified terms, bottom-up (also called text driven / data
driven) stresses on the significance of processing the incoming printed data from the page
in sequence and analysing the small chunks of the text in mechanical ways until they

become familiar. This model was, in effect, elaborated by Gouger in 1972 which was

o



Chapter One: Review of Foreign Language Reading Research

developed from eye fixation research whose rationale consists in demonstrating how a
reader can profitably understand the writer’s intended meaning from the first sight of the

printed words the text contains.

Pedagogically speaking, this model lent support to a phonics-based approach to the
teaching of reading which stressed lower-level sources of information such as letter-by
letter “sounding out” at the expense of other sources of information. In this context,
Nunan explains this model as follows:

(..) the reader processes each letter as it is
encountered. These letters or graphemes are
matched with the phonemes of the language, which
is assumed the reader already knows. These
phonemes, the minimal units of meaning in the
sound system of the language are blended together
to form words. The derivation of meaning is thus
the end process in which language is translated
from one form of representation to another.

(Nunan 1991: 64)

So, it goes from identification of letters to the recognition of words, to sentences and as
a latter step to meaning and thinking. The reader, thus, decodes language in linear way
where meaning and comprehension is laid secondary role. This denotes that bottom-up
model of reading stresses on the decoding aspect of language, where leamner’s reading
proficiency can be measured by how well he gets meaning, and access to the writer’s
entended message through graphic representation of the text. In this sense, the learner is
not taught how to extract the appropriate meaning from a given text, and interact with it
to create meaningful discourse, rather, he is taught how to decode all words without

necessarily understanding the text entirely.

Nevertheless, in spite of the advantages of this process model, experimental
evidence, and informal observation proved that bottom-up was far from promoting

effective reading since it totally neglected and disregarded the role of the reader’s mental

N



Chapter One: Review of Foreign Language Reading Research

capacities, thinking skills, and more essentially what he can bring to the text rather than
gets from it. However, it is still increasingly used at primary level of EFL instruction.
Despite its numerous disadvantages, teachers still stick to it and do not feel at all any

compulsion to give it up.

1.4.2. The Top-Down Model of Reading

Following the trend of reading research, L, / FL reading focus shifted from text-
driven model processing (Gough 1972) to reader-driven one (Goodman 1967). As a
striking contrast to phonics-based educational approach, top down model was developed
within the framework of psycholinguistics which stresses basically on the role of
reader’s background knowledge in reading process. This active role of the reader has
strongly affected FL reading research. Subsequently, text-based meaning processing in
reading began to fall out of favour by researchers. The proponent of such model holds
that:

The reader brings to the task a formidable
amount of information and ideas, attitude and
beliefs. This knowledge coupled with the ability to
make linguistic predictions, determines the
expectation the reader will develop as he reads.

(Clarke et al 1977: 137)

Thus, reading under such a situation requires memorising words; to get the global
meaning of the given printed text, predicting, going for gist, anticipating, and content
information that is likely to function as driving forces towards an effective reading at the
expense of other lower-level sources of information, namely syntactic and lexical

knowledge.

Similarly, Carrell and Einterhold (1983) have adopted this top-down view of
reading in L, / FL reading theory, where they focused centally on the role of readers’

appropriate schema in comprehending a text, assuming that:
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The basic point is that much of the meaning
understood from a text is really not actually in the
text per se, but the reader in the background or
schematic knowledge of the reader. What is
understood from a text is a function of the
particular schema that is activated at the same
time of processing (i.e. reading) the text.
(Carrell & Einterhold 1983: 79)

Hence, reading is merely seen as a purposeful interaction between the reader and
the text, during which he is expected to bring and retrieve various prior knowledge and

experiences to make reading with full comprehension accessible to him.

It might be obvious to note that Goodman’s leaping towards meaning presents a
sharping contrast to Gough’s (1972) plodder through print. Nevertheless, just as recent
evidence spoke about the weaknesses of bottom-up view of reading, so too has it
revealed serious doubt on Goodman’s leaping to meaning model. Indeed, as noted by
Eskey (1979). Coady (1979), ESL / EFL readers do not have the same profile, strengths
and weaknesses as L; readers, among whom they represented the population sampling of
Goodman’s research. Unfortunately, this model has exposed itself to complete rejection
in certain educational system because it cannot be directly applied to Second / Foreign

language reading processes due to the differences between L and L,/ FL reading.

Therefore, in an attempt to reach an effective reading, one must neither disregard
the role of bottom-up strategies in improving his syntactic and lexical knowledge of the
text, nor must he rely exclusively on his background knowledge. Rather, he needs
necessarily to work at perfecting both bottom-up and top-down strategies. This idea will

be described in considerable in the following section.

1.4.3. The Interactive Model of Reading

As previously noted, while bottom-up model stresses solely on the lower-level

sources of knowledge and disregards totally the role of higher level processing skills in

]
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Syntactical Semantic
knowledge knowledge
} Visual >
Graphemic > , < Feature Pattern Most propable
inptﬁ »{ Information <+— eXtraction » synthesiger —> interpretation
» Store (VIS) device .
Orthographic Lexical
knowledge knowledge

Diagram 1.1. The interactive aspect of reading act adapted from (Davies 1994: 64).

According to Eskey (1988) and Segalowitz (1991), the automatic text-driven
processing must be reconsidered in reading due its potential impact upon the use of
background knowledge, because SL / FL readers, who are often confronting serious
difficulties at the level of words identification and decoding, are not able to rapidly
sample the text and predict about what they are going to read which is basically of a
crucial factor in the top-down model. Yet, if readers are able to identify words rapidly
and accurately, this ‘automaticity frees up the minds of fluent readers of a language

to think about and interpret what they are reading’ (Eskey1988: 84)

Thus, it should be mentioned that the interactive model, is said to be the one where
the reader makes a simultaneous use of bottom-up (syntactic / lexical knowledge), and
top-down reading strategies (semantic / schematic knowledge). Adding up, reading as
such cognitively complex process can never be successfully achieved if one relies on

either alone in multiple range of contexts
L.5. Reading and Purposes
It is quite evident to note that reading does not occur in a vacuum, it is thus done on

a purpose that can be internally imposed by the teacher for the learner’s progress in his

language learning (creative reading), as it can be done for obtaining a thorough
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knowledge for his own pace and individual ability (pleasure-oriented reading) also called

reading for leisure. In other terms, reading activities can be classified into two main
types: intensive and extensive reading. The difference can be clearly understood through

the following lines:

In intensive reading activities learners are in the
main exposed to relatively short texts which are used
either to exemplify specific aspects of the lexical,
syntactic or discoursal system of the L2, or to provide
the basis for targeted reading strategy practice. The
goal of extensive reading on the other hand, is to
“flood” learners with large quantities of 1.2 input
with few or possibly no specific tasks to perform on
this material.

(Hafiz & Tudor 1989: 05)

Of course, they are different in terms of classroom procedures and purposes, though,
both of them are designed to enable learner to further his progress, and develop his
thinking skills in EFL reading

L.5.1. Intensive Reading

Generally, intensive reading is an activity that involves approaching a text under the
guidance of the teacher, seeking to arrive at a profound and thorough understanding of a
text. This type of activity tends to be fruitful means for developing the learners’ overall
comprehension skills and strategies that may be transferred afterward to extensive
reading. In other terms, ‘the intensive reading lesson is intended primarily to train

student in reading strategies’ (Nuttal 1962: 23).

During this activity, the learners’ attention is focused centrally on the lexical and
syntactical features of the language that enable them to decode the message of the writer
mediated through the text. Yet, in some cases, the decoding process requires from the
learners to exploit a set of strategies to approach the printed English passage successfully,

and iron out the difficulties encountered when dealing with it. These strategies can be
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skimming, scanning, skipping, careful reading, taking notes, guessing from the text to

figure out the meaning of some items, predicting to anticipate the writer’s own words

before reading them and so forth.

However, in other cases, it is preferable for the learner to study each part of the text
to arrive at deep and thorough comprehension. This idea seems to follow what Palmer

formally stated:

Intensive reading is: to take a text, study it line by
line, refer every moment to the dictionary and
grammar, compare, and analyse, translate and
retain every expression it contains,

(Palmer 1964:111)

It is worth pointing out that the use of dictionary indeed plays a major role in the
language learning process, designed to retrieve a specific information in full or part as
readily as possible in case of ambiguity, though, the fact of relying too much on it, may
slow down the reading speed, and interrupt learners’ thinking skills. For this purpose, it is
suggested to employ it when necessary, while in other instances, the learners can instead
of that use some other alternative tactics or strategies to facilitate comprehension,
because:

Reading for general comprehension means not
stopping for every word, not analysing everything
that the writer intends in the text.

(Harmer 2001: 202).

Yet, this activity may sometimes contribute to lack of interest and motivation among
some learners. This unfortunately happens when being engaged with a specific selected
text which does not really sustain their needs and preferences. For this reason, the
teacher, being in a heterogeneous class, where the learners come from different
backgrounds, should select various topics that suit most of the class. Doing so, the
learners, will undoubtedly be engaged with great interest, concentration and full

commitment over length of time because as described in Nuttal’s word

Mt
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Enjoyment and comprehension are closely linked to
one another. Since enjoyment is a key to success,
teachers must consider what kind of materials they
should use carefully. If reading gives them pleasure,
students will Manage to find time to read even if they
are busy.

(Nuttal 1996; 128)

On the whole, intensive reading tends to be one of the crucial characteristics for
successtul learning, through which learners extend their repertoire of reading
comprehension sub-skills and strategies, and more importantly promote their foreign

language development.

1.5.2. Extensive Reading

According to Richards ef al:

Extensive reading is intended to develop good

habits to build up knowledge of vocabulary and

Structure and to €ncourage a liking of reading,
(Richards ef al 1992: 133)

at a lower level of difficulty than that of mtensive reading, whose purpose consists in
training learners to read fluently in the target culture, and at the same time strives to fulfil
the following fundamenta] objectives:

- To strengthen learners’ reading ability and develop it.

- To help them become autonomous readers.

- 1o increase their self-confidence and promote positive attitudes towards Joreign

language.

[y
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- To develop their ability for critical thinking.

- To enhance their reading speed, and improve their overall comprehension skills.
- To help them increase their stock of vocabulary and make them experience the

language in several forms and context . and so forth.

In general, extensive reading tends to be a purposeful activity and essential skill
which will stay with learners long after they finish their formal studies, and at the same

time, it is a skill which in itself holds a major reward for the study of English.

However, in some instances, the reading materials towards which the learners are
exposed does not systematically guarantee learners’ successful comprehension. This is in
one part due to the ineffective use of reading strategies that play a central role in filling
comprehension gaps. Therefore, the following point will be devoted to defining
theoretically what is meant by “learning strategies”, in general and reading strategies in
particular shedding a prominent light on the significance of integrating metacognitive
strategies into EFL reading, as teaching / learning approach for learners’ better reading

performance.

1.6. Reading and Language Learning Strategies

Within the field of education, over a last few decades, a prominent shift has taken
place in Foreign Language Teaching / Learning context, resulting much emphasis on
learners’-centered pedagogy and learning rather than teachers’-centered practice and
teaching. This shift has increasingly focused on showing the significance of integrating
the language learning strategies into EFL context for making leamning efficient and

producing positive effect on learners’ language use.

1.6.1. Theoretical Background and Research on Language Strategies

The interest in understanding human behaviour; including how people learn a

language, be it native or foreign language; through studying learners’ thinking process

ik
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dates back to the late 19" century, during which the founding father of scientific
psychology Wilhelm Wundt trained introspectionists to think-aloud as they performed
mental tasks. This study of human mental processing through introspection was still

continued in the early part of the 20" century.

In effect, numerous researchers and teachers could evidently scrutinize that some
learners tend to approach different tasks more effectively than others do. Accordingly
learning strategy research findings assume that this differential success is attributable to
the varying cognitive and metacognitive behaviours which learners bring to the task to
enable them be more successful. Yet, before attempting to classity these strategies, it
would be indeed wiser and vital to provide some diverse definitions-based on this

concept put forward by a set of prominent researchers in this field of research.

The concept of ‘learning strategies’ is still fuzzily defined and controversially
classified i.e. with some scholars using the term ‘strategy’ (O’Malley et al 198S;
Oxford 1990), others using conflicting terminologies such as ‘learner strategies’
(Rubin, 1987) and still others opting for the term ‘techniques’ (Stern, 1992). Despite
these different terminologies, they all view learning strategies as powerful teaching /
learning tools and primordial steps undertaken by learners to prevent the vast amount of
their learning problems, enhance their progress in apprehending and using the foreign
language. The importance accorded to learning strategies can be obviously stated
‘Learning strategies are operations or steps used by a learner that will facilitate the

acquisition, storage, retrieval or use of information’ (O’Malley ef al 1985: 23).

Within this field, considerable effort has gone into defining the concept of learning
strategies by numerous prominent researchers. Early on, Rubin provided very broad
definition of learning strategies as the techniques or devices which a learner may use
to acquire knowledge (1973: 43). Her research focused on highlighting and identifying
the strategies that are employed by “good language learner” taking for granted that once

identitied, such strategies could be made available to less successtul learners.
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Weinstein and Mayer defined learning strategies as “behaviours that a learner

engages in during learning” which are ‘intended to influence the learners’ encoding
process’ (1986:315). Later Mayer more specifically described learning strategies as
‘behaviours of a learner that are intended to influence how the learners processes
information’ (1988:11)

Those definitions attained from educational literature reflect the root of learning
strategies in the cognitive science. Yet, other researches have been carried out by other
key figures in this field to study strategies used by language learners during the process
of foreign language learning. Among these authors, Rubin who assumed that ‘learning
strategies are strategies which contribute to the development of the language system
which the learner constructs and affect learning directly’ (1987: 22). O’Malley and
Chameot, in their seminal study defined them as: “The special thought or behaviours
that individuals use to help them comprehend learn and retain new information’
(1990: 01).

Finally, building on work in her book for teachers, Oxford provided a helpful
definition of learning strategies as:

Specific actions, behaviours, steps or techniques
that students (often intentionally) use to improve
their progress in developing L2 skills. These
strategies can facilitate the internalization storage,
retrieval or use of new language.

(Oxford 1993: 19)

As an addition to this above definition, she further summarized her view of learning
strategies assuming that they:
- Allow learners to become more self-directed,
- Expand the role of language teacher.
- Are problem-oriented
- Can be taught.
- Are flexible.

-
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- Involve many aspects not just the cognitive.
- Are influenced by a variety of factors.

(Oxford 1990: 09).

Based on the definitions stated above, one can deduce that language learning
strategies tend to be indeed of practical value to the teaching / learning process, which
can be used by language learners either consciously or unconsciously in accordance to
both their long-term goals for learning foreign language, and the particular task at hand.
Since language classroom likens the problem-solving setting, where learning is taken
place, the learners are confronting with new and difficult input, so they are seeking to
find the easiest way to solve a particular task, that is, applying language learning

strategies, seems almost all the time inescapable and unavoidable.

1.6.2. Language Learning Strategy Classifications

Before classifying the learning strategies, it is worth considering that, in spite of the
contribution of various scholars and researchers in defining the concept of ‘learning
strategies’, classifying them remains no easy task. (Skehan1989:285). This view indeed
seems to follow what O’Malley et al stated:

There is no consensus on what constitutes a
learning strategy... or how these differ from other
types of learners’ activities ... even within the
groups of activities most often referred to as
learning strategies, there is considerable confusion
about definitions of specific strategies and about
the hierarchic relationship among strategies.
(O’Malley et al 1985: 22)

One among of the earliest researchers who pioneered much in this field was Rubin
(1987) who, after providing a very broad definition of learning strategies as: ‘techniques
or devices which learners may use to acquire knowledge’ (1975: 43), she classified
strategies in terms of processes that may contribute directly to learning, and those

strategies that contribute indirectly to learning strategies which the former (direct
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strategies) can be further sub-divided into six types: clarification / verification,
monitoring, memorization, guessing / inductive inferencing, deductive reasoning and
practice, whereas the latter, i.e. indirect strategies are sub-divided into two distinct types:

creating opportunities for practice, and production tricks.

She later included communication strategies under production sticks; they are less
directly related to learning strategies, because they do not lead directly to the obtaining,
and retrieving the information required by the learner, but focus centrally on the process
of learners’ contribution in conversations seeking to understand the real message

articulated by the speaker.

In addition to communication strategies, social strategies according to Rubin, are
also an integral part within the indirect learning, through which the learners are exposed
to the target language, whereby to practise their knowledge, and get in touch with their
culture, though they do not lead directly to the process of retrieving and solving the
information sought by learner. A more detailed overview of Rubin’s classification of

learning strategies will be exposed in the following table

(Se)
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?rimary
Strategy
Classification

Representative
Secondary
Strategies

Strategies

e Strategies
that  affect
directly
learning

¢ Learning
strategies

o Cognitive Strategies

They refer to the steps or operations used in
learning or problem-solving that requires
direct analysis, transformation, or synthesis of
learning materials.

® Clarification / Verification.

* Guessing / Inductive Inferencing.

* Deductive Reasoning.
® Practice.
®
®

Memorisation.
Monitoring.

® Metacognitive Strategies

These strategies are used to oversee regulate
or self-direct language learning.

® Planning.

e Prioritizing.

e Setting goals.

e Self management.

e Strategies
that
indirectly
contribute to
learning

¢ Communication
Strategy.

e Social
Strategies.

® They are less directly related to language
learning since their focus is on the process of
participating in a conversation and getting
meaning across or clarifying what the speaker
intended. Communication strategies are used
by speakers when faced with some difficulty
due to the fact that their communication ends
outrun their communication means or when a
confronted with misunderstanding by a co-
speaker.

* They are those activities learners engage in
which afford them opportunities to be exposed
to and practise their knowledge. Although
these strategies provide exposure to the target
language, they contribute indirectly to
learning since they do not lead directly to the
obtaining, storing, retrieving, and using of the
language.

Tablel.1. Classification of language learning strategies. (Rubin and Wenden
1987: 23-27).
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Oxford (1990), on the other hand in her taxonomy, has developed a fairy
detailed list of language learning strategies, i.. she classified them into two main sorts:

direct and indirect strategies which are further subdivided into six main categories:

- Memory strategies: which aids in entering information into long term memory,

and retrieving information when needed for communication.

- Cognitive strategies: are used for forming and revising the internal mental

models, receiving and producing messages in the target language.

- Compensation strategies: are needed to overcome any gaps in the knowledge of

the language.

While, the three types of indirect language strategies are also subdivided into three

distinct types:

- Metacognitive strategies: attempt to regulate the learners’ learning process

through planning, monitoring and evaluating their own learning.

- Social strategies: concern the way learner interacts with foreign language

speakers, and cooperates with them.

- Affective strategies: are those strategies related to learner’s feeling, and attitude
toward foreign language learning.

(Oxford 1990: 71).

For better clarification, Oxford’s classification of learning strategies is exposed in

the table bellow:
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Primary Representative
Strategy Secondary . -
Classification Strategies Strategies / Activities
* Creating mental linkages
* Memory. * Applying images and sounds.
® Reviewing well.
* Employing actions.
» ® Practising.
) ® Cog.nltlve ® Receiving and sending.
; tfl: el Strategies. * Analysing and reasoning.
wegies * Creating structures Jor input and output.
C . * Guessing intelligently.
e
strat:;il eps ensation ® Overcoming limitations in speaking and
: writing
* Centring your learning.
® Metacognitive * Arranging and planning your learning.
Strategies. * Evaluating your learning.
) * Lowering your anxiety.
® Indirect e Affective * Encouraging yourself
Strategies Strategies. ® Taking yours emotional temperature.
) * Asking questions.
® Soc‘?l * Cooperating with others.
Strategies. * Empathising with others.
|

Tablel.2.Classification of language learning strategies (Oxford 1990: 17).

O’Malley (1985) also in an attempt to typify language learning strategies,
developed a taxonomy consisting of 26 strategies that are identified in the literature
resulting from research based on cognitive psychology, which are arranged into three
sub-categories depending on the level processing involved: metacognitive, cognitive, and

socio-effective strategies.
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- Metacognitive strategies: they are higher order executive skills that the learner
uses for learning, which require basically: planning, thinking about learning process,

monitoring one’s comprehension and self-evaluation.

- Cognitive strategies: they involve more direct manipulation of the learning
material, which require repetition, note-taking, translation, elaboration, transfer,

deduction, imagery ... and so forth.

- Socio-effective strategies: these types of strategies are related to learner’s social
interaction with other speakers, and transacting with them, especially with those who
are described, and classified among the proficient users of the new language. These
strategies involve cooperation and questions for verifying, clarifying ideas, and
correcting one’s pronunciation. These strategies discussed above are therefore well

explained in the following table:

Generic Representative | Definitions

Strategy Strategies

Classification
® Selective * Focussing on special aspects of learning tasks
attention. as in planning to listen for key words or phrases.
¢ Planning. e Planning for the organization of either written

or spoken discussion.
¢ Metacognitive
Strategies. ¢ Reviewing attention to a task, comprehension

¢ Monitoring.

e Evaluation.

of information that should be remembered, or
production while it is occurring.

* Checking comprehension after completion of
receptive language activity, or evaluating
language production after it has taken place.
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e Cognitive
strategies.

e Rehearsal.

. Organization.

® Summarizing

¢ Deducing.

Imagery.

Transfer.

e FElaboration

¢ Inferencing.

* Repeating the names of objects or items to be
remembered.

* Grouping and classifying words, terminology,
or concepts according to their semantic or
syntactic attributes.

* Using information in the text to guess
meanings of new linguistic items / predict
outcomes, or complete missing parts.

* Intermittently synthesizing what one has heard
to insure the information has been retained.

e Applying rules to the understanding of the
language.

e Using visual images (either generated or
actual) to understand and remember new verbal
information.

e Using known linguistic information to facilitate
a new learning task.

¢ Linking ideas contained in new information or
integrating new ideas with known information.

e Social
Affective
Strategies.

Cooperation

® Questioning
for
clarification.

e Self-talk.

e Working with peers to solve a problem, pool
information check notes, or get feedback on a
learning activity.

e Eliciting from a teacher or peer additional
explanations rephrasing or examples.

¢ Using mental redirection of thinking to assure
oneself that a learning activity will be successful
or to reduce anxiety about a task.

Table 1.3. Classification of learning strategies ( O’Malley and Chamot 1985: 46).

26




Chapter One: Review of Foreign Language Reading Research

Studies done by Sterns (1992) conducted on language learning strategies, has led in
classifying them into five main strategies. These are as follows:
- Management and planning strategies.
- Cognitive strategies.
- Communication — Experiential strategies.
- Interpersonal strategies.

- Affective strategies.

- Management and planning strategies: they are essentially related to learner’s
intention to direct his own learning (1992: 263), i.c. the learner in such context takes
greater responsibility for his own learning, and becomes less dependent on his teacher;
who is rather a mere ‘advisor’ and resource person;, and assesses his own learning

process.

- Cognitive strategies: they refer to the different steps or operations the learner uses
for problem-solving situations. Among these strategies Clarification/ verification,

guessing, practice, memorization and monitoring.

- Communication—Experiential strategies: according to Sterms, communicative
strategies include circumlocution, paraphrase, questions for repetition gesturing and
explanation.

(Sterns 1992: 265)

Thus, the key point of such strategies would seem to be that in order to improve
one’s capability in successfully utilizing some effective strategies, the learner should
therefore keep on contributing in conversations with no interruption, even if the

communication is not so perfect at the level of grammatical and lexical terms.
As for the communication strategies, the learner is exposed to the target language

for cooperating with its people, whereby to become more and more acquainted with their

culture.

27
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Whereas affective strategies, not surprisingly, learning in some cases are rather

tiring and frustrating at the same time, this unfortunately leads the learners to adopt a
negative attitude towards the language, and its speakers. This emotional problem may
hinder and slow down learning acquisition. Yet, good language learner is the one who
can successfully face up emotional difficulties that threaten his learning process by
drawing attention to the potential frustration or pointing them out as they arise (1992:
265).

In sum, learning strategies are of practical value to the teaching / learning of the
four skills: listening, speaking, reading and writing, and through each skill, the learners
use set of strategies appropriately for problem-solving tasks they commonly encounter

throughout their learning process.

1.6.3. Reading Strategies

Diverse investigations have been tackled by second /foreign language researchers,
which sought to elicit the surprisingly wide variety of strategies that are frequently
orchestrated by both successful native and non-native language readers to effectively
manage their interaction with the written texts. Yet, before classifying these strategies, it

would seem undeniably wiser to consider the question: what is meant by the term

Strategy? And what makes it different from a skill?

The term ‘strategy’ can be operationalized as learning techniques or behaviours
that help learners iron out the frequent difficulties encountered whenever learning is
taking place, and enable them to effectively and efficiently interact with the written
passages. This concept has been defined differently by numerous specialists in this field
of research. Anderson, one among those specialists has precisely and concisely defined
reading strategies as ‘deliberate cognitive steps that readers can take to assist in

acquiring, storing, and retrieving new information’ (1991: 460).
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In Carrell’s (1991: 167) definition, reading strategies are ‘actions that readers
select and control to achieve desired objectives as goals’ in which the reader’s active
participation and performance is emphasized. Paris ef al, in an attempt to clearly
understand the difference between a skill and strategy; note that

Strategies are actions selected deliberately to
achieve particular goals. An emerging skill can
become a strategy when it is used intentionally.
Likewise, strategy can go underground and
become a skill. Indeed strategies are more efficient
and developmentally advanced when they become
generated and applied automatically as skills.
Thus, strategies are “skill under consideration.
(Paris ef al 1991: 611)

Therefore, it can be obviously stated that reading strategies are paramount for they
enable readers to better tackle different reading tasks, and construct meaning from the
written passages as competently as possible. These strategies may involve a wide range of
cognitive mental activities which can be summarized as follows:

The strategies may involve skimming, scanning,
guessing, recognizing cognates and word families,
reading for meaning, predicting, activating general
knowledge, making inferences, and separating
main ideas from supporting ideas.

(Phan 2006: 01)

Furthermore, there are other more recently recognized text-processing strategies
such as activating prior knowledge, and recognizing textual organization, which have
been added to the list of strategic behaviours. These strategies discussed above have been
later grouped by Carrell (1989) as ‘local’ bottom-up decoding types of reading strategies
and ‘global’, top-down types of reading strategies (Hyeran 1999: 30). As the former, it
concerns sound-to letter correspondence (phonetics-based approach), the latter has to do
with readers’ activated background knowledge (readers-driven types of information

processing) and recognizing text structure.
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Reading researchers generally typify reading strategies into two main categories:
cognitive and metacognitive reading strategies. Cognitive strategies serve as primordial
learning techniques that assist learners in constructing meaning from the text, which are
made up of bottom-up and top-down strategies. In the case of using bottom-up reading
strategies, the learners’ minds

Repeatedly engage in a variety of processes ...
Readers start by processing information at the
sentence level. In other words, they focus on the
identification of the meaning and grammatical
category of a word, sentence, syntax, text detail
and so forth.

(Salataci 2002:02)

Whereas top-down strategies consist of integrating one’s background knowledge to
the reading process to construct meaning from a text rather than passively identifying
words in the text, predicting and getting the gist of text or skimming. In this sense,
‘reading is asking questions of printed text, and reading with comprehension

becomes a matter of getting your questions answered’ (Smith 1975: 105).

Metacognitive reading strategies, on the other side, function as a valuable means to
monitor and regulate cognitive strategies which include

Checking the outcome of any attempt to solve a
problem, planning one’s next move, monitoring
the effectiveness of any attempted action, testing,
revising and evaluating one’s strategies for
learning.

(Brown et al 1984: 354)

In this respect,

Skimming a text for key information involves
using a cognitive strategy, whereas assessing the
effectiveness of skimming for gathering textual
information would be a metacognitive strategy.
(Devine 1993: 112)
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Reading researchers, later could obtain through other several case studies some

strategies that successful readers generally employ to enhance reading comprehension and

overcome comprehension failure. These strategies will be shown in the following list

STRATEGY STRATEGY DESCRIPTION
TYPE BEHAVIOR
*Paraphrasing/ *The reader rephrases content using different words but
Summarizing. retains the same sense.
* Anticipating/Pre | eThe reader predicts what content will occur in
dicting. succeeding portions of the text.
*Previewing *The reader previews the text to see how it is organized
Text. and related to what they know.
* Employing *The reader uses clues in the story in order to make
Context Clues. predictions or increase understanding.
*Repeating *The reader repeats unknown words.
. Words.
Cognitive
® Analyzing. *The reader analyzes word structure, grammatical
structures or expressions to determine the meanings of
these words/sentences/expressions.
*Word Division. | eThe reader divides the words into parts to make it
comprehensible.
e Using eThe reader uses illustrations/graphs, etc. in order to
Hlustrations. facilitate understanding of the text.
¢ Using Titles. eThe reader uses titles/headings to facilitate
understanding of the text.
¢ Using * The reader uses connectors to identify continuing ideas.
Connectors.
*Rereading. *The reader rereads parts of a text several times in order
to facilitate comprehension.
Compensation *Guessing / *The reader guesses the general meaning of a word by
Hypothesizing using context clues.
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e Associating. eThe reader creates an association between new material
and what is already known.
eWord eThe reader places the new words in a group with other
Grouping. similar known words to determine meaning.
Memory eWord e The reader associates a word with a known word in order
Associating. to determine meaning.
eFirst Language | ®The reader remembers a new word by identifying it with
Associating- a word in their first language.
Cognates
e Monitoring. eThe reader self-monitors their own understanding /
pacing/ pronunciation of words.
e Correcting e The reader tries to correct their language/reading errors.
Errors.
Metacognitive | e Word eThe reader is able to recognize unknown words by
Recognition. repeating them.
e Recognizing/ eThe reader recognizes what is important and not
Important. important and can skip those words or information
o Self- eThe reader makes encouraging statements to his/ her
Affective Encouragement | students and pays attention to factors that may interfere
with performance or comprehension.
¢ Clarifying eThe reader asks for clarification when something is not
understood.
e Verifying eThe reader asks for verification that something has been
Social understood or said correctly.
eSeeking e The reader asks others for feedback about his or reading,
Feedback. responses, etc.
eReacting to Text | ®The reader can react to a text and express opinions about
the text and characters.
Textual eInterpreting e The reader draws a conclusion about the text in terms of
Text theme or interpretation of text.
e Emotional e The reader reacts emotionally to the text.
Reaction

Tablel.4. Strategy Coding Scheme: reading strategies (strategy type + strategy

behaviour) . Meena Singhal (2001)
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It is clearly understood from this table that metacognitive awareness tends to be

valuable tool that permits the learners to be consciously aware of the purpose of the skills
and how actively they monitor; regulate and make sense out of the given text. It is in this
sense the major factor that may portray the difference between good readers and poor

underdeveloped ones.

1.6.4. Metacognitive Awareness and Reading Comprehension

Although studies on SL / FL reading strategies are a major trend of second foreign
language research, recent research interest has focused on language learners’
metacognitive knowledge or awareness of strategies, and the primordial role it plays
during reading process. Yet, before tackling this effect, it would be indeed helpful to
provide at first definitions-based on the concept of metacognition, and have a brief and

synchronized looks at its history.

The term metacognition has been variously defined as ‘cognition of cognition’
(Carrell, et al 1989: 647), ‘the conscious awareness of cognitive processes’
(Bernhardt 1991:52), and ‘knowledge about learning’ (Wenden 1998: 516). In the
context of learning reading comprehension, ‘metacognition is the knowledge that takes

as its object or regulates any aspect of any cognitive endeavour’ (Flavell 1979: 08).

Historically speaking, metacognition has its root in research conducted prior to
1976 during which Flavell’s pioneering work greatly helped in giving form of this
concept and provided an impetus for its study. During this period, research occurred in
the field of developmental and educational psychology whereby to offer more
sophisticated methodologies for asserting metacognition (Nelson 1988). The studies
based on metacognition were grouped into four categories, the former category
incorporates studies of cognition monitoring whose purpose consisted in examining
people’s knowledge of their knowledge and thought processes, and how accurately they
can monitor the current state their knowledge and processes (Kluwe 1982), the second

category stresses on ‘regulation of one’s own thinking processes in order to cope with
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changing situational demands’ (Hacker 1998:12). The third category ot metacognitive
research has examined how people regulate their choice of strategies and recently, the
fourth category attempted to throw fresh light on studying the ways in which

metacognitive theory can be applied in the educational settings.

In the context of teaching / learning of reading, metacognition can be divided into
five primary interrelated components of which none of them can function in isolation.

These components concern:

- Preparing and planning for reading.

- Deciding when to use particular reading strategies.
- Knowing how to monitor strategy use.

- Learning how to orchestrate various strategies.

- Evaluating reading strategy use. Anderson( 2001).

Similarly, Hyde and Bizar could explain these metacognitive processes as follows:

They are those processes in which the individual
carefully considers thoughts in problem-solving
situations through the strategies of self-planning,
self-monitoring, self-regulating, self-questioning,
self-reflecting and self-reviewing.

(Hyde and Bizar1989: 51)

Those processes were and are still considered to be part of metacognitive skills
which play a great role in self-regulated monitoring that takes place during reading
comprehension. By practising and applying these components, learners will

unquestionably become good readers capable of handling any text across a curriculum.

Later, Sheorey and Mokhtari, could obviously notice the usefulness of
metacognitive knowledge in raising learners’ conscious awareness about their learning
processes and helping them recognize the different learning situations in which it would

be useful. They thus, believe that:
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It is a combination of conscious awareness of
strategic reading processes and the actual
utilization of reading strategies that distinguishes
the skilled from unskilled readers.

(Sheorey & Mokhtari 2001: 43).

As explained in Flavell’s study, metacognitive knowledge can be categorized into two
components namely knowledge about cognition and regulation of cognition. (1978: 08).
As far as the former is concerned, it includes:

Knowledge about one’s own cognitive resources
and knowledge about how compatible the demands
of learning situations are with one’s own
resources. Knowledge of cognition in reading
refers to one’s awareness of the purpose and goals
of reading as well as the knowledge of learning
strategies that contributes to comprehension.
(Philip ez al 2006: 04).

As noted by Flavell, knowledge of cognition includes three related components that
are involved within any learning task. They have been labelled: ‘declarative’,

‘procedural’, and ‘conditional’ components.

- Declarative knowledge: refers to ‘knowing what’ strategy to use in specific learning

task e.g. one may know what is skimming or scanning.

- Procedural knowledge: refers to “knowing how’ to perform various activities or
putting the knowledge into action e.g. how to sum up a text, how to skim (to get the gist
of the selected passage) or how to scan (to spot the information required by the

learner)... and so forth.
- Conditional knowledge: refers to ‘knowing why’ to use a particular strategy, and

when it would be applicable and transferable effectively and appropriately in another

language area, or new task to be mastered.
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Whereas regulation of cognition is directly related to those processes involved
within metacognitive strategies, i.e. planning, monitoring, problem-solving and
evaluating. Philip et al presented those major macro metacognitive strategy categories
which include planning, comprehension monitoring, problem-solving and evaluating and

modifying in the table bellow:

Micro strategy Micro strategy

(PL 1) analyse goals.

(PL 2) Identify relevant and useful LS.

(PL 3) Deciding and implementing on strategies.
(PL 4) Planning strategic moves.

Planning (PL) (PL 5) Making preview / overview.

(PL 6) Scanning information in text.

(PL 7) Skimming for gist of information in text.
(PL 8) Predicting content of text.

(CM 1) Monitoring one’s strategy use.

(CM 2) Double-checking on one’s comprehension.

(CM 3) Relating one’s prior / Background knowledge.

(CM 4) Relating one’s academic knowledge.

Monitoring (CM) | (CM 5) Attending selectively to important / familiar terms to
facilitate comprehension.

Comprehension

(PS 1) Infer from contextual clues.

(PS2) Make logical and intelligent guesses.

(PS 3) Integrate information into a summary.
(PS 4) Seek clarification from teacher.

(PS) (PS 5) Question peers and cooperate with them.

Problem-Solving

(EVA 1) Evaluate the effectiveness of strategy.

Evaluation (EVA) (EVA 2) Identify most useful feature (s) of strategy.

. . (EVA 3) Reflect on context within which strategy successfully
/ Modification implemented.

(MOD) (EVA 4) Modify strategy based on task demands.

(EVA 5) Evaluate on strategy best combination.

(EVA 6) Assess suitable conditions (when) to use strategies.
(EVA 7) Evaluate ways to re-implement unsuccessful strategic
moves.

Table 1.6. Processing framework (Philip et al 2006: 23)
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In relation to reading comprehension, the two metacognitive factors: knowledge of
cognition and regulation are respectively related to knowledge about individual thought

processes, and his / her executive control of these processes for diverse situations

1.6.5. The Role of Metacognitive Awareness -Raising in Reading Proficiency

So far, the concept of ‘Language Learning Strategy’ has been defined and classified
according to different prominent researchers, whose ultimate aim consists in helping
learners improve their language leaming and performance. This point, however,
represents the core of this chapter that reviews theoretically the significance of
integrating metacognitive strategy into EFL reading lesson, as a teaching approach to
help learners understand the conceptual reading process, and guide them towards an
valuable learning. Recall that metacognitive strategies as stated bellow:

Involve thinking about learning process, planning
for learning, monitoring [of] comprehension or
production while it is taking place, and self-
evaluation of learning after the language activity is
completed.

(O’Malley et al 1985: 506)

In this domain, EFL teachers are required to train their learners how to effectively
work through these basic recursive processes; (planning, self-monitoring, problem-
solving and self-evaluating); in coordination and organized way whereby to achieve their
overall goals set before starting the reading assignment. Yet, before explaining thoroughly
this idea, it would seem indeed helpful to define those processes that constitute

metacognitive skills or strategies.
- Preparation and planning: it is a crucial introductory step through which learners

plan and organize their oral or written discourse. During this process, learners are making

conscious decisions about how to carry out different tasks provided to them.
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- Monitoring strategy use: it is generally used by learners to measure their
effectiveness while working on a task. During this process, learners focus their attention
on a particular aspect of language, or situational details that will help them perform the

selected activity successfully.

- Problem-solving: learners are said to be successful problem-solvers when they
know which strategy to use for facing up the difficulties they often encounter at any time
while learning is taking place. For instance, if they cannot understand the meaning of
some items, they may consult reference materials available to them such as dictionaries,

textbook indices ... to solve their comprehension or communication problems.

- Evaluating strategy use: it is done after the partial or entire completion of the given
task. This process allows learners to check the appropriateness and effectiveness of their
own strategy use. Moreover, it enables them better and improve their language
performance regardless of whether their self-evaluation is positive or negative

These metacognitive processes have been described in another study performed by
Philip (2005), where he has elicited the importance of each of those processes. They are
thus illustrated in the table below:

Analyse
A represents analysing, which involves identifying learning goals, important task
aspects, relevant personal characteristics, and potentially useful learning techniques. It
also involves asking questions like what, who, why and how. These questions are
meant to engage the learners’ analytical mind before they begin on any task.
Plan
The first P represents planning, which means formulating plan:

Given this task ( ...) to be done ( ...) according to these criteria (...) and given

these personal characteristics ( ...), I should use these techniques (..).

(Snowman, 1986, Schunk 2000).
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out solutions for

P stands for problem-solving, which includes figuring

The second
es like making inference from contextual clues and

given tasks. This involves strategl

making intelligent O logical guess.

Evaluate

E represents evaluation, whereby after complementing part or all a task. learn

reflect on how well it went. This process allows them to see if they cal’l’iec; - t;r's

plans successfully and to check how well strategies implemented hel 2

students assess whether they met their goals for the task and if they d? dp:c; it;ategif
. . . . 9 Wi

;e:::rilfz out while finding ltermative ways t0 re-mplement sira(cgics. '

And M refers to modification;

learners will conti i
. . inue using a strategy 1
is positive but modifies it if progress seems inadequate gy if the assessme;

Table 1.7. Processing framework source (Philip 2006: 17)
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Based on this definition, one can obviously notice the major role that
metacognitive strategy plays in raising learners’ conscious awareness about their learning
process, and helping them recognize the different learning situations in which jt would be
useful. In the light of reading comprehension context, these processes may be organized
sequentially into a three-phase approach: Pre-reading stage, reading stage post reading

stage.

- Pre-reading stage: is considered to be the most primordial step during which
learners begin planning and organizing about how to approach, and carry out reading
tasks, making use of some appropriate strategies. E.g. employing context clues such as
titles, subheadings to spot the important information that supplement the text. They may
in other cases activate their prior knowledge, as a basic strategy to get familiarized with

the text and therefore interpret it successfully.

-Reading stage: once planning is completed, learners then move to monitoring
process. As they read the text, they check their comprehension by thinking of whether
they understand the relationship between the different part of it, and its structure. If
comprehension is not perceived, the learners make use of some strategies to regulate their
thinking processes such as: taking notes (to refer back to these notes at any time
whenever the information is complex) summarizing the selected passage, self-
questioning to help themselves through any challenging task, or cooperating with their

peers, to receive more feedback ... and so forth.

- Post reading stage: after monitoring process, learners end up their reading tasks by
reflecting on how well their overal] objectives set in pre-reading stage are being fulfilled.
If not, they may return back to the problem-solving, pick-up the learning difficulties, and

search for alternative solutions.

Based on the above discussion, it is a worthwhile to state again that metacognitive
strategies tend to be an essential tool for it attempts to help learners strengthen their self-

awareness about how to Incorporate appropriately different strategies in meaningful way,
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and when to transfer their procedural knowledge about reading strategies ‘how to use’

into conditional knowledge ‘why, when and where to use’ them.

1.7. Conclusion

This chapter attempted to outline some theoretical key points related to teaching /
learning of reading skill, shedding more light on revealing significance of implementing
metacognitive strategy instruction into EFL reading lessons as teaching/ learning
approach to guide learners towards an effective language learning in general, and in
reading performance in more particular. As an introductory sections, the researcher has
provided definitions based on reading as a linguistic skill and has therefore tackled its
significant role in the teaching /learning context. Then learning strategies have been
discussed and thoroughly explained according to different researchers afterwards. As
conclusive section, the researcher has attempted to shed a focal light on elucidating and
unearthing the crucial role of the explicit teaching approach of metacognitive reading
strategies in promoting reading comprehension and improving reading proficiency in

EFL setting.
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2.1. Introduction

The empirical phase of this exploratory research work is exposed through this
chapter. It strives to give a systemic description of English teaching in the Algerian
educational context with close reference to the reading skill in university education, and
more specifically for first-year students at the Department of English. The outset of this
chapter attempts to describe and provide brief survey on the situation and objectives of
English language teaching in the Algerian educational setting in general and determines
the status and teaching purposes of reading comprehension module at university level. As
for the population sampling, since this module is exclusively implemented at first year
level, the researcher has chosen ten students by a random selection out of more than a
hundred and eighty learners. This chapter equally stresses on scrutinizing and empirically
examining the learners’ needs and teachers’ profile whereby to link them with the

objectives of the present exploratory research dissertation.

This analysis therefore attempts to shed light on detecting some causes behind EFL
learners’ reading comprehension deficiencies, making use of three essential data-
gathering tools, namely questionnaires, proficiency tests and think-aloud protocol which

will be sequentially presented and thoroughly explained in the present chapter.

2.2. ELT Situation in Algeria

It is commonly argued nowadays that the teaching of Foreign Languages; not least
English; is very essential and complex process in the Algerian educational background,
and practically the same all over the world, because language is that human brings need
to perform transactions in different endeavours, therefore, it has been argued that without
it,

We would not think thoughts expressible to others,
nor could we engage in the activities that
commonly take place in the societies we build for

ourselves thanks to language.
(Di Pietro 1990: 131)
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This basically signifies that foreign language teaching comes down to thinking
social transaction and transferring knowledge and education. Besides, it embraces
functional uses in economic, cultural transition and eventually promotes world peace and
common understanding. This in turn helps in developing ‘the sense of tolerance vis-a-
vis others’ differences; this being one of the most idealistic aims of language

learning / teaching’ (Benmoussat 2003: 06).

In the light of FLT in Algeria, after the independence of 1962, French became the
language by the virtue of the fact that Algeria was still under French domination. Giving
such value to French language led to a great revolution undertaken by the Arabophones,
which attempted to marginalize the French language and eradicate the existing local
variety "Tamazight' through the process of status planning called Arabization Process.
(Benmoussat, 2003). The result of Arabization process is clearly described in Ourghi's
words, stating that:

Younger generations especially those born in the
late 1970's onwards appear to face serious
proficiency problems either in French or English
. it is extremely difficult for new entrants to
communicate in English without direct resorting to
Arabic.
(Ourghi 2003: 13)

Thus, socio-linguistically speaking, Algeria; being one among the Arabo-Islamic
countries; has introduced the Arabic language as an official medium of instruction at all
educational levels. Hence, as Benmoussat rightly puts it, Arabic language was initially
conducted

In primary school by 1976 ... by 1984 all
secondary education and in 1986 most university
education at least the humanities and social

sciences has undergone this change.
(Benmoussat 2003: 106)
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Because of the worldwide change,

ing Skill in the Algerian E ional Settin

concerning English language teaching
methodologies, Algeria like many other countries has witnessed prominent development
in ELT in terms its roles, objectives, syllabuses and methodologies on the basis that the
English is very important international language which facilitates a constant
communication with the world, and gives access to information in different fields:
business, finance, medicine, modern sciences and more importantly ‘encourages

creativity in its universal dimension’ (National Charter 1976)

The Teaching / learning of English in the Algerian educational context is introduced
in the first year of the middle school and continues until 3 AS at secondary level. Yet,
before teaching English as second foreign language, the Algerian learners; being Arab
people; study the classical Arabic (CA) for six years at the primary school, while French,
the first foreign language FL,, is introduced in the second year at the same level. Suffice
it to say that the EFL learners accumulate an EFL learning experience of seven years for
those for those who do not choose to be specialized in the English language to obtain
licence degree at the university level. Therefore the following table exposes the different

subjects studied in the middle school with different time load for each level.

1" year 2" year [37year 4" year
subject | (AM) (AM) (AM) (AM)
(number of | (number of (number of | (number of |
hours per | hours per hours per hours per
week) week) week) week)
Arabic 6h 5h 4h 5h
French 2h Sh 5h 5
English 3h 3h 3h 3

Table2.1.Teaching load at middle school level.

As regards the time devoted to the teaching of English at middle school, it does not
generally exceed four hours per-week for first and second years, while five hours per-

week for third and fourth year learners.
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Indeed, it is of no avail to dismiss the potential recent changes that have taken place
during last the three years, regarding the approach selected for teaching / learning of
English at the middle school level ie. after the communicative approach, which
prevailed in the late seventies and early eighties, a newly trendly fashionable approach
labelled ‘competency based' has been adopted on the basis of helping learners promote
their autonomy, creativity, and enhance their problem-solving skills. Though reality
reflects the reserve ie. almost all EFL teachers find themselves turning back to
communicative approach in some cases, whereas seem often more eclectic throughout

their teaching practices.

Before speaking about the teaching of English, and its major objectives at the
secondary school, it is worth noting that this level can be divided into three distinct
streams: scientific, technological, arts and each learner holding B EM degree is put into

one of these streams that fits his average, and his existing level.

Concerning the implementation of English at the secondary school, it is part of the
curriculum in all streams taught for three years: including a thorough preparation of the
baccalaureate exam; with different coefficient and weekly time allotted for each stream at

all levels, as it is illustrated in the following table:
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level Stream Hours per coefficient
week
Natural sciences 3 2
Scientific stream | Exact sciences / /
Technology / /
1AS Arabic language and 4 3
literature
_ Human and Islamic / /
Literary stream literature
Arabic literature and / /
foreign languages
Natural sciences 3 2
Scientific stream | Exact sciences 3 2
Technology 3 2
2AS Arabic language and 4 3
literature
) Human and Islamic 3 2
Literary stream fiterature
Arabic literature and 5 4
foreign languages
Natural sciences 3 3
Scientific stream | Exact sciences 3 2
Technology 3 3
3AS Arabic language and 4 3
literature
_ Human and Islamic 3 2
Literary stream literatore
Arabic literature and 4 4
| foreign languages [

Table 2.2. EFL teaching load and coefficient at secondary school level,

At this level, the teaching of English consists basically in consolidating linguistic

items already acquired during middle school: syntax, vocabulary, study skills (how to use
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dictionary, how to take notes ... and so forth). All these components are paramount for

reinforcing one's learning process, and more particularly at linguistic level.

As far as the methods used for teaching English, they may vary according to each
level, yet, all of them strive to increase learners' both linguistic and communicative

abilities.

2.3. The Educational Context

The empirical phase as stated earlier concerns the teaching / learning of English at
Abou Bakr Belkaid University situated in Tlemcen. This university in effect was founded
in the mid 1970s, whereas the Department of Foreign Languages with-French and
English sections- was founded in 1988. Starting from September 2007, the English

section has become a Department in its own right: the English language Department.

Likewise the implementation of English within the curriculum of middle and
secondary levels, it has also a fundamental role at the higher education. Students, who
choose to be specialized in English language to obtain licence degree, study it in a four-
years period, during which they are trained to become future teachers of English at all
levels, whereas some of them are permitted to carry out their post-graduate studies to

become part-time or full-time university teachers at the same level,

Within the Department of English, learners are taught several modules in English
except for the Arabic literature, which is taught as compensatory module and kept for
three years while it is abandoned at the fourth one. Whereas, the remaining subjects
constitute language skills of speaking, listening, reading and writing and language study

of linguistics, phonetics/ phonology and grammar.
There are other modules enrolled within the curriculum such as: British and

American literatures, and civilizations modules, in addition to TEFL, psychology, and

third world literature, which are added and kept to the fourth year learners.
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The following table provides a distribution of hours per week for the recently cited

Reading Skill in the Algerian E

modules taught during four-year university instruction at each level

ional In

Year level First Second Third Fourth

discipline

Linguistic |e Linguistics (1/30) |e Linguistics (1/30) | e Sociolinguistics | ®Seminars in

s or / and |e Phonetics (1/30) |e Phonetics (1/30) (1/30) linguistics (1/30)

language e O.CE(3hours) |e O.C.E (3 hours) * Phonology (1/30)

skills ® Grammar (3 hours) | ® Grammar (3 hours) | ® O.C.E (1/30)

Literary None ® British literature | ® British literature | ® Seminars in

(1/30) (1/30) literature Anglo-
¢ American ® American American (1/30)
literature (1/30) literature (1/30)

e African

literature (1/30)

Historical | None *British civilization | eBritish e Seminars in
(1/30) civilization (1/30) | civilization (1/30)
® American ¢ American
civilization (1/30) civilization (1/30)

Didactic None None General ¢ Educational

psychology psychology (1/30)
e TEFL (1/30)

Teaching | (12 hours) (13/30) (12 hours) (7/30)

time (per

week)

Table 2.3. Official curriculum of the ‘Licence’ in English studies. (Benmoussat 2003: 161)

It should be mentioned that during the fourth year, students are required to prepare

an extended essay (memoir) based on some topics related to one of the modular courses

(TEFL, linguistics / literature / civilization) or undergo pre-service teacher-training
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sessions in secondary schools which will be written down in a form of pedagogical

reports as a partial fulfillment for licence degree.

As far as the pedagogical materials used for teaching / learning of English, the
English Department; in the addition to the routinized materials (classroom, chalk,
blackboard...); owns other fruitful materials like: tape-recorders, data-show, and two
language laboratories comprising computers: one laboratory is devoted solely for
teaching listening comprehension module, while the second one is newly established
within the department (not more than two years ago), which is designed to make
continuous internet based communication, by which learners get in touch with diverse
personalities from different parts of the world to interchange their electronic data and

therefore create a kind of purposeful reciprocal interaction via the internet (G.V.C.).

After describing the teaching / learning of English at the Algerian context, it would
seem wiser to speak about the potential role of reading comprehension module, and

determine its major status within the English Department.

2.4. Reading Comprehension Teaching Purposes

The Reading Comprehension module is one amidst the crucial components of English
language curriculum, and necessary tool for consolidating the learners’ knowledge, and
language acquisition as well, though too little attention is devoted to this module in
comparison with the remaining linguistic skills, for it is scheduled only for first year of
graduation in a period of time that does not generally exceed two hours per-week. Its
coefficient is therefore completed with that of written expression module, i.e. one and

half an hour each module.

Methodologically speaking, the teaching of the Reading comprehension module
consists of providing learners with different texts that are followed by set of
comprehension questions ranked from the easiest to the most difficult ones. These

questions may be classified into three basic types:
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- Yes / no questions: also called reference questions/ on the surface questions .They
usually have one correct answer found in the text. They tend to be explicit and direct,
though they require learners' full concentration and commitment with the reading

passage for understanding and retention of information.

- Information questions: sometimes labelled "under-the-surface" questions. They are
answerable directly from the given passage, and have more than one correct answer.
Such category of questions generally begins with words like: why, where, who, when_
and so forth.

implicit, which necessitate learners' ability to summarize and synthesize information

reflecting their understanding of the text in general and the main ideas in particular.

In the most precise and concise terms, the plain purpose of teaching reading to EFL
learners consists in offering them a number of opportunities to:
- Access information and further deepen their knowledge.
- Develop their virtual and creative thinking skills.
- To develop a capacity to read a wide range of texts in English which is In its turn ‘the
long range goal most teachers seek to develop through independent readers outside
EFL / ESL Classroom’ (Hedge in Alyoucef 2005 :147)
- To adopt the reading styles depending on each particular reading purposes and

activities (skimming, scanning, careful reading, guessing ... and so forth).

- To make themselves open their mind through discovering the context of English

civilization and culture (culturally-based texts).

On the whole, reading is often seen among researchers as a must tool that
constitutes language skill, and life-long process during which learners extend their
knowledge, and develop their repertoire of comprehension strategies that would later

reflect success throughout their learning process.
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2.5. Teachers' Profile and Methodology

In order to obtain data about the methodology of teaching the Reading
Comprehension module to first year university EFL learners, four teachers have been
required to answer a questionnaire which consists of number of twelve (12) questions.
Their teaching experience varies from eleven (11) to twenty-five (25) years as teachers of
reading comprehension. All of them are Algerian teachers who obtained their degrees
from Algerian universities. Two of them are senior lecturers who have already obtained
their Doctorat D’état in TEFL / Applied Linguistics and Sociolinguistics, while the two
other teachers are full-time teachers who are still preparing their Doctorate in the same
cited specialism. Their formation has enabled them to be more aware of their teaching
methods, their learners’ needs and demands. Yet, what has been clearly observed is that
each teacher has his particular manner of how to teach reading comprehension to their

learners since no shared or common programme is set for all.

Speaking about the Reading Comprehension module, a general consensus seems to
be building among many teachers from different levels that reading can be regarded as
the easiest task to teach, for it consists of selecting any text, and having students answer
the comprehension questions about the content, regardless of whether they understand all
the lexical items that complement the text or not. However, in reality reading
comprehension is far from being an effortless and easy task for it requires learners'
mental and experimental input as significant factors to reach more systematic and
comprehensible reading, and at the same time, it requires teachers' efforts and much time

consumed to make reading with comprehension accessible to their learners.

Describing theoretically teachers' methodology, it is worth noticing that at this level
reading is most of the time taught in isolation from the remaining skills, though it should
be incorporated into each lesson as an integral part that cannot function effectively and

independently of the remaining skills.
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Another issue has frequently provoked controversy concerns the type of reading
texts, which are given to learners without taking into account their preferences in terms of
both what topics and themes seem to fit their styles, interest and their real level of reading
proficiency. Suffice it to say that teaching of reading under such a context seems to be

too much monopolized by the teachers, and much dominated by text content as well.

In addition, reading course generally stresses on building systematic vocabulary,
and structural knowledge whereby to increase learners' language accuracy, though it does
not provide full support of communicative nature of reading act which tends to be of
practical value that helps them achieve certain level of fluency and automaticity. This
idea in fact has been supported by Grabe et al, who note that: ‘reading for general
comprehension requires rapid and automatic processing of words and efficient
coordination of many processes under very limited time constraint’(Grabe et al
2002: 14).

In the same line of thought, it has been argued by reading specialists that the
acquisition of a skill demands heavily an equal consideration of both oral and written
practices because ‘one learns to read by reading, and to write by writing. Similarly,

it can be argued that one learns to speak by speaking’ (Swain 1985: 248).

It is worth noticing also that at this point many EFL teachers who are in charge of
this module commonly view reading as an end product to reach, and no more process that
should be developed whenever learning is taking place. This is probably because they are
still deeply influenced by traditional methods and theories. Hence, teaching in this
context tends to disregard the fact that learners need to be taught how to develop their
reading proficiency by equipping them with different sub-skills and strategies to help
them understand and sort out the frequent difficulties encountered throughout their
reading studies. So reading under such situation is ‘represented as an end in itself, an
activity that has no reliance to real knowledge and experience, and therefore no real
meaning’ (Widdowson 1980: 180).
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Accordingly, this situation would badly lead some students; mainly those being

categorized among non-proficient readers; to regard this module as laborious and tedious,
for it requires full mastery of different strategies and sub-skills to achieve more
systematic reading with thorough comprehension, Indeed, to get around and prevent such
teaching deficiencies, it might be of vital importance to note here that learners at different
levels of instruction and in different contexts are required to be taught how to read for
numerous purposes, and need to be shown how to fix up different strategies appropriately
and effectively according to different type of texts, accordingly, ‘teaching students how
to read text A or text B is not teaching them how to read’ (Nuttal 1982: 22).

Furthermore, the teacher has to consider some other primordial factors that would
later engender effective teaching process and efficient learning as well. These factors can

be summarized as follows:

- The teacher has to provide his learners with many different types of English texts
through extensive reading activities in the class and out of it, to maximize their language
knowledge, and vocabulary knowledge as well, and help them transfer the acquired

Strategies in their native language to the larget language.

- He should foster his learners’ metacognitive awareness by raising their sensitivity to
language, which will later help them understand and utilize different sub-skills
adequately in newly provided reading tasks and so forth

However, despite the numerous pedagogically oriented innovations that have been
brought by many EFL teachers with the aim of adjusting their routinized methods of
teaching, and following reflective model of teaching the reading comprehension; to
satisfy their learners' demands and needs; these learners seem to still display low
achievement as far as this module is concerned. This idea inevitably needs to be tackled
in considerable detail, regarding the learners' profile and needs and learning styles

throughout the following section.
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2.6. Learners' Profile, Learning Styles and Needs’ Analysis

It is worth noting that any empirical study requires a selected population sampling
that involves subjects studying the same discipline to build on the empirical phase and

therefore check the hypotheses set by the researcher prior to the experiment.

2.6.1. Learners’ Profile

The informants chosen for this experimental-based research were ten (10) out of
more than a hundred and eighty post-intermediate students enrolled in the English
Language Teaching Department at the Faculty of Arts, Human and Social Sciences of
Abou Bakr Belkaid University, Tlemcen. The study was carried out during the beginning
of the academic year 2007 — 2008. As for the participants, ten students have been chosen
by a random selection as a population sampling of whom the male represented 30%
percent (3) of the sample and 70% percent (7) females. Their chronological age ranges
from seventeen to twenty-three years old. Two of them were in the Literature and Islamic
sciences (2), whereas the majority belongs to Arabic literature and Foreign languages
whose coefficient is 3 and Literature and Human Sciences. They have been exposed to
the learning of English as second Foreign Language for five to seven years so far. Thus,

the identification of students’ educational stream is well exposed in the table below:

Etudents’ educational stream Number of students | The
(out of fifty) percentage
Literature and Human Sciences 4 40 %
Literature and Islamic Sciences 2 20 %
Arabic Literature and Foreign 4 40 %
| Languages

Table 2.4. First year EFL students’ educational stream,
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All university EFL students were permitted to study English for the mark they
obtain in the baccalaureate exam, which is of crucial educational necessity for any learner
entering the university to carry out his / her studies to obtain BA degree (licence in
English studies). Yet, it has been clearly observed that those informants over use both
French and more often Arabic in numerous situations in and out of the EFL teaching

context, whereas English is very less if not never practiced among those students.

Having attended several reading comprehension module sessions, it has been
clearly noticed among a number of learners that they have shown an eager interest and an
intrinsic motivation towards reading comprehension courses and even better interact with
variety of texts chosen for reading assignments. However, these affective prerequisite
factors do not systematically engender successful learning. Indeed, there are some other
fruitful variables which are to be taken into consideration by every EFL teacher in charge
of reading comprehension module, i.e. their needs, preferences and more importantly
their proficiency levels whereby to select reading texts, tasks and comprehension

activities on the basis of such variables.

2.6.2. Learners’ Learning Styles

It would not be wiser to neglect the tremendous influx of learning styles on one’s
learning process since the difference between successful and unsuccessful learners cannot
be attributed solely to one’s mental capacities, but in the ways each individual
characteristically acquires, retains and retrieves particular information as well. Due to its
crucial role, this section is intended to shed fresh light on showing the vital effect of

learning styles on the overall learning process from a theoretical perspective.
The nature of cognitive and learning styles is studied by cognitive psychology,

which has been studied extensively in academic research by some prominent

psychologists (Heineman 1985, Lui& Grinther 1999). These two terms are used
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confusingly in the literature. Yet, no definite distinction can be set between them. As
stated in Stash’s line

Cognitive style deals with the “form” of cognitive
activity (i.e. , thinking, perceiving, remembering),
not its content ... Learning styles, on the other
hand are seen as a broader construct, which
includes cognitive along with affective and
psychological styles.

(Stash 2007: 04)

These terms, have been later used interchangeably by numerous authors, however, the
second one “learning styles” was widely accepted by a set of leading theorists. In this
context, Keefe defines learning styles as:

Cognitive, affective, psychological traits that are
relatively stable indicators of how learners
perceive interact with and respond to the learning
environment.

( Keefe 1979: 04)

As stated earlier, learning styles can operate as an influential factor that contributes
significantly on learning process in general, and reading comprehension context more
specifically, which helps in characterizing the difference between learners in terms of
their degree success. Thus, different set of styles can be drawn from a number of
extensive oriented studies in this area of research. Indeed, it would not be possible to
enumerate all the learning styles that have been identified by psychologists and
educators, otherwise very long list would emerge. Yet, the most prominent ones can be

elicited in step-by-step process during this section.

As far as our research work is concerned, only some learning styles, preferences
are to be considered, which indeed may have a strong effect on the ways each individual
proceeds particular tasks and processes information. These learning preferences concern:

- Visual styles.
- Auditory styles

- Kinesthetic styles, which are by themselves part of perceptual styles.
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Generally speaking, perceptual styles can be defined as ‘general predisposition,

vocabulary or not towards processing information in a particular way’ (Skehan
1991: 288)

It has been noted by researchers of this field of research that visual learners tend to
prefer pictorial information through reading and studying charts, drawings and other
graphic information. Further, they need to see the teacher’s body language and facial
expression to fully understand the content of the lesson. They tend to prefer sitting at the
front of the classroom to avoid visual obstructions. The visual style can be divided into
two sub-styles: visual- verbal and visual non-verbal. Visual verbal learner learns best by
looking at information in the form of language, words sentences, printed texts and so
forth, while visual non-verbal learner may think in pictures and learns best from visual
displays including charts, diagrams found in textbooks, overhead transparencies hand-

outs etc.

Whereas auditory learner as described in Brown’s lines ‘is characterized by a
preference for listening to lectures and audiotapes’ (Brown 1994: 113). This kind of
learners take detailed notes to absorb information, and learn best through verbal
discussions, talking things and listening to what others have to say. Moreover, they learn
best through ‘interpreting the underlying meanings of speech through listening to tone of
voice, pitch speed and other nuances. Written information may have little meaning until it

is heard. These learners often benefit from reading text aloud and using tape recorder.

Kinesthetic / tactile learners, on the other side, are those who prefer learning things
through moving, doing and touching. They are more willing to work collaboratively
(pairs / groups), and may find it hard to sit still for long periods and therefore become

distracted by their needs for activity and exploration.

In the light of what has been stated, it may seem wiser and essential to note that

teachers are required to take these perceptual styles into account which are of course
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determined by learners’ brain and cannot alter at all, otherwise their learners will still
remain ineffective and unsuccessful. For such a reason, being in a homogeneous
classroom environment the teachers as observers and need analysts have t0 necessarily
set up and provide variety of reading tasks based on such styles whereby to meet the
needs of each individual and get them fell more comfortable, since the degree of success
cannot only be measured by one’s cognitive and metacognitive capacities, but also the
way each individual gets, stores, retrieves information and how he responds to the

learning environment..

However, in other instances, it might be worthwhile and very fruitful to balance
structural methods or at least sequentially accommodated to ensure a more effective
teaching of reading comprehension as proved by numerous educational psychologists,
there is a category of learners who learn much better when particular information is
presented and taught in a variety of modes. As mentioned in Felder’s lines:

Research carried out several decades ago,
concluded that students retain 10 percent of what
they read, 26 percent of what they hear, 30 percent
of what they see, and 50 percent of what they see
and hear.

(Felder 1995: 28)

2.6.3. Learners’ Need Analysis

Within the field of education, be it native a foreign language learning context, the
plain purpose that all teachers seek to fulfill in their educational practices consists in
eliciting, and discovering the significant difficulties that threaten their learners in their

native / foreign language learning in general and reading comprehension in particular.
Analyzing these difficulties and needs are to be taken as basis upon which teachers

will establish systematically and as conveniently as possible numerous topics, themes,

functions, teaching methods to cater for their specific demands according to their
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and will be trained in how to utilize them appropriately (procedural knowledge), and
when to effectively transfer them in other language area or new task to be mastered

(cultural knowledge).

Therefore, any experimental study; involving group of subjects that constitutes the
sample population; undoubtedly requires particular research tools that should be used in
an adequate methodology, and which are intended to help the researcher detect the
frequent difficulties that threaten the selected sampling throughout their learning process,

and more importantly verify the research hypotheses.

2.7. Research Methodology Design

Within the field of reading, concerns about students’ performance, numerous
instruments can be employed, yet the most fruitful ones are self-report methods. But
before identifying these tools, it would be indeed wiser to state the following points

which will be tested under the experiment.

2.7.1. Research Questions

The researcher has derived four subsequent questions for the fundamental question
which has stimulated and guided such research work. These questions are to be tested
under this experiment stated above whereby to get more convincing answers and

therefore verify the stated hypotheses. They are as follow:

- What are the real sources of learners’ comprehension difficulties?

- Do they possess some cognitive reading strategies? If yes

- Are they metacognitively aware about the usefulness of those strategies?

- Does an integrated and direct instruction of cognitive and metacognitive reading
strategies at awareness-raising level in an EFL setting affect university learners’

reading proficiency"?
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2.12. Research Instruments

distributed to first year university EFL learners.

Conducting a metacognitive questionnaire to first year university EFL, learners has

an objective of eliciting their retrospective data about:

difficulties.
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problems the learners often encounter throughout their learning of reading according to

teachers’ point of view.

- Rubric four includes questions (10 and 11) aim at assessing whether teachers who
are in charge of the Reading Comprehension module often teach their EFL learners
particular strategies explicitly or implicitly and at the same time strives to discover what
these strategies usually taught to these learners that constitute the selected sampling: It
must be noted here that at this level rubric four tends to be of major importance for the
researcher since, it attempts to centre around the general problematics, and which will be

asked mainly to obtain quantifiable empirical data more than qualitative results i.e. the

research results are unknown and not pre-designed.

- As for rubric five, it includes only one open ended question where the selected
teachers for this experiment purposefully suggest some solutions in terms of their
methodology, and their classroom practices to help their learners overcome the frequent
difficulties and improve their problem-solving skills regarding reading comprehension

module.

Thus, both questionnaires discussed above were used as a diagnostic tool within the

pre-training phase before applying the experiment
2.7.2. Proficiency Tests

The test can be defined according to Seliger and Shohany as a diagnostic tool

generally designed to:

Collect data about the subjects’ ability in the
knowledge of language in the areas such as
vocabulary, grammar, reading, metalinguistic

awareness and general proficiency.
(Seliger and Shohany 1989: 176)

The test is becoming increasingly sophisticated diagnostic tool that helped the

researcher check whether learning actually took place or not.
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Relying on this exploratory case study, the informants, chosen as population
sampling, were tested before training them through metacognitive strategy instruction.
The aim of conducting the pre-training proficiency test consists in assessing their current
abilities in the area of reading comprehension, whereby to measure their competencies in
terms of the appropriateness of strategies used. This kind of test, as defined in Oxford’s
word, 1s

One of the soundest reasons to assess student
learning strategies so you can provide training on
how to improve those strategies.

(Oxford 1990: 200)

For further elaboration and clarification, this kind of test may help the researcher

yield scientific results about

- Their ability to orchestrate different strategies appropriately and in meaningful
manner, prior to reading strategy training sessions.

- The sources that threaten their reading proficiency.

During reading proficiency test, the learners were provided with a text followed by a
set of comprehension activities related to the text content, and which were replied during
one session. After completing this pre-test, learners’ performance of reading was or

measured, elicited, and then evaluated by the researcher.

After training the informants through strategy instruction, another test labelled post-
training test was submitted to them. This test therefore attempts to assess how well the
chosen informants orchestrate effectively the acquired strategies, already taught during
the training, effectively and how they successfully and appropriately transfer them to
different tasks of reading. In sum, this type of reading strategy test (formative /
progressive test) is ultimately designed to:

Check our student’s progress in learning
particular element of the course the diagnostic test
tries to answer the question: how well the student

learnt particular material.
(Harrison 1989: 06)
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273 Think—A\oud Protocol: Aims and Procedure

Within classroom and research contexts in general, especially in terms of language

learning / teaching strategies, research tools may be nuUmMErous, nonetheless, the use of

introspective methods seem is to be increasingly the most prevalent

e an advantageous introspective data gathering method for any

ones. Think—aloud

technique 15 often said to b

researcher trying 10 unveil and describe one’s conscious mental processes undertaken

while performing 2 specific language task rather than his / her own outcomes OF product.

Think-aloud, according t0 Chamot et al, is:

A technique in which a person verbalizes his or her
own thought processes while working on a task ...
Generally, these processes are the person’s

strategies for completing language task.
(Chamot et al 1999: 68)

For further elaboration and clarification, this technique allows the researcher 0
review the consecutive processes and the sequential steps undertaken by the respondents,
as well as the strategies they orchestrate to solve particular Jearning problems, and

therefore accomplish the given task competently.

Therefore, within this empirical phase, the researcher, after explaining 10 the
informants about this procedure, selected reading passage followed by a set of
comprehension activities taking into account the type of the tasks which should be
challenging to require the application of some reading strategies. Graham seemed to
support increasingly this condition advising that the task should be:

just challenging enough to bring learning strategies
into play without placing SO much great cognitive
load on the learner that thinking aloud becomes

impossible.
(Graham 1997: 196)
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Since this procedure was conducted by each student individually, he being the
interviewee externalized or verbalized his / her thinking processes and performed the
assigned reading task simultaneously. The researcher on the other hand being the
interviewer recorded her students’ processes on tape to present these strategies and
evaluate their appropriateness in a thorough and detailed analysis after think-aloud

protocol is completed.

However, it would be worth noticing that the think-aloud is far from being easy and
a straightforward technique, for its major purpose consists in making the invisible
process of learning visible. For further confirmation and before conducting this
procedure; Hamzaoui (2006) held group discussion with the selected subjects aiming to
acquaint them with this procedure, and describes the sequential steps they should go
through, nevertheless:

The explanation ... prior think-aloud procedure
proved to be insufficient and students seem to need
more training and more illustration prior to the
experiment.

(Hamzaoui 2006: 126)

Therefore, to decrease the degree of this complexity, the learners were allowed to
verbalize their thought processes using either L;, L ,, or FL to describe their cognitive
processes and report freely their impression. The researcher can objectively analyse their

protocols.

It is worthwhile to mention again that the selected subjects of this exploratory case
study constituted the ‘control group’, for they were not trained explicitly through
cognitive and metacognitive strategy instruction. This is why they were submitted to a
reading comprehension test as a pre-test to measure their ability to apply and utilize
appropriately particular cognitive and metacognitive strategies. After the pre-test, they
were conducted to think-aloud whereby to record their thought processes on a tape. In

this context, the think-aloud protocol may act as a pre-training procedure whose ultimate
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aim consists in discovering the respondents’ processes while performing the reading
assignment (procedural knowledge) and more importantly checking whether they master

these processes before teaching them explicitly.

After taking metacognitive awareness training into EFL reading classroom, then
this group were tested for the second time (post-test) intentionally for comparing their
test outcomes or stores before strategy training with those obtained after the training was

completed. In this context, this group rather became ‘experimental’.

The respondents once again were conducted to think-aloud protocol as post training
procedure after instructed explicitly through metacognitive strategy aiming at measuring
their progress in terms of strategies employed, and more importantly evaluating how well
they successfully master the metacognitive processes of planning, monitoring, problem-
solving evaluating, and therefore checking the number of students who could respond
correctly comparing with those of the pre-test. Thus, following this scientific
methodology consists ultimately in proving the researcher’s hypotheses regarding
explicit (direct) versus implicit (embedded) teaching of reading strategies instruction and

how they affect positively on their reading performance.

2.8. Conclusion

The empirical phase of this exploratory case study has been exposed in this chapter.
It has attempted to describe theoretically the Algerian situation in which the teaching /
learning of reading comprehension is carried out at the university level, more specifically

with first year EFL learners.
Moreover, some basic parameters have been identified, which consider basically the

status and objective of reading comprehension teaching within the English Department,

learners’ profile and teachers’ methodology as well.
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out their current level of reading proficiency in the application of the cognitive reading

strategies selected for this case study.

Before the strategy instruction was implemented, the researcher at the start of the
investigation conducted two questionnaires with ten (10) learners constituting the
population sampling and four teachers of reading comprehension module. This phase
functioned as a needs analysis tool and provided an initial picture for the researcher on
the participants’ use of cognitive and metacognitive strategies to help her in preparing
the strategy instruction, ie. the identification of the already possessed strategies that
learners report using them before being taught explicitly how 1o utilize them and transfer
them in other language areas Or tasks to be mastered, and at the same time reinforcing
them during strategy instruction and explaining how the metacognitive processes of self-
planning, monitoring, problem-solving and evaluating have to be incorporated in each

strategy to achieve reading with full comprehension.

Learners’ designed questionnaire which comprises a set of fourteen (14) questions
was translated into Arabic. Being Algerian learners, whose mother tongue is Arabic, the
plain purpose consisted in avoiding any €ase of ambiguity as far as the questions were
concerned. In addition, the learners when responding t0 the provided questions using the
Arabic language help them a lot in being more consciously aware about their needs,
difficulties and the specific strategies they have already acquired and frequently employ
whenever being engaged in particular reading tasks and at the same time it enables them
to be less frustrated, less anxious and fell at ease when answering the questions and

therefore the researcher could obtain more reliable answers.

Whereas for the second questionnaire, the teachers were already informed of the
research topic, and were required to contribute by answering a set of twelve (12)
questions which were divided into five rubrics already explained in the preceding chapter
(see 2.7.2.2). The questionnaire was designed for eliciting teachers’ retrospective data

about their methodology of teaching the Reading Comprehension module to their first-
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year learners, and explore whether they opt for teaching through explicit instruction

particular cognitive and metacognitive strategies or not.

The second step undertaken during the pre-instruction procedure consisted
ultimately in checking and assessing learners’ abilities in utilizing a set of particular
cognitive reading strategies namely skimming, scanning, predicting, inferring and
guessing in a convenient way according to difficult tasks of reading. This assessment
procedure took the form of pre-training proficiency test administrated to the same
respondents. This pre-test consisted of providing learners with a text entitled ‘The Loss

of The Titanic” which was taken from the ELT textbook ‘Developing Skills” written by

Alexander (1967). This text was accompanied with a set of comprehension questions
which were carefully chosen, because according to the theory, ‘sing texts that were
slightly higher in level than the students’ level of proficiency would bring about the
strategy employment by the students’ (Deniz 2003: 81).

The selected respondents were required to answer the comprehension questions
(see Appendix C) in a one-hour period of time. In this phase, the researchers’ aim
consisted in obtaining quantitative data rather than qualitative ones, aiming to assess how
many learners could respond correctly each question, hence master the utilization of the

strategies stated above (learners’ product).

Time Reading Number of Source
comprehension text Paragraphs

Pre-test | The Loss of The Titanic | Two paragraphs | L.G.Alexander
Developing Skills (1967)

Yet, it would seem indeed essential to note that the researcher; before
administering a pre-test; has taken into consideration the learners’ selection of text type
which varied from one to another in order to help them get deeply engaged in its context
and become more perseverant while tackling its questions even if confronting particular

problem or difficulty.
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As a conclusive step of this initial phase, the researcher conducted think-aloud
protocols (TAPs) on the same respondents which took place immediately after the
reading proficiency test. It came under the technique of simultaneous introspection
during which each participant was asked to provide an oral commentary while
undertaking the same reading task (i.e., the same text and the comprehension tasks of the
proficiency test) while being engaged in reading activities, each participant made
comments on what he was an almost analyzing and everything using his native language
(Arabic) as the easiest medium to permit him to express what actually happened in his
mind. Using Arabic is indeed beneficial, for it facilitates the data elicitation using of
course verbal comments like ‘Keep talking’, ‘What are your thinking about?’ whenever
the participants became silent. In addition, the researcher has asked some other
pre-planned questions like ‘What do you do before you start reading?’, ‘What do you
do normally when you don’t understand a part in reading text?’ whereby to extract the
information about their use of cognitive and metacognitive strategies, and identify which
of those strategies were deployed by ones involved in learners’ designed questionnaire.
In this respect, the think-aloud protocols sought to focus more on the process than the

product, which later recorded on the tape and transcribed for deeper analysis afterwards.

3.2.2. Procedure during Strategy Instruction

After measuring learners’ reading comprehension during the pre-training, the
following step was intentionally and purposefully designed to improve their
metacognitive knowledge of reading strategies through strategy training instruction. This
phase tends to be of practical value, for it raises their awareness of those strategies, and

therefore assists their comprehension.

Various pedagogically-oriented studies that bear on this subject are those that raise
concerns about the effectiveness of training learners through strategy instruction in
improving their language performance. Remarkable necessity for this essential part of

language education can be summarized in the following lines:
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One of the most vital factors is the need for strategy
training to be ‘informed’ ‘integrated’ and to
involve a high level of self-control. That is to say
students need to be aware of the purpose and utility
of strategy training activities.

(Graham 1997: 84)

Similarly, Chamot did appreciate the significance of strategy training/ teaching
instruction, advocating that:

Effective language learners should have top-
priority for strategy training and they should be
encouraged to believe that their difficulties are due
to lack of strategies rather than lack of aptitude.
(Chamot 1990: 302)

In relation to this study, strategy training is meant to provide learners with what is
referred to by Pavis et al (1983), as ‘declarative knowledge’. This component is intended
to provide description / definition-based on each strategy, i.e. ‘knowing what’ strategy is.
For instance, the teacher as a trainer can define what is meant by guessing, inferring,

scanning, skimming... and so forth.

After defining all the strategies, the next step was devoted to transfer declarative
knowledge ‘knowing what’ to procedural one ‘knowing how’ to apply particular strategy
adequately according to each task. In this context, the teacher can check the

appropriateness of strategies use through what is called think-aloud protocol.

Once declarative knowledge becomes procedural, the teacher then must offer his/
her trainees other appropriate circumstances under which the previous acquired strategies
can be utilized adequately (conditional knowledge). This component as its name suggests
consists in helping learners “know when’ — where to use a particular strategy and whether
it fits the situation that conditions its application. In few words, learners must be trained
to evaluate the effectiveness / ineffectiveness of each strategy use within a specific

reading area or task to be mastered.
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Once learners have built up knowledge about the pertinent reading strategies that
constitute knowledge of cognition, the trainer then moves to the second aspect of
metacognition that endeavours to help them regulate their cognition over four basic
processes that are often sequentially incorporated at any task. These processes concern

planning, monitoring, problem-solving and evaluating of the strategies employed.

In sum, the ultimate goal the researcher attempts to achieve during strategy training
instruction consists in providing his trainees with the necessary input regarding cognitive
reading strategies through strategy training instruction and more importantly raising their
metacognitive awareness about the fundamental effect of their application on enhancing

learners’ comprehension proficiency

After presenting, naming and defining each strategy in the training sessions
(procedural knowledge), the next phase of data collection was intended to test learners’
understanding and application of particular strategies, and assessing whether the
processes acquired during the training procedure are successfully undertaken in an

organized way, i.e. those of planning, monitoring, problem-solving and evaluating.

3.2.3. Procedure after the Strategy Instruction

After the strategy instruction was administrated, the researcher conducted another test
called post-training / progressive test, on the same sample, whose primary purpose
consisted in checking whether the strategy instruction led to any significant differences
regarding the frequency with which cognitive and metacognitive strategies were used by
the participants before and after the strategy instruction, i.e. this phase helped a lot in
measuring the learners' progress in terms of the five cognitive reading strategies use

selected for this case study (predicting, skimming, scanning, inferring and guessing).

At post-test, all the ten participants were required to answer a set of comprehensive

questions of a short passage entitled "Marriage Can Make a Dimwit Brainier" (see

appendix E). These questions which had to be answered in one session, i.e. one hour and
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3.1. Introduction

The researcher during the preceding chapter has attempted to provide a systemic
description of EFL teaching / learning in the Algerian educational setting, more
specifically at university level, and has therefore elicited three distinct data gathering
instruments which were utilized to obtain as objectively as possible more convincing
answers to the fundamental research questions set prior to the experiment and more

importantly check the stated hypotheses.

However, this investigative chapter, which is composed of two distinct interrelated
sections, is devoted to the empirical phase intended to describe theoretically throughout
the introductory section the data collection procedures, i.e. pre-instruction, while and
post-instruction phases. During each phase, the researcher has explained in a step-by-step
process which instrument to use, how and when they have been used and with whom,
whereas the second section will consist in analyzing the results obtained from each
phase relying on quantitative as well as qualitative types of analysis and interpreting

them afterwards.
3.2. Data Collection Procedure
The data collection previously described in the preceding chapter (see 2.7.2) has
been used to obtain detailed information along three basic sequential steps, i.e. prior to
the strategy instruction, while and after the strategy instruction phase.
3.2.1. Procedure before the Instruction Phase
This introductory step is with no doubt believed to be a very primordial diagnostic

phase during which the researcher has attempted to identify the needs, interest and

difficulties of the participants involved in the experiment, and by the same token to find

75




Chapter Three: Reading Strategy: Pre-Instruction and Post-Instruction Results

a half did not tap single pieces of information about the text, but were designed to cover

main ideas of the text and evoke from simpler to more complex answers depending on
the questions themselves. These students were instructed to read the questions carefully
and write down everything that they could understand from the passage. Their answers
were immediately collected whereby to obtain quantitative data about learners' responses

to each question.

Time Reading comprehension | Number of Source
text paragraphs
Post-test | A Marriage Can Make a |4 paragraphs | William Lowther in
Dimwit Brainier Washington (My New Book
of English) Daily Mail

Once the post-test was completed, the researcher conducted for the second time
another think-aloud protocol as post-instruction phase procedure whose purpose
consisted in evaluating the strategy instruction by enabling the researcher to compare and
contrast the instruction by the cognitive and metacognitive strategies employed by the
participants after receiving the strategy instruction. During administration of think-aloud,
each respondent was required to make the invisible processes of reading visible and
verbalize his thought as far as the strategies selected for the experiment were concerned,
while the researcher was simultaneously taking notes and recording their ideas on the

tape as used at the first time in pre-instruction phase.

As done in the first time, to ease the data analysis, a cognitive and metacognitive
reading strategy inventory (see Appendix F) was used. The inventory was compiled from
the works of researchers like Baker and Brown (1984), Wilson (1981) and Hosenfeld
(1977, 1979). These researchers were interested in native and foreign language reading
respectively. The benefit of this inventory was twofold, through which it was possible to
identify the type and frequency of the cognitive and metacognitive reading strategies for
the purpose of initially diagnosing the reading strategy use of the ten students. Secondly,
this inventory has proved helpful later when observing the changes reflected in the
cognitive and metacognitive strategy use after the strategy instruction was conducted, i.e.

whenever the participants mentioned a particular reading strategy while reading the given
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text, the researcher circled the relevant strategy used by the participant. As a last step, the
results were collected of each student on the inventory that was employed during the

execution of the think-aloud protocols.

To sum up the different stages that were undertaken during the data collection
procedure and the main approaches that the researcher had recourse to for analysing the
data obtained from each instrument, it is of paramount important to consider the

following diagram 3.1.
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> Identify the main causes behind learners’ comprehension
Research difficulties.
purposes — >{ > Explore the useful and the effect of explicit / integrated
metacognitive strategies on learners’ reading proficiency
» What are the real causes of learners’ comprehension difficulties?
> Do they possess Some cognitive reading strategies? If yes,
Research » Are they metacognitively aware about the usefulness of those
\J\L ) 9
uestions - strategies? . : . : .. .
1 > Does an Integrated and direct instruction of metacognitive reading
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Diagram 3.1. Data collection procedure and research design.
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3.3. Results and Discussion

research questions that this study has set out to answer. Thus, in the learners’
questionnaire, the results obtained which wil] help in answering the first research
question will be handled, moreover proficiency tests (pre-test and post-test) which will
help yield information about what the second question aims at revealing will be

measured, and the same as for think aloud procedure which will attempt to offer the

- Learners’ comprehension deficiencies,

- Learners’ awareness of reading Strategies before while and after strategy instruction
phase.

- Learners’ progress in terms of Strategies application after administering the Strategy
instruction phase.

These points are to be respectively analysed and interpreted in q step- by- step process

3.3.1. The Pre- Instruction Phase Results

This introductory diagnostic phase included three data gathering tools, namely

questionnaires, pre training proficiency test, and think- aloud protocol.
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3.3.1.1. Questionnaires Results

So as to find out the needs, preferences and the strategies that learners already
acquire, and discover whether or not learners’ comprehension deficiencies are in some
part due to the teaching methods of reading comprehension module, the researcher has
conducted two questionnaires. The first was distributed to first year university EFL,
learners (10 students) while the second one was submitted to four teachers in charge of
the Reading Comprehension module. The results obtained are to be gradually discussed

and thoroughly interpreted in the next section.

3.3.1.1.1. Learners’ Questionnaire Results

It should be worthwhile to note that learners’ questionnaire was of great importance
as far as the help it offered to spot the serious causes behind learners’ difficulties in
reading comprehension. It consisted of a set of thirteen questions divided into three

rubrics (see 2.7.1.).

In an attempt to ease data elicitation as far as learners’ questionnaire is concerned,
they were permitted to express freely their thoughts and assumptions about reading using
Arabic language because of their low proficiency level in English. To analyse the data
presented in those questions, the researcher relied on both quantitative and qualitative
approaches, i.e. using descriptive statistics to analyse them section by section and item by

item using percentages.
As for the chosen respondents, they are all Algerian learners whose age ranges
between seventeen and twenty-three years old. The majority of the present sample was

girls (70%) in opposition of three boys.

As for their answers to the third question which sought to identify their secondary

school stream, it was clearly noticed that the majority of the requested learners were in
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the Arabic literature and foreign languages, (40%) and literature and human sciences.
The remaining ones, who represent twenty percent, were in the literature and Islamic

sciences, i.e. two students.

Question Four: Do you enjoy the Reading Comprehension module? Say why?

This question was evidently devised to elicit learners’ attitudes towards this module,

yet what has been perceived from their responses 1s that the total number of the
respondents replied they like reading comprehension, for that reason they have shown
through their supplementary remarks positive attitude towards its learning asserting that:
“Reading comprehension is very fascinating and intriguing module ...I think it is the
preliminary point towards a better and valuable learning of English language in
general” .or, “I like it very much, since it gives us a rewarding prospect to learn an
infinite number of vocabulary items and train us in acquiring their meaning and their
pronunciation as well”. These are of course their personal answers about their attitudes
towards the subject under investigation which were written in Arabic and translated in
English.

Therefore, their answers to this question were dissimilar, yet a general compromise
appears to be building among all the respondents that the reading comprehension module
is with no doubt a functional subject matter in the curriculum of E.F.L. learning process,
which will help them mainly in further studies or in the professional and educational
spheres. Besides, as clearly stated in their answers, “It tends to open the doors for

learning and being acquainted with Joreign cultures”

yourself much more motivated to read?

This question sought to help the researcher obtain the learners’ retrospective data
about their preferences as far as reading materials are concerned. In this question, four

types of reading texts were recommended to help the learners be aware of which text
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types were more important than other. Their responses are clearly defined in the

following table:

Text Type A.F RF
General texts 03 30 %
Culturally-based 05 50 %
(British culture)
Culturally-based 02 20 %
(Algerian culture)

LOthers 00 00 %

Table 3.1. F: requency of students’ answers to question five.

From the above table one can clearly notice that the expressed preferences were
dissimilar as far as reading text types are concerned, i.e. five respondents as shown in the
table, tend to prefer culturally-based text (whose content is based on British culture),
whereas two respondents out of the total number tend to be more prepared to deal with
texts whose content is based on Algerian culture. Three students on the other hand
reported they favoured general texts quite better. This category, as was already explained
by the researcher before distributing the questionnaire to the requested learners can be
narrative, informative, and argumentative. The rationale of this question was to help the
learners be aware of the distinctive features that characterize the difference between all
the categories of text types which will in turn help the elicitation of learners’ responses to
the present question. However, nobody could suggest other types of English reading
texts, which is probably due to their powerlessness and inability to understand or suggest

other kinds beyond the already suggested ones.

Question Six: What do you do if you encounter a word vou do not understand?

The present question attempted to further explore which metacognitive strategy
that appeared more useful towards learners” point of view when confronting a problem or
misunderstanding a particular item within a given text passage. For an easier elicitation

of their answers, the researcher offered a set of four discrete strategies and asked the
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learners to select among the suggested possibilities. Through their answers it was
unmistakably observed that eight learners assumed that the finest way to figure out the
meaning of particular ambiguous word was through rereading the section which contains
the words around it, while twenty percent of the sample tended to consult some fruitful
reference resources (dictionaries, textbook indices...) to get the meaning clearer. These

answers are better explained and identified as follows:

Question Six A.F. R.F.

Use other words around it 08 80 %
to figure out its meaning.

Use  other  reference 02 20 %
materials.

Pinpoint my problem by 02 20 %
sounding it out

Ignore it temporally, and 00 00 %

wait for clarification

Table 3.2. Frequency of students’ answers to question six

Besides, two out of ten students have chosen two possibilities, keeping in mind that
those reported strategies can equally assist in comprehension of the entire text in general

and the unfamiliar words in particular.

Question Seven: What do vou do if you come across an entire sentence which you

cannot understand?

To this question, the researcher suggested four different possibilities which sought to
determine which strategy the learners suppose it is the most suitable one to orchestrate
when confronting an entire unclear sentence. The obtained answers to the present

question can be exposed as follows:
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Question Seven A.F. R.F.

Keep on reading and wait 05 50 %
for further clarification
Spot the unfamiliar words

and look for their contextual 04 40 %
meaning

Disregard it completely 00 00 %
Read the problematic part of 01 10 %
the text

Table 3.3. Frequency of students’ answers to question seven

Five students as mentioned in the table noted rereading and visualizing strategies
to sort out the difficulty encountered and whereby to make sense of the whole message
expressed by the writer, whereas four students believed that spotting the unclear words
from that sentence and attempting to guess their contextual meaning may certainly help
them in fully understanding the whole passage in general and the sentence in particular.
Yet, only one student thought that reconsidering and revising the problematic part of the
text (the fourth suggested possibility) seems the most effective and useful reading
strategy.

Question Eight: When reading an English text, what do you do to remember
specific information?

For the sake of categorizing and determining the learners’ answers to this question,
the researcher suggested three distinct possibilities which the learners were required to
put to tick in the appropriate answer. The analyses obtained from this question have
clearly shown that eighty percent of the students replied by: searching for connection
between what they know and the new information presented in the text, i.e. making use
of some top-down processing strategies. While the remaining students, who represented
twenty percent of the total percentage, speculated about the meaning of the sentences

which are regarded to be more essential than others, i.e. distinguishing important from
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less important ideas. Therefore, the table below attempts to summarize the answers of the

requested respondent as far as question eight is concerned:

Question eight A.F. R.F.
Relate it to my  prior 08 80 %
knowledge
Ignore the second any details 00 00 %
Realize I need to remember 02 20%
one point rather than another

Table 3.4. Frequency of students’ answers to question eight.

Question Nine: Before you start reading, what kind of plans do you make to help

You understand better?

Throughout this section, the requested learners were required to choose among
the suggested possibilities about whether they regularly exploit some plans a pre reading
strategy before tackling the given text. Fortunately, what has been observed through their
answers was that nobody could discount or disregard the fact that planning strategy has
indeed a considerable role in the creation of meaning. To demonstrate this, one should

consider the following table:

Question Nine A.F. R.F.
No specific plan is needed 00 00 %
Think about what I already 08 80 %
know about the topic

Think about why I am 02 20 %
reading

Table 3.5. Frequency of students’ answers to question nine.

As noted down in the table, eighty percent of the respondents tend to usually

activate their content schemata as a fruitful pre reading strategy to tackle the content
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brought into the passage, whereas the remaining ones (2 students) reported they rather

favour to go back to the general purpose during which they may possibly ask themselves
the following questions: “What do I really want to learn from this passage”? Or “what

am I trying to attain throughout this text”?

Question Ten: Why would you go back and read the entire passage over again?

The requested respondents, during this section, were required to select one possible
answer among the three suggested possibilities about how and when to appropriately and
efficiently perform the rereading strategy. The analysis of the present question has shown
that seventy percent out of the total number assumed that this strategy might be
purposefully performed whenever the overall meaning of the passage appears to be
unclear, while two respondents believed that rereading might function as an effective
technique when attempting to elucidate particular idea (performing the skimming
strategy to find out particular point whenever necessary). However, only one student has
reported that summarizing strategy requires heavily from each learner to look back over
the whole passage whereby to elicit only the most essential ideas that sum up up the

entire passage:

Question Ten A.F. R.F.
I cannot understand the meaning 07 70 %
of the text.

Whereby to clarify particular idea. 02 20 %
To summarize the whole passage. 01 10 %

Table 3.6. Frequency of students’ answers to question ten.

Question Eleven: According to you, which sentences seem more important in_the

reading passage?

The analysis obtained in the question has clearly shown that forty percent of the
total number of the informants confirmed that all the sentences are of equal importance

asserting that they tend to be essential in the meaning-making of the entire passage. This
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assumption may indicate that the less successful readers can be theoretically defined as
those who are not capable to recognize the difference between the main points and
supporting details, while fifty percent explained that the topic sentence which has a close
relation with general idea of the text seems the most fundamental sentence within the
entire passage. Unfortunately, only one learner could notice the significance of the

sentences containing details and facts (the second suggestion).

Question eleven A.F R.F T
Almost all the sentences. 04 40 %
The sentences that contain details and 01 10 %
facts.
The topic sentence which has close 05 50 %
mlation with the main idea.

Table 3.7. F requency of students’ answers of question eleven.

Question Twelve: The best reader according to you?

The respondents were questioned to provide a definition-based on what can be said
about the good reader. They were given four possibilities whereby to select one possible

definition according to their point of view. Their responses can be clearly defined as

follows:

r Question twelve A.F R.F
Recognizing words. 02 20%
Using dictionary 00 00 %
Integrating the information in the text 07 70 %

with what you know already.

Differentiate between the supporting 01 10 %
details and unnecessary ones.

Table 3.8. Frequency of students’ answers of question twelve.

Seven students as clearly elicited in table 3.8 think that the best reader is the one who

always connects between what he / she already knows about the topic with the newly
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presented information in the passage. Admittedly, this assumption may lead to the fact

that those learners could not disregard the crucial role of one’s schemata in the meaning
making process. However, only two students assumed that anyone who has a solid
knowledge at lexical level (vocabulary) can be characterized as a good reader, while two
students speculated about the importance of being aware of the discrepancy between the
necessary and supporting details which can evidently classify the learners among the

proficient readers.

Question Thirteen: According to you, what are the most important strategies that

help learners who have difficulties with reading better understand the text and
therefore complete the tasks in appropriate ways?

In this last open ended question, the respondents were given an opportunity to
suggest some other valuable strategies as solutions to be implemented whereby to lessen
the degree of their comprehension difficulties, and hopefully help the alleviation of their
frequent problems in the topic under investigation. At first, all these learners have
expressed; through their written answers; their interest and have therefore shown an
eager motivation towards learning of English in general, and the Reading Comprehension
module in particular (see the analysis of the fourth question). Nevertheless, these positive
affective factors cannot systematically guarantee an efficient learning among all the
students. For such reason that the researcher gave them a chance to have their say as far
as the suggestions were concerned. Consequently, they mentioned the following
strategies as fruitful and valuable to be necessary implemented in order to help them
better tackle the issue:

- Reading extensively.

- Reading the given material whenever necessary.

- Consulting some reference materials (more importantly monolingual dictionaries).

- Making extra research on some points related the subject matter (cultural,
historical... facts upon which text content are based).

- Summarizing in order to get the gist to facilitate comprehension as well as recall of
the text.

- Asking teachers for clarification as a last solution.
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In sum, the rationale for administering this questionnaire, as previously stated,
consisted in answering the first research question which sought to provide convincing
explanation of the causes behind learners' comprehension deficiencies as well as
checking which type and frequency of strategies they report using whenever attempting
to update their comprehension and enhance their problem-solving skills regarding the
Reading Comprehension module. Therefore, the results of this current research work
continue to add to our understanding of which strategies FL readers may orchestrate.
Admittedly, the analysis of learners’ responses to this metacognitive questionnaire
clearly revealed a variety of strategies they reported using while tackling academic

reading passages which can be precisely summarized and thoroughly described in the

table:

Learners' employed strategies Strategies classification Number of
students (out of
ten)

Scanning  (analyzing particular | Cognitive 07

points).

Using external resources. \ Support strategies 03

hereading. Cognitive strategies 05

Guessing from context. Cognitive strategies

Reconsidering the problematic part of | Metacognitive strategies 01

the text.
Activating background knowledge.

Metacognitive strategies

Distinguishing important from less | Metacognitive strategies
important details.

Planning.

Metacognitive strategies

Summarizing. Cognitive strategies

Identifying the purpose of the task. Metacognitive strategies

Table 3.9. Types and frequency of learners' strategies employed in the questionnaire.

3.3.1.1.2. Teachers' Questionnaire Results

In order to significantly enrich the present research and mainly unveil the causes

behind first-year learners' difficulties of understanding during reading comprehension
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courses, it was indeed necessary to combine learners' questionnaire with another data
collection which is questionnaire administered to teachers in order to purposefully check
the reliability of learners' responses. Furthermore, it attempted to determine teachers'
perception of the problem and their opinion concerning what would be done to lessen the

consequences of the problem faced.

The data obtained as discussed in preceding chapter, were well thought out to be
analysed section by section, and item by item making use of descriptive statistics. The
analysis is therefore gradually presented, and objectively interpreted in step-by step

process.

The present questionnaire consists of a number of twelve questions divided into five
rubrics (see 2.7.2.1). The results of which are summed up in appendix A. The teachers
who contributed to the present experimental research are three males and one female. All
of them are experienced teachers in the sense that 4/4 teachers taught English Language
more than 10 years (including of course reading comprehension module). They are
Algerian teachers, who obtained their degree from Algerian universities. In addition to
the Reading Comprehension module, the requested teachers are also in charge of TEFL,

General Psychology, Oral Expression and Linguistics

Question _Six: What objectives do you intend to reach in your teaching of the

Reading Comprehension module?

The researcher, during the present question, attempts to obtain teachers' retrospective
data about the overall objectives they try by all means to achieve as far as the teaching of
the Reading Comprehension module is concerned. Admittedly, since no common
programme is set for all teachers, the answers attained from this question were not

similar. They are therefore summarized in the table:
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Informants The analysis of question six

Teacher A | Equip learners with some reading comprehension strategies
(cognitive, metacognitive and socio affective).

Teacher B | To develop learners' capability to draw the most important things
from the text.

Teacher C | To learn how to make culturally loaded English text.

- Develop an ability to skim adequately.

Teacher D - To scan for infer, summarize.

- To be aware of as the distance features of different types of
discourse.

Table3.10. Teachers' answers to question six.

Attempting to analyse the answers attained from the present question, the requested
teachers have shared educational purpose they intend to fulfill in their teaching process
which basically concerns how to develop as efficiently and effectively as possible an
ability to utilize different strategies when tackling any English written material. In other
terms, what strategy to utilize in different tasks (declarative knowledge), how to use it or

put the knowledge into action (procedural knowledge).

Question Seven: What are the sequential steps do you often undertake in teaching

EFL reading?

This question required from teachers to elicit or sequentially describe how they
processed the teaching of the Reading Comprehension module at first-year university
level. Thus, the analysis of the present question yielded dissimilar results for three
teachers, while the fourth one could not respond, which is probably due to the reliance of
eclecticism (no unique approach or method is used). The remaining ones on the other

hand, gave dissimilar answers.

As regards the answers, one teacher stresses more on oral skills as a pre reading

activity, where he sometimes introduces his teaching of reading through aloud thinking
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home cultures.

Question Eight: How could you assess your learners' level of reading

comprehension?

particular. Most of the informants (three out of four) furthers confirmed that their
learners' level has rather average, while the fourth one further confirmed that his learners

were unfortunately weak at reading.

Question Nine: According to you, what are the main reasons behind their reading

comprehension weaknesses?

This question probed to unmistakably discern teachers' point of view by offering
their own opinions and perceptions which concern the reasons behind learners'
comprehension difficulties. The results obtained revealed that all the respondents
believed their learners' lack of awareness was the primary and the most strikingly cause
of their failure in reading comprehension. In addition, two teachers attributed that failure

to the lack of learners' interest, i.e. the inadequacy of topic selections, while only one
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The present question attempted to further describe teachers’ method used in
teaching reading comprehension module to their first-year university EFL learners, The
analysis has clearly confirmed that the requested teachers tend to explicitly teach some

particular reading strategies.

Pre reading Strategies

- Setting a purpose before tackling the content.
- Predicting.
While reading
- Taking notes.
- Searching for general idea.
- Searching for particular details.
- Using monolingual dictionary.
- Reading.
Post-reading
- Looking for similar texts in terms of the content.

- Summarizing strategy.

In question number eleven, all the respondents opt for teaching explicitly some

metacognitive strategies among them self-monitoring and self-evaluation strategies.

Question Twelve: Relying on your teaching experience, what suggestions would you
make to help your learners improve their reading performance?

A great deal of suggestions considered primarily what could be done to remedy

learners' failure in reading or at least lessen problem faced by these learners. The answers
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3.3.1.2. The Pre-Training Proficiency Test Results

analysis could differentiate between the proficient and less proficient readers. The results

could be better illustrated in the following table:

W
.F

Table3.11. F, requency of learners’ answers lo test questions prior 1o the instruction

99



Chapter Three: Reading Strategy: Pre-Instruction and Post-Instruction Results

For the sake of analyzing learners' answers to test questions, it is indeed worthwhile

to consider each strategy separately. To begin with, before distributing the text to the
sample, the researcher gave them the title of the text, and then asked them to brainstorm
what they already know about it. The major objective of this activity was to activate their
schemata, and make them aware of the importance of integrating their background
knowledge about the topic which would help them a lot in getting the general

understanding, and anticipating what a reading text contains.

As for the analysis of predicting question, Seven students out of ten could respond
correctly to the present question since the topic tends to be very famous history that was
known by almost all learners at different levels. Nevertheless, the three remaining
students could not write anything to this question which is probably due to their inability
to extract even one idea from the given title. To prove that, during the analysis of the
following skimming questions, those learners gave very short answers to the first

question from the text before tackling the second one.

Skimming strategy was examined through question two during this activity, the
learners were encouraged to make predictions over the content by reading through it
quickly. As shown in the preceding table all the informants could perform the skimming

strategy and thus gave the convenient answer about the main idea.

Similar to skimming, scanning was processed through question three, four and five,
during which the informants were required to read the text quickly but for different
purposes, 1.e. to look for specific information. As illustrated in the above table, five
learners out of the total number could be able to find the answers required for these
scanning questions in very short time, whereas five other students could not respond

correctly especially question four since the term strategy is still new and unfamiliar.
Inferring strategy was examined through question six and seven during which the

learners were required to read carefully to be able to adequately infer what was implied

in this passage. The analysis has shown that only three students could be able to perform
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this strategy in a convenient manner. Conversely, seven students, through their written

answers have really displayed a difficulty in providing the correct answers to the present

inference questions.

As for contextual guessing strategy, the informants complained a lot about the
number of unknown words during the administration of the test. This is of course the
main skill they need a considerable training on. This strategy was processed through the
last two remaining questions where only four students were able to guess the meaning of
the selected words from their context (30 %) while the remaining were unlikely to
understand their contextual meaning from the given passage. All in all, the number of the
subjects who could respond correctly to the provided tasks representing 30 % of the total
number, which may be taken to mean that these learners can be characterized as

proficient readers.

3.3.1.3. Pre-Training Think-Aloud Protocol Results

In order to answer the third research question, both quantitative and qualitative data
analyses were deployed. First of all, results generated by the implementation of think-
aloud were carried out immediately after completing the pre-training proficiency test.
This introspective technique holds twin benefits. First, it was intended to help the
researcher to comprehensively measure the learners’ comprehension monitoring
capabilities, and secondly it was designed as a tool to obtain more convincing answers
about whether the strategies they reported using in the questionnaire were deployed or

not in the think-aloud.

During the procedure, the learners have elicited summaries answers of the
comprehension questions both of the pre-test and post-test and evaluation of text
comprehensibility (See Appendix G and H). Therefore, each learner while being
interviewed was given enough time to think and report exactly what he /she was thinking
about while reading. It is probably due to this factor which led to the absence of

vocalizing inner speech, i.e. hum, ok, ah ... etc. Yet, the analysis of these protocols
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clearly revealed that the learners suffered and are still suffering from some striking
linguistic deficiencies since the researcher has transcribed each word uttered and

produced by the learner while listening to their recorded speech from the tape.

Another factor which indeed merits special consideration concerns the fact that
through the analysis of the learners’ protocol, it was clearly observed and well
understood by the researcher that learners could be categorized into strategic and non-
strategic readers as the answers have revealed that some learners already possess some
strategies that are employed for problem-solving tasks, while the others do not. Being in
a homogeneous mixed ability classes, these protocol analyses clearly prove that the
researcher has chosen the learners by a random selection for contributing in the present

research work.

Yet, before discussing and analysing the data obtained from the learners’ verbalized
protocol, the researcher as a starting point provided two pre-planned questions during
which the learners were required to answer. The first question “What kind of strategies
do they use before reading a text?” was analysed. Thus, it was clearly observed from
their verbalized answers that the majority of the learners could not offer any answer to
this question. To prove it, it is worth considering the following answers provided by the
learners themselves during which they relied heavily on mixing code approach (using
Arabic, French, English and even dialectal Arabic) from time to time so that to

purposefully make the invisible processes of reading visible.

€93l ala QS G gdd aglad g paragraphe (e Jlad G gdd Dy (liagda paild fof — (ilS -
plan £ QS L g gl gall o (38 3 L pla L

- What,.. ahh, what to do . I couldn’t understand, maybe I am going to check how
many paragraphs it contains, then I’ll try to check the type of the provided passage, yet
since [ still have not the text, so no plan is utilized (See Appendix G student O).

(The present question therefore was misunderstood for they have been told to elicit

the steps undertaken before distributing the text).
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- Aucune idée about the text——» no idea about the text so no

particular plan is used (student B).

- Je réfléchis, imagine about the type of the text, then ... hum. no plan, Vs L
— > I try to think about the text, type. Above all, no plan is used (Student E).

These answers may be taken to mean that the non-strategic readers tend to read
without setting a purpose, thus no self-planning strategy was utilized. On the reverse,

three out of ten students responded as follows:

- Ah... bon, ... imagine about the type
I try to get the meaning from the title and think e 3 puly (Student F,
appendix G) .Or,

5% L dsn A A g olil) da b Yy pski Aaye gl hsdiae galll B51 8 0B -
Ll g Alad) (8 j0a O (gaie (A LSEY) Glad Jglad dasan g f gada gall

I see the key words of the title. (See Appendix G, Student G) .

- Before reading a text, the first step I should normally go through is to read the
title, I try to simultaneously activate my content schemata about the topic the text
discusses; in addition, I will circle or underline the key words of the title.

These learners may be classified among the strategic readers since they could notice
the crucial importance of self-planning strategy as a primordial metacognitive process
that each learner should go though prior to reading activity for enhancing better reading

performance.

As for the frequency of strategies mentioned under the question “What do you
normally do when you don’t understand a part of reading text?” Almost able reported
using some comprehension monitoring strategies like rereading, willing the key works,
and guessing their contextual meaning by reading the section around them to figure out

their meaning which was evidenced several times. Yet, only one student assumed that
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using either social strategies or support strategies may be the most convenient solution
for solving the problem under consideration. Thus, they responded as follows:

- Itry to understand the whole text.

- T underline the key words.

- I'read the text several times or
o Aalsl) gl 5 <Al agds Jglas Alad) ola o dama AalS 033 g 8 e 5 casa pall) ki Latie -
e g ey
8 gkaall Jaadl 131 f S el gl gl fany Jglad ol,,, 4B 48 e p2e g galll Bpl 8 2e -
Jaried Ay AT g 5l f o) B Ll fort 4yed o #BuaY) e aal g dead Y g (lgd
dictionnaire

- Le. while reading, I come across an unfamiliar word, in this way I try to read the
section around it to figure out its meaning. If I still unclear, I ask the help from
one of my peers, or my teacher and as a last solution, I check its meaning in the
dictionary. (Student G).

As for the analysis of the answers obtained from the five cognitive strategies
(predicting, skimming, scanning, inferring and contextual guessing), the rationale of
examining these answers during think-aloud procedure consists in providing insights on
the metacognitive strategy used by the selected participants during their actual reading
process. Because of the fact that the strategy changes for different purposes, frequencies
and percentages are determined for each strategy type used by the participants which are

presented in the following table:

Strategy unveiled Strategy classification R.F A.F
Activating  background | Metacognitive strategy 09 90 %
knowledge
Translation. Cognitive strategy 01 10 %
Re-reading. Cognitive strategy 01 10 %
Eredictug Self-management. Metacognitive strategy 02 20%
Underlying key words of | Cognitive strategy 01 10 %
the title.
Advance organism. Metacognitive strategy 01 10 %

Table 3.12. Types and frequency of strategies employed in think-aloud
(pre-training phase).
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From the above table, it might be obvious and well observed that on the whole, the
respondents made use of more types of cognitive strategies than metacognitive ones,
while performing predicting strategy. The examples of cognitive and metacognitive
strategies the learners reported using them prior to the strategy training instruction can be

well explained through the following answers:

MaeaS Glle L, of 63sa (e Jlad ALl cip S Baly3y &) g ) e pacdpe
i Qs oline g "l e Aolu i i o . ol ¢ Titanic Wb Isita 0 Laall
(Student A)

L5l pa s 5 L ally oLl 058 sl o i

Concerning skimming strategy, the learners made use of set of strategies that can be

categorized into cognitive and metacognitive strategies which are exposed in the table

below:
Strategy employed Strategy classification R.F A.F
Finding key words. Cognitive strategy 06 60 %
Re-reading. Cognitive strategy 03 30 %
Using background | Metacognitive strategy 03 30 %
Skimming knowledge
Directed attention. Metacognitive strategy 02 20 %
Self-management. Metacognitive strategy 03 30 %
Ignoring  unnecessary | Metacognitive strategy 02 20%
details.
Reading with a purpose. | Metacognitive strategy 01 10 %
Linking sounds with | Cognitive strategy 01 10 %
imagery.
Selective attention. Metacognitive strategy 01 10 %

Table 3.13. Type and frequency of strategies employed in skimming strategy.

As shown in the above table, when the frequency with which these students used

such strategies was analysed, it was seen that the most frequently employed strategy
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when performing skimming was “identifying the key words’ (cognitive strategy) which
was employed by seven students, whereas the use of metacognitive reading strategies
which was clearly employed once the learners were interviewed during the think-aloud
was ‘integrating one’s background knowledge’ which was employed by three students as
far as the second question of the pre-test was concerned. To prove it, one may consider

the following answers as exactly recorded on the tape:

Raie I ¥ o cudid daliial dasl) & e puisque 5 ¢ text deux fois <y @ -
oalll 8 olaa ABNe
- Le. I have read the text twice, and since the word ‘Titanic’ represents the key
word, I went straightforward to highlight the main ideas that are related to
“Titanic’. (Student A)

A e plo de ) 5., 550 0n dad S f -

- I'have read the text several times ... and I still remember the events of this story.

Concerning scanning, the respondents rely on a set of cognitive and metacognitive

strategies which are clearly identified and thoroughly explained in the following table:

Strategy employed Strategy classification R.F A.F

Rereading. Cognitive strategy. 06 60 %

Selective attention. Metacognitive strategy. 07 70 %

Scanning | Linking sound with Cognitive strategy. 01 10 %
imagery.

Highlighting main ideas. | Metacognitive strategy. 02 20 %

Finding key words. Cognitive strategy. 03 30%

Table 3.14. Type and frequency of strategies employed in scanning activity.

Therefore, to prove the idea that the already elicited strategies explained above
were put into practice during think-aloud, it might be worthwhile to consider their

answers which were of course provided using mixing code approach.
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el Y g ailhg Chaal alae) b A S e surtout s les details e <3S, -

-1 focus on the main ideas (especially those imprising numbers, events and characters).
(Student B).

As regard the use of cognitive and metacognitive reading strategies when
performing inferring activity, which were unveiled during think-aloud by the
participants, it is clearly felt by the researcher that most of them neither reply the
question of the pre-test that required the utilization of this strategy nor unveil any
particular strategy to help them solve such problem, claiming that the lack of vocabulary
was more influential than the effect of background knowledge. Through the story of
“Titanic’ was well known by almost the majority of people, it was hard for some to
understand the entire content of the text because of several unfamiliar words. In addition,
it was even difficult and complex for them to infer the meaning implicitly stated in the

text. The results are to be shown in the table:

Strategy employed Strategy classification R.F A.F
Self-management. Metacognitive strategy. 02 20 %

Inferring | Circling the key words. | Cognitive strategy. 01 10 %
Rereading. Cognitive strategy. 01 10 %

Table 3.15. Type and frequency of strategies employed in inferring activity.

As obviously shown in the present table, only two students out of ten respondents
tended to use self-management metacognitive strategy. However, the least frequent of all
the cognitive strategies observed in the TAPI circling the key words and re-reading
strategies, which were employed more than one time. Thus, one may consider what was
exactly uttered by the learners themselves while performing ‘inferring’ strategy during
the think-aloud procedure.

captaine J 42 30 ©iS Palarme <3 normalement (b pgd dasy Aglll (e -
repetition &y 04k her / she s cilli y3 g -
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- It was clearly understood that the alarm had been given to the captain (1%
question).
- In addition, the writer preferred to use ‘she’ and ‘her’ just in the case to avoid

repetition. (2™ question Student B)

Concerning the last activity, which concerns the performance of guessing strategy,
some of learners still encounter some difficulties, while the others utilize some cognitive

and metacognitive strategies as shown in the following table:

Strategy employed Strategy classification R.F A.F

Self-management. Metacognitive strategy. 02 20 %
Using words around | Cognitive strategy. 01 10 %
Contextual | them.
Integrating one’s Metacognitive strategy. 02 20 %
Guessing background knowledge.
Translation / knowledge | Cognitive strategy. 01 10 %
transfer
Rereading. Cognitive strategy. 01 10 %

Table 3.16. Type and frequency of strategies employed in guessing activity.

As shown in the above table, concerning the use of metacognitive strategies with
the ten students in think-aloud, the most frequent strategies were trying to integrate one’s
background knowledge (employed twice), and self-management strategy (also employed
two times). However, the least frequent strategies, which were both employed only one
time. On the other hand, the remaining students could neither provide answers during the

pre-test nor unveil any particular strategy as noted as follows:

.contexte (3 rall agdi 3k (Il Oy B Cagle g hum .. SlalSl J& Wb section <ud -

- I have read the section around these words to figure out their meaning and guess also
their contextual meaning. (Student A).
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oS ¢ el aall L ciagh donce «(colossal ) A il AaS)) Ha oyl ok Je savais -

coadiY g sink Wlira flooded (b @SS g disall 3a Ula b ycge @i 4l Prof -

- I have already known that the word ‘colossal’ has a Latin origin, (in French
colossal), so I could understand its meaning,

- Our teacher, of the secondary school, acquainted us with this story, and 1 could

remember the meaning of floated. (Student C).

Above all, one may claim while analysing the data obtained from the learners’
verbalized protocol that they do possess some cognitive strategies since they reported
using them during the implementation of think-aloud, however, it was clearly felt that
they almost have absolutely no metacognitive strategies as was better proved in the

preceding tables.
3.3.2. The Instruction Phase Results

Once learners' reading level was checked in the pre-instruction phase, the conclusive
step has attempted purposefully in raising learners' awareness of reading strategies with
their important types of knowledge. Although this type of strategy instruction may not
provide many opportunities for practice, it is indeed very important stage which should
be accommodated in whichever type of training is chosen to be executed. In this
particular study, the selected informants were subjected to a metacognitive awareness-
raising training which took place in the second term of the academic year 2007 — 2008
and lasted for four sessions. It was designed so as to fulfil some aims as explicated by
Flartz et al.

Metacognitive awareness-raising is defined as the
process heightening learners' general awareness
of some strategies ... which includes interaction
with the material, involvement of the students,
use of higher order thinking skills and
accommodation of students' social and affective
needs.

Flartz et al quoted in ( Deniz 2003: 321)
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During this session, the trainer, as previously explained in the preceding chapter;
made the learners aware of the value of the strategy and further explained which

situations that required their utilization and how to evaluate the success of each strategy.

As for the strategy training sessions (4 sessions), four different texts were used in
each session (see appendix D). The researcher started with brainstorming activity whose
rationale consisted in activating learners' content schemata which is of course crucial
important that helps them read considerably, and raise their metacognitive awareness of

how to transfer or employ it with other language learning tasks.

During this activity, the informants were expected to elicit the main important
words / ideas related to each topic at hand. This activity was immediately followed by
another reading task, where the learners were required to deal with skimming and
scanning, i.e. how to run respectively their eyes over the passage when asked to locate
particular ideas or get the gist of it. They were also required to answer some inference
questions and make contextual guessing of some underlined words which were provided

by the trainer and therefore evaluate their guessing (metacognitive strategy).

All in all, the set of cognitive and metacognitive strategies that were targeted during
the four sessions were as follows respectively: making guesses, reading the text, and,
identifying the main ideas, referencing, brainstorming and finally reflecting on how well
they completed their reading comprehension activities. As for the results obtained from
this phase, the trainer could saliently make a difference through classroom observation,
and learners' contribution within classroom reading activities the difference between
those learners who are said to be proficient readers, and the less proficient ones. The
former have shown their ability in understanding the provided tasks assigned to them
while the latter seemed unable to use strategies already defined explicitly, and explained

directly. Hence, they did not contribute at all to reading comprehension courses.
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3.3.3. The Post-Instruction Phase Results

So as to see whether the metacognitive reading strategy instruction at awareness
raising level had a significant effect on learners’ reading proficiency, the present phase
consisted in assessing learners’ progress in terms of the use and application of cognitive
and metacognitive reading strategies respectively through a post-test and think aloud
protocol conducted on the same respondents constituting the population sampling of the

present research work.

3.3.3.1. Post Instruction Test Results

As noted earlier, the present phase of achievement of diagnostic test which was
administered immediately after receiving instruction in the cognitive and metacognitive
reading strategies that lasted four weeks. The plain purpose of this test consisted in
assessing the learners’ actual acquisition of reading strategies as well as their appropriate

application for each. (See Appendix G).

At first, before distributing the text to the learners, they were required to read the
title whereby to predict the main idea the text discusses. As noticed from their written
answer, almost the total number of the respondents could perform the predicting strategy
successfully, (90 %) in spite of the two unfamiliar words the title contains, they could
understand the text talks about marriage (See Appendix D). In an attempt to compare
between results obtained prior the instruction phase and after training sessions, one may

consider the following table:

Before strategy instruction | After strategy instruction

Successful Unsuccessful | Successful Unsuccessful
Predicting 70 % 30% 90 % 10 %

Table 3.17. Frequency of learners’ performance of predicting strategy before
and after strategy training instruction.
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Concerning the second task related to ‘skimming’ strategy, the analysis of learners’
answer have been shown that only seven students performed successfully on this task, i.e.
(70 %), on the other hand, three subjects failed to apply the strategy adequately on the
task. In spite of complexity of some words that are totally related to the text content, the
successful readers were encouraged to read and confront those repealed / obstacles.
However, the three remaining students regarded those unfamiliar words as barriers that

prevent them to continue reading in a systematic way.

Before strategy instruction | After strategy instruction

Successful Unsuccessful | Successful Unsuccessful

Skimming 100 % 00% 70 % 30 %

Table 3.18. Learners’ performance of skimming strategy before and after
Strategy instruction.

In relation to scanning strategy, three respondents could not perform this strategy
successfully, while seven students who could it succeed in locating specific information
that was needed. The results obtained during this activity suggest that learners made

slightly progress after strategy instruction comparing with the results obtained in

proficiency test.
Before strategy instruction | After strategy instruction
Successful | Unsuccessful | Successful | Unsuccessful
Scanning 50 % 50% 70 % 30 %

Table 3.19. Learners’ scores in scanning before and after strategy instruction.

Concerning inferring, four informants out of ten could make appropriate inferences
of the given task, i.e. 40 %, six learners on the other hand still find difficulties in making
correct inferences. Similarly to scanning, the strategy of inferring has marked a little
progress among the learners when comparing it with the results obtained prior to the

instruction phase.
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Before strategy instruction | After strategy instruction

Successful Unsuccessful | Successful Unsuccessful

Inferring 30 % 70% 40 % 60 %

Table 3.20. Learners’ scores in inferring before and after Strategy instruction.

As regards contextual guessing strategy, which was examined through question five,
the analysis has shown that out of the total number of respondents, only five students
could be able to guess the meaning of five selected words from their contexts (50 %)
while the five remaining ones were unlikely to understand their meaning from the given
passage. As compared to reading proficiency-test, insignificant progress is noticed as it is

illustrated in the following table:

Before strategy instruction | After strategy instruction

Successful Unsuccessful | Successful Unsuccessful

Scanning 40 % 60 % 50 % 50%

Table 3.21. Learners’ scores in guessing before and after strategy training instruction

3.3.3.2. The Post-Training Think-Aloud Protocol Results

So as to see whether the metacognitive reading strategy instruction at awareness-
raising level had a significant effect on the reading proficiency, a second think-aloud was
conducted on the sample respondents constituting the population sampling of the present
research work, which was implemented immediately after completing the post-training
test. The plain purpose of this think-aloud consisted in discussing and comparing the
types and frequency of the strategies employed before and after receiving the strategy
instruction which lasted for four weeks. Yet, before discussing this difference, it might be
worthwhile to consider the learners’ answers to the pre-planned questions which were

exactly uttered as it is recorded on the tape.
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Relating to the analysis of the question “What kind of strategies do the learners
employ before reading a text?” The answers prior to the strategy training were as
follows:

(Student C )plan QailS La « i L (i3IS L cJe texte Ghudic Laplala -
- Since I still haven’t the text at hand so no plan is utilized.
- I'will try to imagine what I can find in the text, J> i 334 Gl L cga Ja Ny
(Student D)
plan (4dlS La g guagall o i pilaplala ., (llegdla,,, aildi | GlUS | ol

- Since I still haven’t the text, I cannot predict. The topic discussed in the passage.

Yet, once receiving the strategy training instructions, the answers obtained to the

present question can be illustrated as follows:

Qwdad jadl M dﬂ&g@@%ﬁ“\ lalsl) GMJ‘U“.'“&UIC titre‘aw‘ﬁ\ui =
.94 34 1o At 0 n IS .50 ) il gy el L (i g5l

- First of all, I will try to understand the title and elicit the key words so as to see
whether I can predict the entire content before reading the text. In addition, I will try

to activate my content schemata to help me understand much better.

Thus, it might be understood from the answers obtained from this question that the
respondents could recognize the crucial role of self-planning strategy as a pre-reading

technique which was not somehow recognized prior to the strategy instruction.

Whereas the analysis of the question “What do you normally do when you don’t
understood a part of reading a text?” has clearly shown that there was no striking or
clearest difference in terms of the importance of rereading, and writing the key words

strategies even prior to the importance of strategy instruction.
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As far as the strategies unveiled by the students once performing the five cognitive
reading strategies, one may notice the fact that the integrated and direct instruction of
metacognitive reading strategies at awareness-raising level in EFL setting affected to
some extent positively the reading proficiency of the participants. The results can be

presented as follows:

Strategies employed TAP, TAP,
Frequency | Frequency
- Integrating one’s background 10 07
knowledge.

- Making inferences. 00 01
- Identifying key words. 01 04
Predicting. | - Advance organizers. 01 00
- Planning ahead. 00 02
- Translation. 01 00
- Self-management. 01 04
- Re-reading. 00 01
- Finding key words. 04 05
- Summarizing. 00 01
- Self management. 03 06
- Skipping unnecessary details. 02 02
- Re-reading. 02 02
- Integrating one’s background 03 02
Skimming. - E?S:ZizgiZention. 01 00
- Reading with a purpose. 01 00
- Skimming as needed. 01 00
- Selective attention. 00 02
- Translation. 01 00
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- Scanning. 01 00

- Re-reading. 00 01

- Selective attention. 06 03

Scanning. | - Highlighting important ideas. 08 06
- Linking sounds with visual 01 01

imagery.

- Identifying key words. 00 01

- Ignoring unnecessary details. 01 00

- Self-management. 01 01

- Re-reading. 01 02

- Summarizing. 00 03

- Self-management. 03 02

Inferring. - Circling key words. 01 00
- Self-questioning. 00 01

- Selective attention 01 03

- Note-taking. 00 01

- Self-management. 01 03

Guessing | - Self-monitoring. 01 01
from the | - Re-reading. 01 00
context. - Translation. 00 00
- Knowledge transfer. 00 01

- Activating content schemata. 00 01

Table 3.22. The type and frequency cognitive and metacognitive reading strategies in
TAPI and TAP2.

In an attempt to consider the results obtained from think-aloud in the pre-training
and post-training phases, one may notice that the most frequency used metacognitive
strategy was integrating one’s background knowledge; which was employed ten times
during the first and seven times during the think-aloud protocols; while the least frequent
metacognitive self-management, directed attention, and self-monitoring strategies which

were all evidenced not more than three times as far as the strategies unveiled while
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performing the five reading strategies of predicting, skimming, scanning, inferring and

guessing.

Apart from the most frequent and least frequent metacognitive strategies explained
previously, it was obviously noticed during the learners’ protocols that they did rely on a
set of cognitive strategies (as already shown in the table above) among which the most
frequent strategy was re-read (employed six times), and circling and identifying key
words (employed four times). However, the least frequent of all the cognitive strategies
observed in think-aloud TAPland TAP2 were skimming and scanning as needed
(employed solely in the think-aloud two times), summarizing, and linking sounds with
imagery (employed one time), knowledge transfer, translation and note-taking strategies

as well.

To sum up, it might be worthwhile to note down the following points:
- First of all, the qualitative and quantitative analysis obtained from think-aloud data
has proved the fact that some participants, if not all, have already possessed some
strategies which can be categorized into cognitive and metacognitive strategies, which

socio-affective ones could not be unveiled during their verbal protocol.

- Secondly, some strategies; which are clearly identified and objectively explained
from the inventory compiled from the works of Barker et al ( 1984 ), Wilson(1981),
Hosenfeld (1977,1979) (see appendix F), as well as the inventory which comprises a
set of learning strategies categorized into metacognitive, cognitive and socio-affective
strategies, which are themselves made up of some sub-categories (see Appendix Q);
have not been employed by the learners when being interviewed individually during

think-aloud procedure.

- Finally, the results which were discussed and interpreted in a step-by-step process
during this assessment verify the validity of the fourth hypothesis which states that the
explicit / integrated strategy instruction can have to some extent positive effect on

learners’ reading proficiency in EFL setting though results obtained in the present study
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have not shown statistically significant and remarkable difference in terms of the types
and frequency of strategies employed which is probably due to the fact that the learners
may have already learnt or possessed effective strategies before coming to the

university.
3.4.Conclusion

This analytical chapter was intended to discuss the results and offer interpretations
for the various findings. It was made up of two interrelated parts. As for the first part, it
has described the phases that were undertaken for collecting data obtained from three
data gathering tools namely questionnaires, pre-test and post-test as well as think-aloud
which was conducted; on the same respondents constituting the population sampling;
prior to the strategy training and after strategy training instruction was completed. The
rationale of conducting think-aloud for twice consisted in checking whether the learners
are already acquired with crucial role of utilizing reading strategies for problem-solving
situations and therefore employ them whenever necessary while the second think-aloud
was intended to assess learners’ metacognitive strategies use after being explicitly taught

for a four- week period.

As regards the second part of this investigative chapter, the researcher has analysed
the results obtained from questionnaires, tests and think-aloud and interpreted the data
afterwards relying on two specific approaches namely quantitative and qualitative data

analysis techniques.
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On the basis of the results obtained in the preceding analytical chapter, the
researcher attempts to offer directions to the Department of English after checking and
confirming the validity of the third hypothesis, which states that learners comprehension
deficiencies are in one part due to their lack of metacognitive knowledge or awareness of
where and how to utilize adequately particular strategies to fix their comprehension
problems, as well as to when to transfer them in other learning situations that condition

their application.

As aforementioned, the present chapter attempts to suggest some alternative and
hopefully useful proposals that need to be taken into consideration by both sides, i.e. the
teachers in charge of the Reading Comprehension module and the learners as well
whereby to tackle the issue faced in the skill under consideration. In addition, some
practical suggestions and pedagogical implications are proposed and presented
throughout this chapter, which are intended to be thoroughly discussed, and sequentially

presented in considerable details in the next section.

4.2. Promoting Reading Comprehension

Numerous factors that contribute to developing the ability to decode and
comprehend the text at hand have been identified. They include creating motivational
atmosphere as a starting point or stage that should not be neglected because of its crucial
importance in nurturing an intrinsic motivation towards learning in general and reading
comprehension in particular. The second factor which somehow holds an equal
importance concerns providing interesting texts based on learners’ needs, preferences and
expectations. During this section, the researcher endeavours to elucidate some criteria
that need to be carefully considered since it is widely held view that learners’ weaknesses
as far as this skill is concerned can be to some extent due to the inadequate selection of

reading materials without taking into account the needs and interest of the learners,
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paying due attention on determining the major criteria that should be taken as a basis for

developing and enhancing learners’ reading proficiency.

4.2.1. Creating Motivational Atmosphere for Reading Instructions

Currently, tremendous wave of interest has been reflected on exploring the
numerous influential factors that help the learners develop their overall comprehension
strategies and better their performance in the area of reading. Not surprisingly, sustaining
a motivational classroom-learning atmosphere tends to be indeed one among those
crucial factors that may act as a key departure towards an effective teaching / learning
process. For this, common sense suggests that motivation must be necessarily an integral
accompaniement whenever learning takes place, more importantly when it concerns
language learning / teaching strategies, be it native language or second / foreign
language. The importance accorded to this potential affective component can be well
illustrated in the following lines: ‘Of particular importance is the inclusion of
motivational training with learning strategy in order to develop will as well as skill
for learning’. (O’Malley et al 1990: 185)

This implies that strategy training instruction can in no way be effective only if
motivation is to be present among the majority of learners, which will later help them
raise their awareness about reading process, and become more willing to acquire other
fruitful strategies, and therefore be convinced of their values. Thus, ‘motivation can be
considered as a component of metacognition in so far as it plays a self-regulation

role in learning’. (ibid)

Similarly, Paris (1988) equally stresses the vital role that this affective factor plays
in learners’ overall learning strategy instruction asserting that:

Informed training in the use of strategies is not
sufficient but that of motivational training
component needs to be added to Ilearning
instructional program.
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Although, the teacher may not be able to choose his / her actual classroom, he can
do a lot about his physical appearance and emotional atmosphere of his lesson. Dare say,
an effective comprehension instruction can support the development of motivated readers
only if some factors are to be considered, i.e. rewarding improvement and emphasizing
efforts. (Cambrell 2001: 08). In regards to the former, a consensus seems to be building
among numerous educationists (Nolen 1988, Pressley 2000) that classroom competition
tends to affect negatively on learners’ contribution within classroom reading activities,
and impede their thinking skills and self-reliance, especially with those who are not
generally the winners in competitive reading assignments. So, in an attempt to foster the
learners’ intrinsic desire to read, the teacher can structure comprehension instruction

around recognizing and rewarding improvement of learners’ reading performance.

Yet, if reading centres on the goal of getting better, the learner is then likely to
understand at deep level what he is reading, whereas if he attributes success to his ability,
then his motivation may be undermined. Conversely, if the learner believes that ability
explains achievement, he is likely to invest an effortful energy to solve a problem or

complete a specific task of reading to make comprehension accessible to him.

In view of this, it is undeniably obligatory for the teacher to reward his learners’
efforts, and tolerate at the same time their repeated mistakes whenever comprehension
breaks down. This may later help him adopt a positive attitude towards his overall
learning process, and will therefore be willing to read with enthusiasm and greater

concentration over length of time.
4.2.2. Providing Interesting Texts for Comprehension Instruction

In an attempt to raise learners’ metacognitive awareness about the reading process,
and help them develop their strategies repertoire in the area of reading comprehension, it
would seem essential to consider some other primordial factors that have to be taken into
consideration by EFL teachers in charge of the Reading Comprehension module. One of

these factors consists primarily in providing suitable texts that cater for learners’ needs
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and more importantly nurture an intrinsic motivation to read with enthusiasm and full

concentration relying on particular introspective / retrospective data gathering techniques
(questionnaires, interviews or by the learners’ reaction towards various activities or

topics they are engaged with).

Yet, the chosen texts should be substantially more diverse because the individual
students have individual interests so, it is unlikely that all members of a class will be
interesting in the same things. (Harmer 2000: 206). As such, the teacher is supposed to
select numerous topics to meet the needs of the majority of his learners, their preferences
and their existing level of proficiency. These texts are to be varied in terms of the

content, genre and readability level.

Indeed, selecting interesting texts for reading comprehension instruction can be said
to have paramount importance according to numerous researchers. Morrow (1992) one
among them aptly put it as follows: ‘Students who read interesting texts in a
physically appealing classroom increased their frequency and time spent reading in

free-time activities’. (Web-retrieved document)

For further elaboration and explanation, one can unmistakably state that the
selection of suitable texts tends to be beneficial for the learners since it allows them
spend more time reading personally these texts, and will be more willing to devote effort,

attention and persistence to learn from the content he finds intriguing and enjoyable.

All in all, the teacher is supposed to expose his learners to a variety of interesting
text types, i.e. narrative, expository, informative (explanatory), argumentative, whose
content should be struggling as readers capacities grow, containing some highlighted key
vocabulary, headings, and other supporting details that complement the text to facilitate

comprehension, and help them predict what will be read (predictive tasks).

To sum up what has been stated during this section, it might be worthwhile to

consider the criteria that have been identified by Nuttal (1996) and which need to be
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taken into account by the teachers in charge of the Reading Comprehension module, i.e.

suitability of the context, readability and exploitability, which can be discussed and

thoroughly explained throughout the subsequent section.

4.2.2.1. Criteria Needed for Text Selection

Obviously, the present section as its name implies seems to complement what has
been previously tackled Just earlier. It strives to consider three basic criteria that need to
be taken into account as a crucial basis whenever attempting to select any kind of reading
material. These criteria have been introduced by Nuttal (1996) which concern suitability,
readability and exploitability, i.e. the selection must be necessarily involve these criteria

and none of them can operate effectively and independently of the two remaining ones.

Concerning the suitability of the context, since it is impossible to choose a specific
text genre that pleases all the members of the class, the teacher should therefore include a
variety of reading texts from many sources whereby to heighten the learners’ interest and
foster an intrinsic desire to read over a length of time. Otherwise, in ‘the absence of

interesting text, very little is possible’ (William 1986: 47)

On the other hand, Carrell, seems to support this idea explains that: ‘reading teachers
should use materials the students are interested in including materials of self-
selected by the student’. (Carrell 1984: 339)

Hence, such criterion should be taken as a basis before selecting any material to be
read since it is often agreed that ‘interest’ seems to function as a primordial and crucial

factor for it is related to motivation.

Furthermore, in terms of readability of foreign language texts, the teacher should
avoid choosing texts that are either too easy or far too difficult for learners’ level. Yet, he
can instead of that provide them with texts that are accessible in terms of their structural,

and lexical features of the language that expresses them, and challenging their
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intelligence at the same time to make the reading tasks ‘difficult but achievable’.
(Scrivener1994: 149).

With respect to exploitability, the text content has to be developmentally, and
linguistically, appropriate for improving the learners’ comprehension strategies, and
overcoming the vast amount of their reading deficiencies, because at the end, the basic
aim that the teacher attempts to fulfil from such reading tasks is to make the learners
deeply engaged in the meaning-making process of the selected text and therefore arrive

successfully at thorough understanding of it.

One way reading teachers can determine the exploitability of a passage is to provide
some exercises and activities in the reading lesson. If for example, one of the objectives
is to have students discover the author’s point of view; the teacher in such a case could
perform that activity to see if the passage could be exploited by the learners, can allow

them to discover the author’s point of view.

4.3.2. Pedagogical Implications for Vocabulary Development (Bottom-up

Processing)

The focus of reading instruction has been evolved from text-driven processing
(bottom-up) to reader-driven processing (top-down). Admittedly, it is generally agreed
on the fact that heavy reliance on just one level of processes cannot guarantee successful
outcome since it is believed that for a more effective learning reading comprehension to
take place, one should necessarily depend on the simultaneous interaction of both

processes for they tend to complement each other.

Thus, as the messages are carried out from the author to the reader through the
words presented in the print text, lack of sufficient vocabulary knowledge may be seen as
one of the most strikingly frequent sources of teachers’ comprehension difficulties in FL
reading comprehension. Thus, assumption has been empirically proved by the researcher

throughout the preceding chapter once the learners were externalizing their thought
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processes while thinking-aloud, during which the majority cited vocabulary weakness as
a major source of their comprehension weaknesses. Therefore, in the present section, one
may ask this provocative question: How can we enhance learners’ reading ability?
Probably, as suggested by Nation (1990), teaching explicitly basic vocabulary can be

done through the following techniques which are presented as follows:

4.2.3.1. Rote Repetition

By rote repetition, the learners can enhance their reading ability and promote their
comprehension through a contextual repetition of words and their meaning until they feel
that words are learned and stored in memory. By so doing, learners can become fluent
readers and more importantly when they accustom themselves to utilize such an effective
strategy not only in the classroom learning setting but also outside the context of schools.
According to Nation (1990), using flashcards and wordlists tend to be very a primordial
and useful technique which helps the learners in instituting their vocabulary background

and more importantly promoting their general autonomy towards learning.

4.2.3.2. Using Context to Guess Vocabulary Words

In this technique, the learners should be explicitly taught how to guess the meaning
of the unfamiliar words from their context through highlighting the clues. Through this
activity, the learners could become more sensitive towards vocabulary learning and
coherence of the text as well. Yet, one may claim that once performing this activity of
contextual guessing, learners may sometimes become anxious especially when failing to
discover the accurate meaning of some words from their real context. Therefore, so as to
reduce learners’ anxiety about weak vocabulary, and help them facilitate their reading
comprehension, the teacher should present the unclear words that appear frequently in a
given passage before getting the learners to read it. In this domain, Aebersold and Field
(1997) suggest presenting “topic specific’ or ‘context specific’ vocabulary in pre-reading
activities ‘to help the students gain a general meaning of those words’. (1997: 139)

Nevertheless, introducing a word does not automatically lead the students to understand
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and use the word because numerous types of knowledge about a word are involved in
word acquisition. In this context, Nation (1990) identifies them as follows:

- Form (the word in print and its grammatical form).

- Position (the grammatical patterns and structures in which the word is used).
- Function (the types of situations in which the word would likely appear).

- Meaning (the various meanings and nuances of the word).

(Nation 1990: 29)

In this sense, previewing the topic specific seems to be insufficient for the students to
acquire the words. However, it may raise their consciousness so that they can
constantly monitor their understanding when they encounter words that were

previously introduced in the text. (Nation 2005: 104)

4.2.3.3. Analysing Word Structure: Morphological Analysis

The present technique is not without benefit. It strives to encourage the learners to
study roots and inflections (prefixes / suffixes), and transfer this strategy once being
engaged in other similar activities where other vocabulary words are presented during
which they can find the meaning of ambiguous concepts of words by breaking it into

small elements, and interpreting them afterwards.

4.2.4. Understanding Text Organization and Discourse Cues

The present section seems to complement what has been tackled and suggested in
the previous section, since it strives to enhance learners’ reading proficiency and promote
their comprehension through considering the primordial role of using text-driven bottom-
up strategies. In effect, several reading researchers could recognize the essential role of
understanding the text organization and have therefore demonstrated through their

oriented studies some effective ways for discourse uses and text cues and text

127



Chapter Four: Implications For F.L Reading Instruction

organization in academic context. Here are some activities adopted by Utah (2005)

which would be useful in high school context as shown below:

- Identifying the sentences that convey the main ideas of the text.

- Underlining transition phrases.

- Explaining what a set of pronouns refers to in prior text.

- Recognizing a scrambled paragraph and discussing textual clues used for
decisions.

- Matching the tittles or heading with a set of paragraph in the text.

(Utah 2005: 07)

In university setting, so as to help the learners perform such primordial activity in
most convenient way, the teachers need to provide activities which make students
consciously aware of the basic level of textbook organization and discourse cues like
coherence makers and cohesive devices. As shown below, one sample activity adopted
by Utah which seeks to achieve this,

The World Health Organization says that almost million people die each

year from the effect of smoking tobacco.

Most of these people die of lung cancer, heart disease (1) other cancer.

“Tobacco use is the main cause of these diseases”, doctors say.

International health specialists believe health problems linked to smoking
will get worse in the years to come. A WHO study shows smoking decreased by
one percent in industrialized countries (2). It increased by about two percent in

the rest of the world.

1- Give the meaning of the underlined words.
2- Choose and insert the following words into (1) and (2): therefore, however and

then.
IBID.
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According to Hyeran (1997)

Knowledge of text organization seems to allow
students to see a bigger picture rather than remain
focused at the lower levels of a text such as word or
sentence level ... helping L, students identify
different discourse structures seemed to be
effective in improving reading comprehension
retention and recall.
(Hyeran 1997: 107)

Furthermore, Bernatt (1989) suggests that in order to have the students become
more familiar with FL text structures and develop their ability to follow text structure,
teachers in charge of the Reading Comprehension module

Should show a summary of text structure types to
students so that they become familiar with a text
oriented by a recognizable structure to discover the
structure type and analyse the author’s intention in

using particular structure.
(Quoted in Hyeran 1999: 108)

Above all, stressing on the primordial role of rhetorical organization should not be
neglected for it can help the learners better activate their background knowledge and
monitor its appropriate use (text organization and background knowledge) needs to be

tackled in considerable details throughout the subsequent section.

4.2.5. Acquisition, Elaboration and Application of Background Knowledge (Top-

down Processing)

The importance of the knowledge of vocabulary and discourse organization has
already been mentioned in the previous sections. The aforementioned factors tend to be
components of background knowledge. Obviously, background knowledge includes both
of all languages as well as readers’ whole knowledge of the world. Therefore in the

present section, the researcher attempts to elucidate and unearth the usefulness and
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applicability of activating one’s content schema in promoting learning in general, and

reading in particular.

As schema theory or top-down model of reading stresses on the crucial role of
integrating one’s background knowledge in reading comprehension. The verbal data
could show how the participants understood the content brought into the provided
passages (pre-test, post-test) once they activate their background knowledge. As such, it
could be worthwhile and wiser at the same time to mention down that this strategy tends
to play a central role in FL reading comprehension, while it tends to be more effective
once it is utilized to compensate for readers” weak vocabulary or syntactic knowledge

whenever comprehension gaps occurs or breaks down.

One of the significant ways to build learners’ background knowledge can be done
through semantic mapping. A key concept from the reading material is given to the
readers during which the learners

Are asked to generate words and concepts they
associated with the key word or concept. The
material can be graphically organized on the
blackboard. Students can link the ideas and
concepts to their own prior knowledge.

(Utah 2005: 23)

During the performance of this strategy, the teacher may ask the students questions
such as what made you think of ....? whereby to stimulate a discussion. This interactive
process also provides the students with the opportunity to accept, reject and alter their
own initial association and to integrate them in more accurate pictures of the target

concept.
Above all, ‘the purpose of helping the students to link his / her background

knowledge with concepts in the text is to set up appropriate expectations about the

language and content of the passage’ (Parviz 2003: 07)
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There are other several ways for facilitating students” background knowledge in the
classroom settings. Carrell (1984) argues that:

Activating existing background knowledge as well
as building new background knowledge should be
done through pre-reading activities, to help the
reader to read better. These background
knowledge building activities need to include not
only discussions on the topic of the text but also
bringing cross-cultural aspects of the text if
necessary.
(Carrell 1984: 334)

The appropriate application of background knowledge is as important as the
activation and expansion of knowledge in reading. Though self-monitoring
comprehension, either at the lower or higher levels, FL readers can corroborate whether
the application of their background knowledge might be consistent with their overall
comprehension of the remaining parts of the text whereby to prevent the overreliance of

top-down processing (integrating one’s background knowledge).

4.3. Other Practical Suggestions

During this section, some other practical suggestions are put forward hopefully to
raise learners’ metacognitive awareness about reading strategies employed and therefore
improve their reading performance. These alternative solutions consist in developing
learners’ strategic awareness of reading through an explicit instruction, and at the same
time suggesting some reading activities that are organized and sequentially identifies
through a three phase approach. The last section on the other side attempts to shed more
fresh light on elucidating how this introspective techniques help the non-strategic learners

improve their comprehension.
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4.3.1. Developing Learners’ Metacognitive Strategic Competence through Explicit

Instruction

This section tends to be one of the most primordial solutions that has received a
notable support among numerous strategy investigators aiming to help the learners
improve their reading performance and increase their problem-solving strategies in the
area of EFL learning process. Nevertheless, despite the potential impact of strategy
training / teaching instruction on learners’ reading achievement, several teachers still
hesitate to add it to their educational curriculum stating that it sounds wonderful, but I

don’t have time to teach anything extra’ (Quoted in O’Malley et al 1999: 179).

Therefore, in an attempt to encourage the teachers of reading comprehension to
implement is in their EFL programme as an integral part rather than an add-on
component, it would seem wiser to start at first with giving a definition-based on the
“explicit teaching” of strategy instruction. As described in Dolly’s lines:

Explicit teaching is intentional and direct about
teaching individual strategies on the assumption
that clear and unambivalent information about
how strategies work well put the suggesting
readers in a better position to control their own
comprehension.

(Dolly 2002:30)

A significant oriented study has been undertaken by Van and Abraham on the
basis of exploring the specific components that help characterize the difference between
the successful and the less successful learners. The results obtained have clearly provided
evidence that the difference lies in the inadequate understanding of the metacognitive
strategies among the less competent learners, accordingly they:

Apparently ... lacked ... what are often called
metacognitive strategies which would enable them
to assess the task and bring the bear the necessary
strategies for its completion.

(Van and Abraham 1990: 132)

132




hapter Four: Implications For F.I Reading Instruction

On the other hand, Chamot (1990) did notice the efficacy of the explicit / direct
instruction of strategies on learners’ language proficiency stating that:

Research indicates that the embedded strategy
instruction does not lead to transfer but that direct
instruction is linked to the maintenance over time
and transfer to new task.

(Chamot 1990: 499)

This implies that if the learners are not directly instructed through the metacognitive
knowledge about reading strategies then, they are likely to be learners without directions
or opportunities to review their language improvement, and therefore be incapable to
exploit particular strategies strategically and tactically. Thus, training the learners
explicitly through metacognitive reading strategy instruction requires from the teacher to
consider five basic sequential steps that constitute complete teacher explanation. These

phases are to be described respectively as follows:

- Preparation phase, ie. during this introductory instructional sequence, the
teacher is supposed to prepare his learners for particular reading strategy instruction,
and should discover their spontaneous strategies they currently use. Once these

strategies have been demonstrated then, the learners become ready for the next phase.

- Presentation phase, i.e. during which the teacher is expected to provide a
definition-based on each strategy (declarative knowledge) and should keep in mind
that it is not the matter of how many strategies he is going to train his learners to
integrate them, but should raise their metacognitive awareness of the usefulness and
the applicability of those strategies. In other terms, learners’ reading performance may
not be improved by merely presenting a discrete list of strategies, but they do require
appropriate contexts where reasons for strategy training are explicitly presented. As

Nunan puts it:
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A mistake to assume that learners come into the
language classroom with a sophisticated
knowledge or pedagogy or with natural ability to
make informed choices about their own processes.
(Nunan 1999: 11)

- After listing, naming and providing supporting information about the targeted
reading strategies, the next step (practice phase) consists in devising a variety of
challenging reading activities that promote the implementation of learners’ strategic
processes, to build up their capability for independent learning, i.e. to utilize the

strategies that have been discovered during the preceding phase.

- The following sequence known as evaluation phase will be designed to encourage
the learners reflect on the degree of success / failure in integrating the chosen reading
strategies through particular introspective / retrospective data gathering techniques
such as a metacognitive reading questionnaire, guided interviews, think-aloud, etc. The
focus of this phase is in a large part on learners themselves, though learners’ self-
evaluation might be new to them for they have been accustomed to teacher-directed

classes, thinking that evaluation is exclusively teachers’ responsibility.

- The last conclusive step labeled expansion phase requires from the teacher to
delineate other reading circumstances under which the acquired strategies are
transferred from familiar contexts to surprising variety of unfamiliar ones. Dare say,
this phase tends to permit the learners transform their declarative knowledge of
reading strategies to conditional one. All in all,

the outside instructor taught the structure strategy
by explaining what it was in session one (step A),
why it should be learned in session two (step B),
how to use it in session three (step C), when to use it
in session four (step D), short quizzes were
provided to help the subjects evaluate their use of
the strategy in session five (step E).
(Raymond 1993: 448-49)
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To recapitulate what has been stated above about the five recursive phases that

constitute complete teacher explanation about direct instruction of reading strategies,

it would seem worthwhile to consider the following figure:

Preparation
Activate background knowledge
Presentation
Ex plain, model

Practice
Prompt strategies
Give feedback

Evaluation
Assess stratégies

Expansion

Figure 4.1: Framework for strategies instruction (adopted by El Dinary in (O’Malley

et al 1999: 46)

Above all, in an attempt to recapitulate the potential factors that have been already

discussed and thoroughly explained it may seem worthwhile to outline the following list

put forward by (Philip ef al (2006) which sheds fresh light on eliciting the steps that

should be sequentially undertaken for explicitly and directly explaining particular

strategies.
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- Introduce each strategy explicitly.

- Define each strategy explicitly.

- Describe each strategy very clearly.

- Outline critical features of each strategy - Provide reasons/
Rationales for learning each strategy.

- Break down each strategy into components.

- Explain the relationship among various component of a single
strategy.

- Recommend the use of graphic organizer to facilitate strategy

Direct use.

Explanation - Delineate clearly appropriate circumstances when and where
each strategy may be use.

- Show how to evaluate successful or unsuccessful use of each
strategy.

- Explain clearly an ineffective use of strategy in some
circumstances.

- Emphasize the importance of evaluating the success of one’s
strategy use.

- Explain that is possible to monitor strategy selection and

implementation.

Table 4.1. Direct explanation of strategies. (Philip et al 2006: 25)

4.3.2. Strategic Learning Model

Obviously, this section seems to complement of the former one, which strives to
present a metacognitive model of learning that students can use to work through a
language task in general, and reading comprehension in particular. This model, as
explained by O’Malley et al ‘organizes learning strategies according to their

metacognitive processes of planning, monitoring, problem-solving and evaluating’
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(1999: 10). This model endeavours to show the learners how they should go through
four recursive processes that are not systematically and strictly sequential, but may be
employed as a basis depending on the task itself, and the interaction between the task and

the learners.

Initially, the learner should analyse a reading activity in terms of its overall goals, its
aspects and the most important personal characteristics. Smowman (in Schunk 2000:
382) calls this “strategic skills”. During this introductory procedure, the learner begins
reading by setting the goals he intends to reach at the end of the task through self-
monitoring strategy, then moves to the next step which is still part of strategic skills i.e.
monitoring process during which he checks several times whether the story is making
sense. Once feeling somehow overwhelmed and frustrated then he can make use of some
social strategies, especially when being engaged in more challenging tasks that are
undoubtedly effort and time consuming. After completing the given task, he should
reflect on how well it went and check whether the plans set prior to reading produce
successful goals (self-evaluating). If not, he needs to go back to the material, elicit where

comprehension breaks down and look for other alternative solutions (problem- solving).

In the context of this study, these strategies are implemented within strategic
processing framework called Self-Regulated Approach to Strategic Learning (SRSL).
The rationale for using SRSL is to enable an effective coordination of strategy used. This
coordination is essential because according to Chamot et al, ‘strategies are often more
powerful when they are used in appropriate combination’ (1999: 32). Therefore, this

framework can be better illustrated and explained through the following figure:
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Analyse

;Zg;gli:n » Comprehension
Goals % | | Implement Monitoring Evaluate
au;l Strategies Tasks Problem
Plans Solving

; T~

Modify

Re- Evaluation

T > 00 QZ~Z%p M

The SRLS Strategies are represented by an acronym, APC PEM

Diagram 4.1. Self-regulated approach to strategic learning (SRSL) in
(Philip et al 2006:14)

4.3.3. A Three-Phase Approach for Teaching Comprehension

As the learners’ needs and weaknesses in reading comprehension have been tackled
in the previous chapter, the present section consists in suggesting some practical activities
that should be implemented in sequential organization organisation. Unlike the traditional
materials, these contemporary reading tasks involve three phase procedures i.e. pre,

while, and post reading stages.
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4.3.3.1. Pre- Reading Activities

A general consensus seems to be building among numerous researchers in the field
of native/ foreign language research that pre-reading stage tends to hold a major
importance than the remaining phases as proved in the following lines: ‘Comprehension
is facilitated by explicitly introducing schemata through pre reading activities’
(Zhang 1993:05). This may signify that pre reading stage helps in activating the relevant
schemata which tends to be a fruitful strategy in promoting reading comprehension.
Nevertheless, most teachers tend to neglect this introductory procedure, though it may
function as the most primordial stage. As advocated by Drucker teachers need to

...relate the passage students are going to read to
do something that is familiar to them. Next provide
a brief discussion question that will engage the
students and after that provide an overview of the
section they are about to read.

(Drucker 2003:23)

Above all, the primary purpose of this procedure consists in purposefully helping
the learners to:
- Improve the learners’ interest in the topic
- Provide some predicting/ guessing activities for the reading passage
- Make use of learners’ background knowledge about the topic
- Prepare them for the context of the text passage
- Build a bridge between the reading passage and the learners’
background knowledge and interest
(Saricoban 2002: 3-4)

Yet, it might the more interesting way if the teacher discusses in a short period of
time about the topic as a way to elicit their already stored information. This should be
done through providing some questions related to the title for checking whether
predicting could be executed and carried out in the most convenient way. Therefore the
present guideline suggested by Parviz can be supportive in raising learners’ awareness

about reading and enhance their capability in activating their content schemata which

139




Chapter Four: Implications For F.L Reading Instruction

would later assist them in performing the predicting strategy in adequate and successful
way:

- Ask the students to read the title of an article. Do they know anything about this
subject?

- Have the students read the first few paragraphs which generally introduce the
topics discussed in the text. Can you determine the general themes of the text?

- Then ask them to read the first sentence of each paragraph. Usually the topic
sentence which gives the main idea of the paragraph. Can you determine the major
point of the article?

- Read the last paragraph which often reveals the conclusion of the author, and have
the students discuss how the author organizes the information to present his point of
view.

(Parviz 2003:08-09)

As for the specific reading activities that may be suggested whereby to be

implemented and performed before reading a text:

- Visualizing /predicting and connecting are pre reading strategies used in
activities to spark learners’ interest, stimulate their curiosity and mainly foster an
intrinsic motivation towards reading. These strategies can also help them activate their

prior knowledge so that they can begin to make connection to the reading.

- Word splash calls attention to vocabulary skills, during which the teacher should
unavoidably begin this activity by splashing and highlighting a collection of key words
from the passage then ask them to note down full sentences that may explain how the
terms are related to the topic chosen. This activity can be either performed individually
or cooperatively then share the results obtained at the final step. Here are some

questions that may possibly be raised before getting the learners to read:
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- Read the title of the text, and try to find out the main ideas can be found in the
passage.
- Read the following words, and try to explain how they can be related to the

passage.

Or in some instances, the learners can be shown some pictures related to the
passage during which they are asked to predict what kind of ideas they may expect to

find in the text before reading it.

- KWLWH strategy can also be employed once the learners are being engaged with
some activities performed before reading the passage it is designed to activate what the
learners know and need to know before reading. Individually or, in small group, the
learners design a chart with five columns where they are required to answer the following
questions:

- What do you think you know?

- What do I wan to know?

- What did I learn?

- What else do we need to learn?

- How will I find out?

Similarly, in their article entitled Bringing Reading Research in ESL classroom,
Awerback and Paxton assume that for a more effective and successful comprehension
to take place, one should necessarily consider the following pre-reading strategies that

should be named explicitly and taught directly:

- Accessing prior knowledge.

- Writing your way into reading.

- Asking question based on the title.

- Semantic mapping.

- Making predictions based on previewing.
- Identifying the text structure.

- Skimming for the general idea.
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- Reading the introduction and conclusions.
- Writing a summary of the article based on previewing.
(Auerback and Paxton 1997:258)

In sum, the importance of these activities lies in increasing learners’
concentration, imagination and stimulates their curiosity. Besides, those already elicited
tasks tend to offer the learners a purpose for reading since they are primordial means for

checking particular details and clarifying some views.

4.3.3.2. Duing Reading Activities

Before introducing the specific strategies that may be performed during reading
activities, it may seem wiser to mention down that this stage strives to fulfil the

following major objectives, as explained below:

- Students ‘understanding the writer’s purpose, the language structure and the
logical organization in the reading text.

- Developing and helping comprehension for the reading text content,

- Helping students use their inferring and judging abilities

- Reminding the students of the importance of vocabulary for contextual clues Jfor
meaning and guessing the meaning of unfamiliar words,

- Helping students make use of cross-cultural elements.

- Helping students develop their linguistic and sociolinguistic knowledge.

- Learning to generalize on the issue under discussion

- Reading consciously

- Skinning (looking for general information)

- Scanning (looking for specific information)

(Saricoban 2002:04)
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Questioning and clarification strategies can be employed during this stage whose
rationale insists in reforming learner’s comprehensive and more importantly maintaining

self-interest. Example of these strategies may include.

- Graphic Organizer: a strategy that helps the learners in organizing their
knowledge and how they are interconnected and linked to each other while in other
contexts, it may be utilized whereby to clarify text structure there are some
organizational steps that learner should go through whereby to perform this strategy

adequately and in most effective way :

- Before or after a first reading a text, the teacher should select some words they
want their learners to explore in the centre of the board.

- Make very short discussion about the target word, words, their meaning, and their
use in the to text they came from

- Ask the learners to brainstorm what they know about the words then generate the
ideas that are related to these concepts.

- As a last concluding step, the learners copy the map down so that they can add to
their knowledge of the subject.

(Marras1997:77)

Semantic maps, marginal notes and drawing pictures strategies may also be
employed in the while reading stage. In addition to other strategies which can be

illustrated as follows:

Skimming: this strategy requires from the learners to selectively and quickly read the
passage and whereby to obtain the general idea of the text in a period of time that should
not exceed 10 minutes. Here are some possible questions that require from the learners to
get the gist of the text (skimming).

- Read the passage, and Jind the main ideas the text discusses?

- Suggest another title to this passage. Or, the teacher may propose three possible

titles and ask them to choose the most convenient one
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In the activities related to scanning, the learners may be provided with a passage
where they should seek for some specific information (word, date, name of a person,
events....and so forth). In this activity, the learners should employ selective
highlighting strategy which helps them select what is more important in the given

written passage. Here are some possible questions that should be raised:

- Find in the text words, expressions or clauses that have close relation with the
topic?
- True/false questions (reference questions, by eliciting a list of sentences. This

type of exercise should be completed under a very limited time constraint.

In the activities related to scanning, the learners may be provided with a passage
where they should eek for some specific information (word, date, name of a person,
events... )in this activity, the learners should employ selective highlighting strategy which
helps them select what is more important in the text. Here are some possible questions
that should be asked.

In the activities related to inferring and contextual guessing, the learners may be
provided with a passage followed by some inference questions which require from the
learners to guess or infer the meaning that is implicitly expressed, this category of
questions require much concentration and full commitment within the content brought
into the text .The questions of guessing and inferring can be:

- Multiple choice questions
- True/false statement

- Reordering ideas into chronological arrangement

Once the reading is completed, the post reading strategies are implemented to

give a true understanding of what the students have Jjust read.
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4.3.3.3. Post-Reading Activities

According to Saricoban (2002), the major objectives of these reading activities can
be:
- To help students use their acquired knowledge in similar readings.
- To help them integrate their reading skills with other language skills, listening,
speaking, and writing.
- To help them integrate with the foreign culture
- To make use of key words and structures to summarize the reading passage.
- To extract the main idea of o paragraph or a reading text.
- To interpret descriptions (outlining and summarizing)
- To make use of classroom games for reading.
(Saricoban 2002 :05)

Indeed, understanding a text requires from the learners to read it several times for
the sake of checking whether a detailed comprehension of the subject has taken place or
not this assessment can be practically and objectively done. The learners during this
procedure are required to:

- Write a summary

- Analyse, synthesize and evaluate the value of the material...

- Create a semantic map as a fruitful medium for summarizing the global

content.
In this context, ‘semantic mapping affords students the opportunity to recall,

organize and represent graphically the pertinent information’ (Scotter 1994 : 2).

In sum, this three-phase approach does not seem to be carried out mechanically on
every occasion , sometimes the teacher may wish to cut out the pre-reading stage and get
the learners to work straight forward on the text directly, or in other cases the post-
reading activities may not be implemented. However, one may assume that this
procedure contains twin benefits. Firstly, it enhances the learners to integrate or at least

activate their content schema about the topic to be mastered, and secondly this approach
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can successfully lead to the integration of the four skills in an organized and well

structured manner.
4.3.3. Think-Aloud: Reading Comprehension Teaching Technique

As an introspective data gathering tool, think-aloud is regarded as beneficial
metacognitive strategy that teaches the learners to monitor their comprehension as they
read, and more importantly provides them with a fruitful opportunity to improve their
comprehension by understanding how “a good reader” utilizes particular comprehension
strategies to break down any problem encountered whenever being asked to tackle a
given material. Probably, due to its crucial importance, it may seem wiser and
worthwhile to enhance the teachers of reading comprehension to implement it in their
pedagogy as a medium to develop learners’ reading proficiency and raise their
metacognitive awareness or knowledge about how to utilize particular strategy (ies) and

when to transfer their application into other dissimilar situations.

In essence, six interconnected sequential procedures should be undertaken once
attempting to utilize this strategy in reading comprehension sessions which are presented
as follows:

- Select a passage of about 200 words (= 20 lines) which should be at a comfortable

reading instructional level and length for the learners.

- Review the reading and select the reading strategies the learners need to employ:

In this phase, the teacher is necessarily required to identify the strategy that should
be used prior to reading (declarative knowledge, i.e. “what strategy’), and further explain
how and why they are useful so that the learners can more easily identify them

(procedural knowledge).

- Set a purpose for reading and be clear about it with the learners:

This is the first thing that each strategic reader more often does.
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- Read the passage and model the strategies:

Here, the teacher should explain to the learners that the passage should be read in
sequent marked arch stopping points during which the learner is co-required to stop and
explain or externalize what the he thought that pieces of text means. This verbalization
should be recorded whereby to permit the teacher to observe meaning construction

process.

- Identify and discuss how each strategy could be adequately employed:

After think-aloud is completed, the learner in the present procedure should first of
all identify and pick up the strategy used whenever stopping at particular point, and
further explicitly explain how such strategies could be useful according to his point of

ViEW.

In this phase, the teacher needs to analyse the results obtained during the
verbalization process to check whether the learner:

- Formulate hypotheses.

Provides information to support those hypotheses.

- Draws from background knowledge to make intertextual connections.

Uses strategies to deal with breakdowns in comprehension such as rereading,

Uses the strategies to figure out the meaning of unfamiliar words,

Notices in consistencies between interpretations and text.

Understands the meaning of the passage.

(Marras 1997: 73)

- Provide the learners with other reading tasks and have them do the think-aloud
technique:
The rationale of this conclusive step consists in assessing whether the learners are
capable of appropriately undertaking the metacognitive processes, self-planning,
comprehension monitoring, problem-solving and self-evaluating of strategies to achieve

particular goal of any task to be mastered. This activity can be performed individually or
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In pair in mix-ability classes where the non-strategic learners can be offered an

opportunity to learn a lot from the strategic one.
4.4. Recommendations

This part will be devoted for suggesting some creative solutions to address the
issues that learners face in their daily learning as far as reading comprehension is
concerned. These difficulties concern the lack of awareness-raising about the reading
process which can be cured only if some roles and responsibilities are to be assumed by

teachers of reading comprehension and EFL learners as well.
4.4.1. Teachers’ Role

Throughout their ELT process, teachers seem to assume numerous roles which may
vary according to different tasks and activities taught to their learners. Yet, at a first
glance, the teachers must have an understanding of the learners’ needs, styles and
preferences. Furthermore, they should be necessarily supported with specific curriculum
framework to meet those needs, and more importantly satisfy their demands. Thus, the
teacher as a needs analyst assumes the responsibility of identifying his learners’
weaknesses, interest and their existing level of proficiency relying on particular
institutional procedures beyond his classroom observation like surveys, questionnaires
and interviews, which will later help him select numerous types of reading passages that
fit their needs and more importantly heighten their interest to contribute within classroom
reading activities with concentration and full commitment. These procedures may even
allow him to explore his learners’ current strategies relying mainly on introspective
techniques (think-aloud, talk-aloud, diaries) to discern which strategies seem most

relevant to their styles and goals.

The teacher as a perseverent needs to be patient to teach his learners other strategies
devising them with different texts whose tasks should be Just challenging to require the

incorporation of different strategies into the text. Once these strategies are acquired

148

\;




h r Four: Implications For F.L Reading Instruction

(declarative knowledge), the teacher then will suggest other similar reading activities that
will be intended to check their abilities to transfer the acquired strategies adequately
(conditional knowledge), reminding them that good learners usually plan, monitor,
problem-solve and evaluate recursively during the task (procedural knowledge).
(Chamot et al 1999: 39). The role of the teacher is going on being assessor, i.e. it is his
task to check the learners’ feedback after completing the activity. He may start at first by
having them compare their answers in pairs and then ask for answers from the class
in general. (Harmer 2001: 213). In case of wrong answers, the teacher should tolerate
his learners’ mistakes and follow up their answers to describe where learners’ logic went

astray. (Chamot et al 1999: 37)

As a psychologist, the teacher assumes the responsibility of exploring the learners’
reading strategies in the context of their perceptual / cognitive styles (whether they are
visual or auditory; global, analytic etc), and as a diagnostician, he needs to discover the
numerous personality factors that help differentiate the successful learners from less
successful ones in the area of reading comprehension. In addition to their affective
factors like students’ anxiety, self-esteem, motivation, self-reliance and intelligence.
Knowing these variables has often been considered as significant factors according to
numerous strategy investigators. Cohen (1996), one of these researchers did notice the
strong influence of learners’ cognitive styles upon their learning processes, and more
importantly on their choice of learning strategies. He thus advocates that: Learning
strategies do not operate by themselves but rather are directly tied to the learners’

underlying styles and other personality variables. (1996:10)

Apart from those responsibilities, the teacher in some cases may act as a counsellor,
and assistant of learners, where he is supposed to encourage them, mainly those
unstrategic or less successful learners to identify their comprehension difficulties when

performing the task of reading and helps them cope with these problems.

Because learning would never take place without a warm teacher —learner

relationship, the teacher should in some cases play the role of a team member and co-
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learner, where he is supposed to contribute within learners’ collaborative reading

activities. Indeed, involvement of the teacher in reading tasks tends to be crucial factor
for it permits the learner enjoy and appreciate his overall learning, and will never feel
himself under a continuous pressure of an authoritarian teacher. Therefore, he will break
down or at least lessen his psychological barriers, mainly shyness and anxiety, and will

be more willing to improve.

Moreover, to ensure a more effective teaching practice, the teacher should act as a
language researcher i.e. he is expected to keep up with new materials, methods, and
techniques to bring innovations to his ELT process. This implies that in order to develop,
the teacher has to explore his reading teaching practices, identify the real problems and

seek adequate solutions.
4.4.2. Learners’ Responsibilities

Identifying the roles of the teacher of reading comprehension needs necessarily to
be completed with what is referred to as learners roles. Indeed, the teacher should at first
strive to fulfill his objectives of making his learners strategic, effective and active
thinkers before assuming some other responsibilities. In other terms, the teacher being
trainer must offer his learners numerous lectures on strategies aiming at improving their
comprehension skill and more importantly increasing their strategy repertoire. These
lectures devoted to them should include awareness-raising, explicit naming of strategies
showing them how metacognitive processes of reading strategies are used in sequential
manner i.e. self-planning, monitoring strategies, problem-solving and self-evaluation.
Regardless of their language learning experiences, these learners do require instructions
in how to implement particular strategies effectively into the task required, and need to be
shown how to successfully transfer them to other activities. Yet, if learners are well

instructed in using different strategies of reading then other responsibilities may be added

to them.
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Before establishing these roles, it would be probably worthwhile to mention at first

that the question: What is good language learner? has indeed received a notable
reawakening interest among numerous strategy investigators (Wenden and Rubin 1987 3
Chamot and O’Malley 1990) seeking to explain why some learners succeed more than
others, and whose findings have clearly shown that the difference lies in the fact that the
successful learners tend to assume different roles and are more willing to take
responsibilities for their overall learning processes than do the less successful learners.
These roles may intuitively vary from one skill or activity to another. Yet, learner-
centredness, though time and energy consuming approach, appears to have more obvious
advantages and is therefore more overemphasized, i.e. which means for the learner to be
responsible for his own learning while the teacher will rather act as a facilitator of
learning and no more absolute holder of knowledge. Thus, the first step towards learner-
centred classroom is getting the learners actively involved within the tasks of reading and

having them set different learning goals they should meet at the end of the course.

Once the learner identifies his reading purposes then his role is going on being
decision-maker where he is supposed to decide in advance how to approach a text and
what sort of plans he is going to undertake sequentially with no help provided from his
teacher. Starting to make decisions leads to an increase in learner creativity and

autonomy, i.e. seeking for individualized approaches to specific reading objectives.

As a perseverent, the learner must be willing to break down the frequent obstacles
into manageable pieces, and strives to face up those problems by investing higher energy
and effortful attention to gain knowledge from the text whereby to arrive at deep

understanding of it and therefore accomplish the task competently.

As an organizer, the learner should resort to the necessary metacognitive strategies
to guide his learning, which might help him to successfully solve different tasks 1.e. those
of self-monitoring, problem-solving and mainly self-evaluation of the overall strategy
use. Working through each of these processes will probably enable him transfer different

reading strategies flexibly and effectively in multiple learning assignments. Graham
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(1997), one among strategy researchers did notice the potential usefulness of learner self-
evaluation of strategies used in raising his awareness about reading strengths and
weaknesses declaring that: For learners, a vital component of self-directed learning
lies in the on-going evaluation of the methods they have employed on tasks and of

their achievement within the program. (Graham 1997: 170)

Apart from those responsibilities, the learner in some situations needs to increase
his positive self-concept, and develop his social / communication strategies by learning
cooperatively with his peers and must be comfortable in working with diverse
personalities. Doing so, the learner will structure his personality and develop his capacity
for engagement with and critical reflection on reading processes. Not surprisingly,
cooperative learning activities indeed have always produced satisfactory outcomes, for it
enhances reciprocal interactions among learners and more importantly promote one’s

autonomy, creativity and regulate one’s emotional problems.

In gross, these recommendations are significant in reading comprehension leaching/
learning, however some other implications are to be suggested for more effective

teaching / learning processes.
4.5. Conclusion

The researcher, during this chapter, has strived to offer some directions to university
education, more specifically to the Department of English and suggest some creative
solutions that are hoped to alleviate the learners’ comprehension problems as far as
reading comprehension is concerned. These applications concern basically establishing
well-structured environment as a primordial key towards as effective teaching / learning
process, providing interesting texts that cater for learners’ needs and preferences, and
more importantly proposing some pedagogical implications that focus on both bottom-up
and top-down reading processing for more effective and successful reading performance.
While the second part tends to be more practical during which some activities have been

suggested whereby to be implemented sequentially and in an organized way utilizing a
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three phase approach, i.e. pre, while and post reading activities. Furthermore it has been
suggested that for a more successful of reading comprehension to take place, the EFL
teacher in charge of the Reading Comprehension module should teach metacognitive
strategies through an explicit / directed approach so that to hopefully develop their
strategic competence. As a last concluding step, as a fruitful reading comprehension
introspective, technique think-aloud has been suggested whereby the non-strategic
learners can benefit a lot from the strategic one in terms of the processes undertaken that
lead to a more comprehensive reading and therefore engender a successful outcome

among the majority of the learners.
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General Conclusion

As an international language, English has indeed become a primordial tool for
cultural, political and technological development and has been given much concern in
the Algerian educational setting since 1962 and more importantly after the advent of
the globalization process. Yet, within the field of education, be it native or foreign
language teaching /learning context, EFL learners are still said to confront a number
of serious difficulties that threaten their acquisition whenever learning takes place.
This is probably due to the unequal consideration of the four fundamental linguistic

skills of listening, speaking, reading, and writing.

Inspired by this thought, the researcher has strived throughout this exploratory
research work to consider one amidst those skills notably reading, and has therefore
intentionally tackled its crucial importance in learning not only in the native language
setting but also in second and foreign language setting as well. Thereafter, the
introductory chapter has provided background information about learning strategies
and strategy instruction during which the researcher has offered various definitions set
by numerous researchers and has presented typologies that have been used to classify
strategies. As a concluding section, the primordial role of metacognitive awareness in
teaching /learning of reading was thoroughly discussed and examined paying a due
attention to illuminating and elucidating its usefulness in promoting and enhancing

better learning in general and reading in particular.
The subsequent chapter has attempted to give a rough picture of English

teaching /learning in the Algerian educational context paying a due attention on

determining the major status of reading comprehension module in the overall teaching
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APPENDIX A: Learners’ Questionnaire

Dear students,
The following questionnaire submitted to you attempts systematically to collect
information about your current difficulties you commonly encounter when reading an
English text, and assess the strategies you may incorporate to face up these frequent

issues.

Therefore, you are kindly requested to answer the following questions by
checking on the answer you think it is more appropriate, and make comments when
necessary.

Miss ABDAT Yasmina
**************************************

1- Age .........................
2- Sex: male female
3- Stream of secondary school studies..................._._
4- Do you enjoy the Reading Comprehension Module?
> Yes
» No
Write why ............

5- During reading sessions, what kind of materials do you find yourself much

more motivated in?

> General
Algerian
» Culturally based
British
» Others Specify ...

176



Appendix A Learners’ Questionnaire

6- What do you do if you encounter a word you do not understand?

» Use other words around it to figure out its meaning

» Use other reference materials such as dictionaries and textbook indices

» Pinpoint my problem by sounding it out

» Ignore it temporally, and wait for clarification

7- What do you do if you come across an entire sentence which you cannot

understand?

» Keep on reading, and hope for further clarification

» Spot the unfamiliar words and look for their contextual meaning

» Disregard it completely

> Read the problematic part of the text

8- When reading an English text, what do you do to remember specific

information?

> Relate it to your prior experience and knowledge

> Ignore the secondary details

> Realize I need to remember one point rather than another

9- Before you start to read, what kind of plan do you make to help you understand

better?

» No specific plan is needed

» Think about what I already know about the topic

» Think about why I am reading

10-Why would you go back and read the entire passage over again?

> 1 cannot understand the overall meaning of the text

» To clarify a particular idea

» To summarize the passage
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11-According to you, which sentences seem not important in reading passage?

» Almost all sentences, otherwise they would not be mentioned at all

» The sentences that contain details or facts

> The topic sentences that have close relation with the main idea

12-The best reader, according to you, is the one who is capable of ... .

» Recognizing words

» Using dictionary

» Integrating the information in the text with what you know already

> Differentiate between the supporting details and the unnecessary ones

13-According to you, what are the most important strategies that help learners who
have difficulties with reading better understand the text and therefore complete

the tasks in appropriate ways?
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APPENDIX B: University Teachers’ Questionnaire

Dear teachers,

The following questionnaire seeks to gather your retrospective data about your

methodology of teaching the reading skill to first year EFL students.

You are therefore kindly requested to answer the following questions by putting

a tick (\/) on the appropriate box and making your comments when necessary.

Thank you very much for your collaboration.
************%*************************

1- Male female

2- Teaching experience: number of years? ..................

3- Post graduate specialization? ....................... ..

4- Modules in charge? .............

5- How many years have you been a teacher of the Reading Comprehension module

6- What objective do you intend to reach in your teaching of the Reading

Comprehension module? ...
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8- How could you assess your learners’ level of reading performance?
> Good
> Average
> Weak

9- According to you, what are the main reasons behind their reading weaknesses?
> Difficulty of the reading skill itself

» Lack of learners’ interest

> Lack of appropriate reading materials

» Lack of learners awareness

> If others please specify? .............. .. .

10- Do you teach your learners particular reading strategies to overcome these
weaknesses?
> Yes
> No

11- Do you opt for teaching explicit metacognitive strategies?
> Yes
> No

If yes, which one do you often teach your learners in your reading

CRSS. e

12- Relying on your teaching experience, what suggestions would you make to

help your learners improve their reading performance?...............
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TEXT: The Loss Of The Titanic

The great ship, TITANIC, sailed for New York from Southampton on April 10th,
1912, She was carrying 1316 passengers and a crew of 891 Even by modern
standards, the 66,000 ton TITANIC was a colossal ship at that time, however, she was
not only the largest ship that had ever been built, but was regarded as unsinkable, for
she had sixteen watertight compartments. Even jf two of these were flooded, she
would still be able to float. The tragic sinking of this great liner will always be

remembered, for she went down on her first voyage with heavy loss of life.

Four days after setting out, while TITANIC was sailing across the icy waters of
the North Atlantic, a huge iceberg was suddenly spotted by a look-out. After the alarm
had been given, the great ship turned sharply to avoid a direct collision. The TITANIC
turned just in time, narrowly missing the immense wall of ice which rose over 100 feet
out of the water beside her. Suddenly, there was a slight trembling sound from bellow,
and the captain went down to see what had happened. The noise had been so faint that
no one thought that the ship had been damaged. Bellow, the captain realized to his
horror that the TITANIC was sinking rapidly, for five of her sixteen watertight
compartments had already been flooded. The order to abandon ship was given and
hundreds of people plunged in the icy water. As there were not enough life-boats for

everybody, 1500 lives lost.

Comprehension Questions

1- Read the title of the text and try to find out the main ideas the text discusses.
2-What is TITANIC?

3- How many passengers were there in TITANIC?

4-Why was it regarded as unsinkable?

5- Find in the text words or expressions that reveal the tragedy.

6- To whom had the alarm been given?

7- What the following words refer to in the text she and her?

8- Guess from this passage the meaning of the following words: colossal, flooded, faint?
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Of the 4,000 living languages, English is by far the most widely used. As a mother
tongue, t ranks second only to Chinese, which is effectively six mutually intelligible
dialects little used outside China. On the other hand the million native speakers of
English are to be found in every continent, and an equally widely distributed body of
second language speakers, who use English for their day-to-day needs, totals over 250
million. Finally, if we add those areas where decisions affecting life and welfare are

made and announced in English, we cover one sixth of the world’s population.

Barriers of race, colour and creed are no hindrance to the continuing spread of the
use of English. Besides being a major vehicle of debate at the United Nations and the
language of command for NATO, it is the language of international aviation, and

unofficially is the first language of international sport and the pop scene.

It was however the introduction of English to the indigenous peoples of British
colonies which led to the existence today of numerous independent states where English
continues in daily use. The instrument of colonial power, the medium for commerce and

education, English became the common means of communication.

English or French are often the only common languages available once a speaker
has left his own area. English is accordingly the official language of both Ghana and
Nigeria, use in every walk of daily life. Indeed, English has become a significant factor
in national unity in a broad band of nations from Sierra Leone to Malaysia. It is the
national language of twenty-nine countries (USA and Australia, of course, but also
Lesotho and Liberia) and it is also an official language in fifteen others, South Africa and
Canada, predictably, but also Cameroon and Dahomey.

There is, however, a further reason why English enjoys world-wide currency, apart

from political and historical considerations. The rapidly developing technology of the
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often the only available tool for twentieth-century learning.

A.BENZIAN, COMET (A Communicative English

Teaching Course Book for all streams),.

Comprehension Questions

I- Read the first and the last sentence of the text Try to predict its content,

2- Supply a suitable title to this passage.

3- Why was the English language regarded as only the available too] in the 20 century?
4- How do you consider this language today?

5- Summarize the text in no more than five limes.

6- Guess from the text the meaning of the following words:

Hindrance - indigenous.
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TEXT B: Justice Was Done

The world justice is usually associated with courts of law. We might say that
Justice has been done when a man’ innocence or guilt has been proved beyond doubt,
Justice is part of the complex machinery of the law. Those who seek it, undertake an
arduous journey and can never be sure that they will find it. Judges, however wise or

eminent, are human and can make mistakes.

There are rare instances when Justice almost ceases to be an abstract conception.
Reward or punishment is meted out quite independent of human interference. At such
times, justice acts like a living force. When we use a phrase like ‘it serves him right’, we
are, in part, admitting that a certain set of circumstances has enable justice to act of its

own accord.

When a thief was caught on the premises of a large fur store on morning, the shop
assistants must have found it impossible to resist the temptation to say ‘it serves him
right’. The shop was an old-fashioned one with many large, disused fireplaces and tall,
narrow chimneys. Towards midday, a girl heard a muffled cry coming from behind one
of the walls. As the cry was repeated several times, she ran to tell the manager who
promptly rang the fire brigade. The cry had certainly come from one of the chimneys, but
as there were so many of them, the firemen could not be certain which one it was. They
located the right chimney by tapping at the walls and listening for the man’cries. After
chipping through a wall which was eighteen inches thick, they found that a man had been
trapped in a chimney. As it was extremely narrow, the man was unable to move, but the
firemen were eventually able to free him by cutting a huge hole in the wall. The sorry-
looking, blackened figure that emerged, at once admitted that he had tried to break into
the shop during the night but had got stuck in the chimney. He had been there for nearly

ten hours. Justice had been done even before the man was handed over to the police.
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Comprehension Questions

1- Read the title and check about what the text might be about?
2- Suggest another title to this passage.
3

Why can those who seek Justice never be sure what they will find it?

4- When does justice seem to act like a living force?
5

What the following words mean in the text?

eminent — arduous — guilt — ceases.

?“

Spot the topic sentence.

i

Sum up the passage in no more than five lines.
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TEXT C: Tolerance in The Crowded World

When they are asked spiritual quality is necessary to rebuild civilization, most
people will reply “Love”. Most men love one another, they say; nation must do the same

and then the series of cataclysms which is threatening to destroy us will be stopped.

Respectfully but firmly, I disagree. Love is a great force in private life; but love in
public affairs does not work. The idea that nation should love one another, or that
business concerns should love one another, or that a man in Pery
Of whom he has never heard - it is absurd, unreal dangerous. We can only love what we
can love personally. In public affairs, something less emotional is needed, namely,

tolerance.

The world is very full of people — appallingly full: it has never been so full before,
and they are tumbling over each other. Most of these people one does not know, and
some of them one doesn’t like; doesn’t like the colour of their skins, say, or the shapes of
their noses, or their clothes, or their fondness for jazz or their dislike of Jjazz, and so on.
Well what is one to do? There are two solutions. One of them is the Nagzj solution. If you
don’t like people, kill them, banish them, segregate them, and then strut up and down
proclaiming that you are the salt of the earth. The other way is much less thrilling, but it
is on the whole the way of the democracies, and I prefer it. If you don’t like people, put
up with them as well as you can. Don’t try to love them; you can’t, you‘ll only strain
yourself. But try to tolerate them. On the basis of that tolerance, a civilised future may be
built.

I don’t regard tolerance as a great eternally established principle. It’s just a
makeshift, suitable for an overcrowded and overheated planet. It carries on when love
gives out, and love generally gives out as soon as we move away from our home and

stand among people we don’t know. Tolerance is necessary in the tube; otherwise we

191



Appendix D: Texts Used in the Training Phase

think, “Why are some people so fat?” It is wanted at the telephone, or “Why are they so

deaf?” or conversely, “Why do they mumble?” It is wanted in the street, in the office at

the factory, and it is wanted above all between classes, races and nations. It 1s dull. And

yet it

Comprehension Questions

1- Read the text and check about what the text might be about?

2- Supply another title to this passage.

3- Is the writer a tolerant person?

4- Why does the writer use sometimes ‘we’ and others ‘I’?

5- Is over population mentioned in the passage?

6- What do the following words mean in the passage?
Thrilling — segregate — dull — makeshift.

7- Does the writer favour emotions or the spirit?

8- Summarize the text.
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ooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooo

Development in communication technology will have important consequences. It is
now possible to for some to do virtually all their work at home, and at the executive level
are doing just that. Their members will increase, and that will lead to a diminution of
commuting, an activity in which you waste half your life sitting in traffic jams and
breathing polluted air. I think one of the reasons I became a writer is that I work at home:

it takes me approximately ten steps to get from my bedroom to my office.

Advances in communication will also affect the way people interact. For example,
technology enables us to be in touch with each other more. The only reason I can now
live in Sir Lanka permanently is satellite communications that enable me to pick up my
telephone and be in touch with my friends almost immediately. It takes me longer to dial

the number than to complete the call.

But for some people, advances in communication mean reduction in contact with
others. We have kids who interact with their computers and not with others. In some of
this book, Isaac ASIMOV has described a world in which humans literally couldn’t bear
to be in each others’ presence; they communicated through TV screens. That would be a
pathological society, and I could see that happening. In fact I'm quite sure that there are

already quite a few pathological computer backers.

I’m keen on the use of technology for education, particularly the development of the
electronic tutor. This device would make it possible to teach almost anything; you could
program it, and it could talk to you and teach you a language. It could even check your
pronunciation. The possibilities are limitless. You could multiply the number of teachers
in the world a million fold. These machines would be rugged and cheap and work twenty

four hours a day. They could start an educational revolution.

A. C.CLARKE, in U.S. News & World Report.
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Appendix D: Texts Used in the Training Phase

Comprehension Questions

1- Read the first send the last sentences of the text and try to predict its content,
2- Suggest a title to the text.
3- What makes commuting unpleasant?
4- List some advantages of the electronic tutor.
5- Which paragraph deals with technological education?
6- Does the writer use “interaction” and “contact” interchangeably?
7- What do the following words mean in this passage?
Commuting — tutor — hackers — a millionfold.

8- Sum up the passage in few words.
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Appendix E: Text Used in the Post-Training Phase

TEXT: Marriage Can Make a Dimwit Brainier

When a bright woman marries a dim man, she will eventually sink to his level.
And if a stupid woman marries a smart man, she will become as sharp as he is, according
to a scientist. “So he dumb blonde who marries a professor has everything to gain”, says

Dr. Warner Schaie a 30 year study.

“Women who marry men brighter than themselves get brighter and women who
marry losers get worse”, says the Washington University psychologist who tested the

same 175 couples throughout the study.

They tended to quickly adopt each other’s personality traits and intellect during
the first seven years of marriage and then levelled off for another seven years. But as the
couples grow older and their children had left home, they became increasingly similar.
Marital bliss mirrors these changes says Dr. Schaie. “Couples are happiest shortly after
marriage, became less happy when the children are small and became happily when the
children grow up and move out. At the last stage, even their ability to do mathematics

increases or decreases depending on their spouse”.
But his studies show it is the wife who changes for better or worse, and not the
husband. “Probably for economic reasons, because in the couples we’ve been studying

men are the primary breadwinners,” says Dr. Schaie.

From William Lowther Washington.
(My New Book of English) Daily Mail, 10/05/87.
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Appendix E: Text Used in the Post-Training Phase

Comprehension Questions

1- Read the text and find the main ideas that can be found.
2- Read the first sentence of each paragraph and find the general idea, the text discusses.
3

After reading the text carefully, list the different phases that the couples go through

during their marriage.

e
1

Do you think that the writer is totally right (refer to the last paragraph).

W
1

Guess from the text the meaning of the following words:
Dumb — blonde — trait — intellect — sharp.

6- Summarize the text in no more than four lines.
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Appendix F:

Cognitive and Meatcognitive Reading Strategy Inventory

APPENDIX F:

Cognitive and Metacognitive Reading Strategy Inventory.

[ Cognitive reading strategies

Metacognitive reading strategies

1.Rereads the section if meaning is not

. Overviews the text before reading to

clear. activate schemata.
2 Recognizes formulas and patterns. 2. Identify the purpose of the task.
3.Reads title (make inferences). 3. Reconsiders and revises hypotheses
about the meaning of text based on
text content.
4.Identifies main ideas. 4. Changes the reading strategies when
comprehension is blocked.
5.Skims and scans ideas. 5. Attempts to relate important points in
the text to one another to understand
the text as a whole.
6.Summarizes, makes notes, paragraphs, | 6. Evaluates guesses.
highlights, etc to remember what has
been stated in the text.
7.Compares L; with L,. 7. Highlights important information (by
underlining, circling, etc).
8. Translates into native language. 8. Tries to activate content schemata.

9.Attempts to infer information from
context.

10.Looks for markers of cohesion (ie.
preference words, linkers).

11. Analyses grammatical category of
words.

12. Applies rules in L, to the L, context.
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13. Tries to guess meaning of vocabulary
from context.

14. Pays attention to text structures.

15.Uses visual clues (punctuation,
marks, bolded or italicized parts).

16. Employs top-down approach.

17. Employs bottom-up approach.

18.1dentifies key words and figures.

19. Makes use of cognates.

20. Uses personification.

21. Attempts to link sound and visual
imagery.

22.Uses visualization.

23. Acknowledges the importance of
concentration.
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Appendix G: The Students’ Verbal Protocol of the Pre-T raining Phase

APPENDIX G: The Students’ Verbal Protocol of the Pre-Training Phase

The researcher before transcribing learners’ verbal protocol about EL reading
process, has asked them some pre-planned questions to extract information about their
use of cognitive and metacognitive strategies in general. In addition, they were required
to be translate from time what has been understood from the text entitled “The Loss of the

Titanic’ whereby to check whether their comprehension took place or not.
Student A
Question One: What do you do before you start reading?

&)ﬂl o S Gl leajjparagraphs wd&iu,ﬁudl@ v Ulllagda paildoof | oelas

Question two: What you normally do when you do not understand a part of
reading a text?

AU LlE Y 5 W) ga el |5 A geiall iKY g oA iagdi e je peux dire que e |
story g eventd Gluadd e (6 5 (dualidal el e shui Y 3 ¢ stagdl dals S Gl

What the text says What the student says

1* paragraph: G0 Sl S b | Titanic e Goa® Ladl B o

1912 il & NewyYork
[The great ship Titanic ... ol

loss of life.] s 355 Jad el A saall 5 Big ship Gali & . diiu 8B
iiadd 53 50l8 2ali (lad | ay nm .. méme 5 el dakall
L Siie g Lagla gani Lol slulall

2" paragraph: slad Luile 5 Aladl oWl 3 Titanic was sailing e ol &
i Ol Led oy Gl 1y amsee cgadall Jiall cadi)
[Four days ... lost.] 1 ks feet 100 Llaadl oy o 58 ghad < yla of Lin plakaaYl
Aoy gliie 31 3Y lay g blad Gl 3 Lle Bamy (IS Lo Leailay
@k e captain uee didd CulS pojse sy 1l
sale 5 5098 5L 9 gy passagers J 5 (3 <ilSTitanic
Al R glﬁ ol o
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Task One: Predicting: Read the title of the text and try to find out the main

ideas the text discusses.

Strategies used for predicting:
- Activating context schemata Titanic e s ol b b je Gl sindl cy S

80 (o o aldll cum S8 83L 5 0 ) 9 ALl (8 jea (o b ge -

Task Two: Skimming: What is Titanic?

Strategies used for skimming:

- Finding key words Oe Aol LganS ol Olgiadl o Giiliea o 4l el -
e (liagd sline 5 "oaad

4aliddl 4l & puisque Titanic s, texte deux fois < 8-
oaill 8 olas A8e Laaial HSaY) e ol

Task Three: Scanning: - How many passengers were there?

-  Why was it regarded as unsinkable?
- Find in the text words / expressions that reveal the tragedy?

Strategies used for scanning:

- Re-reading. Ba e Jaditexte <y -
- Selective attention. Al ol jEli(ignorer) <uosi 5 ey Led 5l e oS-

Task Four: Inferring: - To whom had the alarm been given?
- What the following words refer to in the text?

Strategies used for inferring: No strategies unveiled.

Task Five: Guessing from the contest: Guess from this passage the meaning of

the following words: colossal, flooded, faint?

Strategies used for guessing:

- Self-management. pedl 3 Ly B cagle o Sl 3 el I section < -
context (a (sinal
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The Students’ Verbal Protocol of the Pre-Training Phase

Student B

Question One: What do you do before you start reading?

- Aucune idée about the text puisque Uinie W text, donc Jisvie L (iaplan

Question Two: What you normally do when you do not understand a part of

reading a text?

(underlying key words) agle b 5 key words &Y z yidui-

.Q)A.s'ad\?eﬂd'qﬁ.ﬂf’é.\a ol yai-

What the text says

What the student says

1* paragraph:

loss of life.]

[The great ship Titanic ...

Jidl & York New J <l 550€ 5 3l Titanic w<Bon
<all 66 %55 5 5 1316 passagers sz WS L (1S5 1912
Leb gl s sl 3 AL 4 ok

o g i &l y S Ja tragedie 3 « Bon

2" paragraph:

[Four days ... lost.]

U peld s U Titanic 3 ol 50 ¢ 30 Tt s <Al
<y & 1autodirection 8 <l 5a M 5 cpan shee
ksl alors ¢ ¢a n’a rien donné W,y W sbe Ul ual
b € g e Paccident & «Titanic s ¢ cxlaly
3% 13 Titanic b il a remarqué GdS awl s <o sds capitaine
I (ilall ol 3o AU 8 s gle clal aglliay JalS @ gadl chmm...
2als 1500 5 L 3B YT aasie (S Lo sl Wliplonger

Gl

Task One: Predicting: Read the title of the text and try to find out the main

ideas the text discusses.

Strategies used for predicting:

- Using integrating background knowledge. PATI UG

- Advance organization.

gl iy

Task Two: Skimming: What is Titanic?

Strategies used for skimming:

- Finding key words

.Titanic ae e Wil Gl el .
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- Re-reading. 8 a (e Jladi g A -
- Integrating background knowledge. plll e Aite Ao -

Task Three: Scanning: - How many passengers were there?
- Why was it regarded as unsinkable?

-Find in the text words / expressions that reveal the tragedy?

Strategies used for scanning:

- Selective attention. Slaal gl calacl g I <Y1 e surtout 5 les details e <3S -
Qw b S

- Re-reading. Glisma pilua W g trés facile S puisque, texte (= 58 e -
il

- Highlighting  important L J S8 clalad 5 dawd ) S8V e uniquement <l -
ideas. (hagl

-Linking sounds  with o3 & daa Siceberg ot ’image <SS -

visual imagery.

Task Four: Inferring: - To whom had the alarm been given?

- What the following words refer to in the text?

Strategies used for inferring:

- Self-management. 4ga 3o CilS Palarme <l normalement (b pedd Al (1o -
capitaine J

- Circling the key words. her sshe , donc , Titanicile ¢S <ilS ¥4l 358l Puisque -
il 5 JUs asl ey 93, e 3 sad gystematiquement
repetition aia

Task Five: Guessing from the contest: Guess from this passage the meaning of

the following words: colossal, flooded, faint?

Strategies used for guessing:

- Self-management. Lo L Cpld AASEY) aaa

- Using words around them il faut bien comprendre le 3 5 ¢ staall ClalSll Claatinl -
to figure out their meaning. Apmall LSl gagdi saai iltexte
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The Students’ Verbal Protocol of the Pre-Training Phase

Student C

Question One: What do you do before you start reading?

plan JilS L | (ilegie pald JilSe iviels texte plala-

Question Two: What you normally do when you do not understand a part of

reading a text?

.Q\SLA'J\.AJLQA)&S,MJL'AAG.“ keywordsu.h:u.n};j-

What the text says

What the student says

1¥ paragraph:

[The great ship Titanic ...

York New J 425« (/S Un grand bateau called Titanic
les passagers <lssla «3 Le nombre, ... um, ok.1912 «
3odle 3 a8 S ol Galf 66 A sea 3 3 N5 CilSEtait 1916

[Four days ... lost.]

loss £ 1 (s < 8 53 Titanic G 2 536 watertight <l s s S 5 b
©a# 5 cmémoire pour toujours b &5 Aalll | debout

Slall Gl 3

2" paragraph: e dediall AT GiL la ¢ AYT anses Titanic A cCuda

ol ) 4l ) lll (b SIS LS 5 | jea sl sy B capitaine
el 3 g (3 il

Task One: Predicting: Read the title of the text and try to find out the main

ideas the text discusses.

Strategies used for predicting:

- Integrating background knowledge. Al 8 e dia i

- Translation.

pa sl Cuy g Aol Aldll A ilaall @ Sas .
Ayl
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Task Two: Skimming: What is Titanic?

Strategies used for skimming:

- Directed attention. Ci sl g sall g I oa hia Y il directement e J gl -
aill e 5l JSsYl(ignore)

- Re-reading. e Cwgd (in addition) 25 s My knowledge about the story -
Sl s d o

Task Three: Scanning: - How many passengers were there?

- Why was it regarded as unsinkable?

_Find in the text words / expressions that reveal the tragedy?

Strategies used for scanning:
- Re-reading. - Just reading it 34 (e Jasi

- Selective attention. -1 pay attention to the most important ideas.

Yet, for the third question, no strategy unveiled, because the Student C could not
understand the term unsinkable, i.e. this word is ambiguous Lgagdi i, e

Task Four: Inferring: - To whom had the alarm been given?

- What the following words refer to in the text?

- No strategy unveiled since the answers were wrong.

Task Five: Guessing from the contest: Guess from this passage the meaning of

the following words: colossal, flooded, faint?

Strategies used for guessing:

- Translation  (knowledge b ciagd donc, colossal A il 4 L Je savais -
transfer). BuS b el aall

- Integrating my background 'sink' Wlise LS Gl o S8 g ASall 3 Llal§ o L prof -
knowledge.
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Student D

Question One: What do you do before you start reading?

- I'read the title.
- Imagine that I can find in the text.
s L e el

Question Two: What you normally do when you do not understand a part of
reading a text?

,Mlmﬁ@,maygumuam@ws il e s

What the text says What the student says

I paragraph: dsall & 1912 ddl 5,0 Ge sl ly € T
RS Loy 5 (ALl detin) 32 ..moderne |1 44 IS

O ihall g il Gl 3, 58 4l ) oo n< Y g

[The great ship Titanic ..
loss of life.]

2" & G Lo il Gl & s e Patbe Llun agila s e,
@k Uiih L e capitaine hady 4éds 53 < iceberg a
= Oe sl sl Gay Iy iyl Wl o el gale )

S QS 5 25 e i)

paragraph:

[Four days . . lost.]

Task One: Predictin : Read the title of the text and try to find out the main
—==1¢. Tredicting

ideas the text discusses.

Strategies used for Qredicting:

- Integrating my background knowledge. I Gaolia i
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Task Two: Skimming: What is Titanic?

Strategies used for skimming:

- Reading with a purpose. @ a5 18 ) done pall W ali Giagll 4 e -
Al ai EilaaYyl
- Re-reading. -
- Self-management. Titanic <ua 5 J les adjectifs e it s -
- Ignoring unnecessary details. CroAl Ui B Le g daill i At ) ISEY1 e S,

.(remaining ideas )

Task Three: Scanning: - How many passengers were there?
- Why was it regarded as unsinkable?

- Find in the text words / expressions that reveal the tragedy?

Strategies used for scanning:

- Re-reading. - le mot passager (e <l ) Jlgaall duailly -
- Selective attention. danger agd () el Lo Caiga -

Task Four: Inferring: - To whom had the alarm been given?
- What the following words refer to in the text?

- No strategy unveiled since the questions were little bit above her existing

understanding.

Task Five: Guessing from the contest: Guess from this passage the meaning of

the following words: colossal, flooded, faint?

Strategies used for guessing:

- Translation ~ (knowledge Latin origin sxe bl 40 6L le mot colossal —ias -
transfer).

-Re-reading the section Lol aall el il Banae il pad Al el 8 oy i
around it to figure out their
meaning,
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Student E

Question One: What do you do before you start reading?

- Je réflichis.
- Imagine about the type of text.

- No plan is used.

Question Two: What You normally do when you do not understand a part of
reading a text?

- I focus on the title.
- I read many times.

-1... hum... key words synonyms.

What the text says What the student says

1* paragraph: ¢ immense OS «d 555 G, un grand bateau /S ¢ hm
-1l ne coule jamais ALl ia @b sfiel 3085 Al culs

Slale M) i el yua

[The great ship Titanic ..
loss of life. ]

2" paragraph: AAa 5 48 Brenia 5 an s S0 oladl S ol aa ) Jyse am
Un < lsus cdaSa ¢ bateay ald ek soudain ¢ iceberg
Cgall YIS Cadl | yia, ol g o gy e 23lal) ‘tremblement

Aalaldl el & 158 Ladld 100 afaint

[Four days ... lost.]

Task One: Predicting: Read the title of the text and try to find out the main
=332 Une. rredicting

ideas the text discusses.

Strategies used for predicting:

- Activating context schemata ole Ledai I sy &> S All people know the story -
& a5l
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The Students’ Verbal Protocol of the Pre-Training Phase

Task Two: Skimming: What is Titanic?

Strategies used for skimming:

- Self-management. AL A donc « texte ol b e -

- Using the background o5l & e JAadl e Al se -

knowledge.

Task Three: Scanning: - How many passengers were there?
- Why was it regarded as unsinkable?

Find in the text words / expressions that reveal the tragedy?

Strategies used for scanning:

- Re-reading.

3k (e Jlad paill iy -
- Selective attention. b3l elle représentent ) Y Lo cudi oaill &« Toujours -
B4 Oe Jlad &) S Pexpression @ en plus¢ danger

Task Four: Inferring: - To whom had the alarm been given?

- What the following words refer to in the text?

Strategies used for inferring:

- Self-management. - It is not clear and I couldn’t understand especially the first

question because to whom 4w 43 5d s,

Task Five: Guessing from the contest: Guess from this passage the meaning of
the following words: collssal, floaded, faint ?

Strategies used for guessing: No strategy since the answers were not provided
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Student F

Question One: What do you do before you start reading?

- Ah, bon ... imagine about the type.

- Try to get the meaning from the title and think a3 aul s

Question Two: What you normally do when you do not understand a part of

reading a text?

- Read the text many times.

- Try to understand the different words.

What the text says What the student says

1 paragraph: Titanic is great ship.

[The great ship Titanic ... | 1* trip of Titanic.
loss of life.]

2n paragraph: Nothing was said about the second paragraph by the

student F
[Four days ... lost.]

Task One: Predicting: Read the title of the text and try to find out the main

ideas the text discusses.

Strategies used for predicting:
- Integrating background knowledge. - I show the dory.

Task Two: Skimming: What is Titanic?

Strategies used for skimming:

- Finding key words. Titanic e »e o=l puisquetsabisal il Jle el -
-Ignoring  the unnecessary o5l s pe e Lavie 1Y) e i
details.
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Task Three: Scanning: - How many passengers were there?
- Why was it regarded as unsinkable?

- Find in the text words / expressions that reveal the tragedy?
Strategies used for scanning:
- Re-reading. B e Oa daditexte <y d  aey o gall -
- Selective attention. - Words aeé ! danger.

- Understanding the main .l s ¢ le moment b 4l 3 s @ S e o
ideas. sl 3 puisque ¢ iceberg Jb palaal J elali 4 ol 3
- tragedy JI 0l 8 S8 () <5 aass

Task Four: Inferring: - To whom had the alarm been given?

- What the following words refer to in the text?

Strategies used for inferring:

- No strategies unveiled, the first question was difficult according to her point of
view.

- The second question: re-reading the Oal ‘she” i je (il \eld o daall ey i o
sentences that proceed ‘she’ and ‘her repetition gial Sl ‘her’ 5 i gas

Task Five: Guessing from the contest: Guess from this passage the meaning of

the following words?

Strategies used for guessing:

No strategy was unveiled; all the three words o=l e sgiagh Lo Lle dlaa clalS)) 3a
were unfamiliar.
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Student G

Question One: What do you do before you start reading?

€ i sall JJJ&LAJP&)‘.A!&AJ‘OIJM‘%}AQ’A l.g.lajia:.l;fd‘,i csﬂ*tgauamScJJE@_
Wwe see key words of the title Leay o 4iludl U rdl (e i iyl Glad J glas dnsaa

Question Two: What you normally do when you do not understand a part of
reading a text?

MYJLGJSJJ‘%A”M| i}iuim.}mﬁ'jﬁnbﬂﬁiwdj&?i__'Jdém‘aﬁ)u‘aécjuaﬂlﬁcljﬁc
dictionary s Ll duilly Ay a7 4 3yl ol pedll 8 Lle fort Lol elinall o aal

What the text says What the student says

I* paragraph: &« 4dbis York New J dgssie Titanic =% 5 AL
[The great ship Titanic .. |~ —* =¥ o the J’L{“ 116 = ﬁi‘§°,“th?p§°“
loss of life.] 9-,‘ O,JPJI‘ « ‘.;wm C= ‘L_JL . *66.&& Jff’ ’ ‘__UJS ¢
|85 watertight ¢l oy 2 i U8 el gl b gria

.34 impossible s eldl e SR an
2= paragraph: Sohuay pahaal dlad g W 3 @ ole OIS sy e o |
mais c’est LX) |ske North Atlantic o i e de gias

[Four days ... Tost.] W dagals gy il e s o gmanslad | ctrop tard

b Leniial B AL L ay e G e capitaine Jl | saau S ol
Jilu gll ¢l gila beaucoupu.n\.ﬂ‘ F L il 98 5 <3 a3 il Ll

_ .

Task One: Predicting: Read the title of the text and try to find out the main

ideas the text discusses.

Strategies used for redicting:

- Integrating background 4ialiay cuad LY didull 2 ma Calaatud ) gudl :‘L“.u-l“- Ga.
knowledge. Aldsypa e

- Finding key words. Apalie 4alS JS5 L) 4al€ e OsSL ol gindl SUAS -
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Task Two: Skimming: What is Titanic?

Strategies used for skimming:

- Re-[‘eading_ c..aﬂ g:dl 3)5.&“ C|);:u.u‘ :UJ‘AA ?3 (a9 cdagd g ua.l“ be) )8 u.\:. Gaade | -
O il 2ae

- Finding key words. bateaud! e (U deall dydla ¢ ¢ Titanic A Gl <)
pele &b

Task Three: Scanning: - How many passengers were there?
-  Why was it regarded as unsinkable?

- Find in the text words / expressions that reveal the tragedy?

Strategies used for scanning:

- Re-reading, O ks e Jla gl 3615 i Jipudl 3 e dlad] olliS -
Aabaua a3 il ¢ i
- Guessing and rereading. O Cagh s f (S S g alll B g QIS L Jigudl S -

Lusla ¢ context

Task Four: Inferring: - To whom had the alarm been given?

- What the following words refer to in the text?

Strategies used for inferring:

- Self-management. S sl drailleur < gall i d Ll < je g paill e el -
Al 5l

Task Five: Guessing from the contest: Guess from this passage the meaning of
the following words?

Strategies used for guessing:

No strategies were unveiled because even in the pre-test, the answer was not provided.
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Student H

Question One: What do you do before You start reading?

puls texte lo duaati Lo Jd L “o VY dexte gaie 4 ala ‘iliS Hum, Ah
Clasla grie 1S Ny Olsiall (& 885 Jglas any Lasd <l gindl 1 s 5 YU dans quel sense?.. Jexs
.a‘ﬁd'waﬁai@sﬁudpwiewswcﬁwb%fﬁeh»
Question Two: What You normally do when you do not understand a part of
reading a text?

4 Y5 no one word or Words or even a passage «iaual o A e &5 s
. student’s interviewer
e B ol i () 5 bien sur s

What the text says What the student says

1* paragraph: S 1912 didl 4 50 gt g i g, Lald)
- Ok Gl 66 05 culs syl 1316 WA e e Jlads
gl 5 e LY il mais AT Le W jee Ly il | e

LoalASY e Lig)

S dnas g oullYl badl e dits ol bl &y e
directement 4ga sia <l Jhs e 5 20 o DAY & lia
Chs 4 i il (ST 5 e seadall dal
AL L Lia &, capitaine 3ol sk S ¢ ua g dans
3 g e AL LS cmialad @liite s L G gala
Wisibia Lo 2al5 1500 o Al

[The great ship Titanic ...
loss of life.]

2" paragraph:

[Four days ... lost.]

Task One: Predicting: Read the title of the text and try to find out the main

ideas the text discusses.

Strategies used for predicting:

- Using  background Bme e déjas @die Y o 5 el gl 5 < )-‘“-“*f-&ﬁ-
knowledge ALl
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Task Two: Skimming: What is Titanic?

Strategies used for skimming:

- Self-management. oaill & gy aag ol y ol gl b e -

- Reading with a purpose. <y dong ¢3¢l 38 (e (s jaall déja < e (A puisque -
gl cual il e G aagdl 5 |

- Linking sound with o aeiad J les scenes < S ol 85y (S B u) -
imagery. oaill aa agli 8 5 stalill

Task Three: Scanning:
- How many passengers were there?
-  Why was it regarded as unsinkable?

- Find in the text words / expressions that reveal the tragedy?

Strategies used for scanning:

- Careful reading. la source J s UL il suffit uniquement <l sall < e L -
s 4l palll 8
- Selective attention. sl s Juilla cud g text (4 passagerialS e <l -

Task Four: Inferring: - To whom had the alarm been given?

- What the following words refer to in the text?

Strategies used for inferring: No strategies unveiled.

Task Five: Guessing from the contest: Guess from this passage the meaning of

the following words?

Strategies used for guessing:

- Self.management. LSl ui ?'sJ UJAAM J\Aﬂ! gﬁ ég.:ﬂ\ Ul:« d‘}mﬂ Aa 93 Sdalie | -
Oliay AL aed g8l o Sl glae Hlaatul Gl gla done  dasle s
sl &\5 category t\ﬁ 3

Yet, the synonyms of the selected words were not correct when analysis the answers

of the pre-test.
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Student I
Question One: What do you do before you start reading?

_p]an &\5 Oidie Lo Ml 5 S8 s (gie L no ldeael Uilagd La coalas

Question Two: What you normally do when you do not understand a part of

reading a text?

-Itryto ... hm Jsi s May be i think about the meaning of these words.

_w‘,.nmh_i)muﬁJ.ﬁUYJ J&?'Wuﬁ)ﬁuy‘j

—

What the text says What the student says

1% paragraph: 1912 didl B &) 5158 e <l Titanic 3.8 Al

_ o Sl dls ) Jf i e duald) da S 1316 28 5cals |

[The gr.eat ship Titanic ... LA hadll e g
loss of life.]

2" paragraph: Jlad (o Saaaiall olaall & & ay ¢ Titanic GA oe ol oy J8

. Al Gk i g glace ot din el e adl Yl )

[Four days ... lost.] Jaalls aladaaWl cuiag J glatl digudl & DI g ecidant ¢ HIASYI 3|

s_\A..\! e‘.ﬂa.sa‘ |C:|Jmi Camans 5{%5 3 ca.\..gﬂ.u]‘ u.md g.\:\x.a.“ dg;}‘ uﬂ

< Titanic O Gl Cije | G i g GalSI | ol

o B0 g JBla 5l alad b ciall 3 ey 3

A2 1500 153 1 5eS Gl (sauver) |5 s saay

Task One: Predicting: Read the title of the text and try to find out the main

ideas the text discusses.

Strategies used for predicting:

- In the text, no answer to this question, since the student was not capable of describing
and narrating the event, through, it was felt from the researcher during the think-aloud
procedure thathe knew —» no strategy but could not express his thoughts.
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Task Two: Skimming: What is Titanic?

Strategies used for skimming:

< Integrating background O 45):‘ L dhaul g0 s Gl el A s Jlgadl 138 e cual -
knowledge. Al

Task Three: Scanning: - How many passengers were there?
- Why was it regarded as unsinkable?

- Find in the text words / expressions that reveal the tragedy?

Strategies used for scanning:

- Scanning when needed. pe Gl g laa paill @ @ (scanning ) 'zowall’ 4485 Cueadiul -
e e oS Al Gael g «JW1 Jigudl (o L 03¢y Jaef ) i
izl 13 e (] Jaal

-No strategy unveiled for VY. $oS P oAk IS s I3 ‘tragedy’ 4alS e i el al-
question 5 (Find in the text lalas 483 Waaic

the tragedy) since the
word ‘tragedy’ was not
familiar.

Task Four: Inferring: - To whom had the alarm been given?
- What the following words refer to in the text?

Strategies used for inferring:

- Self-management. Lske Talarme s logic <ilS muay daal y cilS L5 il Mal gré -
workers

- No strategy unveiled for
question 8.

Task Five: Guessing from the contest: Guess from this passage the meaning of

the following words? Colossal, flooded, faint.

Strategies used for guessing:
- No strategy unveiled. lalS) itagd L -
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Student J
Question One: What do you do before you start reading?

- Iread the title et w... j’essaye d’imaginer the subject that the text talks about which

will help me for to guess the general idea.

Question Two: What you normally do when you do not understand a part of

reading a text?

- I try to understand the general idea of each sentence in order to understand its

words.
What the text says What the student says
1% paragraph: 1912 didl (3 &) 508 00 Aga s ilS Titanic Aaball A

o s cilS Jale 891 (e (sSa allls 5 il 1316 Ledie Ll
[The great ship Titanic ... O datiadl e i€ delival clytt hm., shils Lasf Al

loss of life.] du tout &3

2" paragraph: e GO Sha b Bdall 3 dila T e o o e
AR AR 5 Ol g gaay Ll G5 3 o gMa 1 il
[Four days ... lost.]

Task One: Predicting: Read the title of the text and try to find out the main

ideas the text discusses.

Strategies used for predicting:

- Self-management. 9% () § g sall | gusani | e o)) giall 5l 5 S Cest normal -
oail e

- Integrating background i Titanic 48 (J dalSle o @i ¢ el y e o giall -
knowledge. el o Al il gles S jutal 33 & a5l
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The Students’ Verbal Protocol of the Pre-Training Phase

Task Two: Skimming: What is Titanic?

Strategies used for skimming:

- Selective attention. 4] )3 3 Jii.“ u_h: uniquement Sy

Task Three: Scanning: - How many passengers were there?
- Why was it regarded as unsinkable?

- Find in the text words / expressions that reveal the tragedy?

Strategies used for scanning:

- No strategies unveiled.

Task Four: Inferring: - To whom had the alarm been given?

- What the following words refer to in the text?
Strategies used for inferring:

- The first question was misunderstood, so neither correct answer, nor strategy
was applied.

- As for the second question (she / her — Titanic)

- Selective attention. Aed 8 saall Jaall 5005 51 uniquement | Toujour -
- Integrating background .She < ab gl 523 | sl car ¢ ship b 53 U gale -
knowledge.

Task Five: Guessing from the contest: Guess from this passage the meaning of
the following words? Colossal, flooded, faint.

Strategies used for guessing:

- No strategy unveiled. @t oalll (e pgati el padd i i jae Cilaua | gilS el
el

221



APPENDIX H:
THE STUDENTS’ VERBAL PROTOCOLS OF
THE POST-TRAINING PHASE



Appendix H: The Students’ Verbal Protocol of the Post-Training Phase

APPENDIX H: The Students’ Verbal Protocol of the Post-Training Phase

Here too, the students were required to answer the pre-planned questions, then
translate the text whereby to find out whether comprehension took place or not.
Student A
Question One: What do you do before reading a text?
L i Qpanaal) uadd i My | L gl 3l Aalidal) Al 7 ik g el 235 Je titre pgdi (e -
ozl o Ailen &b yua (HIS e ) Al i gkl g ol i

Question Two: What do you normally do when you cannot understand a part of
reading a text?
o RY) ( Lgagr B JalS 5 5811 Y 5 193 (ol Wl La ) gns AalS (hegiLadly) -
L i 0 ) o Gupdl ad Vg dddind 1) olaia¥) Ghid) ) irall dgaly gudi gl -
SYEC PR P LI

What the text says What the student says

1* paragraph ezl e aad sl 1 g paill e diegh L
When a bright woman....30 AN Dl aaly IS Jlalh 5 el 5 430151l
years of study.

2" paragraph oally a8 SV e Oy W Wl Leag s i s
Women.... throughout the Washington. 4,k clua e 13 e
study.

3" paragraph o a3 =3l e (Y g7 Gluad Sl s o

They tended ... their spouse. 48 3k dnsg QY o g8 amy LY s Lo

4% paragraph s 3l yall il sl alaid

But his studies. ... share

Task One: Predicting: Predict from the title the main ideas that can be found in
the text?

Strategies Used for Predicting:

- Reading the title (make - T'understand that the text is speak about marriage
reference) throughout these words: marriage, dimwit, brainier.
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Appendix H: The Students’ Verbal Protocol of the Post-Training Phase

- Identifying key words marriage systematiquement donc, 4l 44 yaill s -
Boally da ¢ Al B g3 Ll gy

Task Two: Skimming: Read the first sentences of each paragraph and find the

general idea that the text discusses.

Strategies Used for Skimming:
-Underlining and circling the key — 5aalyiles i eiiadl g5 i JS dus I ISEY) Lo ol -
ideas and the main information

-Summarizing. daal g dlea 8 lghiadl o5 58 J<I 4o I sy e i
-Self-management Ll dlaall Laia Gl Ay 5 ey il |78 @S (o i e

L_um‘ l.e.\*.‘c t:iéa;:! a‘JQ_}

Task Three: Scanning for Details : After reading the text carefully, list the

different phases the couples go through during their marriage?

Strategies Used for Skimming:

- Scanning when needed gl Sl s € 3 5 Caady Ey b
- Re-reading. Boa e K&y AL
- Selective attention. total description L J hla U 5 6 directement G-

PRI 1 N2
Task Four : Inferring: Do you think that the writer is totally right? (Read the

last paragraph). If yes, why? If no, why? Summarize the text using your own words.

Strategies Used for Inferring:

- No strategy unveiled since these questions were misunderstood by the student.

Task Five: Guessing: Guess the meaning of the following words from their

context: sharp, blonde, dumb, intellect, trait.

Strategies Used for Guessing:

- No answer neither strategy employed.
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Student B

Question One: What do you do before reading a text?
-There are many kinds of plans to do before reading a text:
- Read the text carefully.
- Iselect the key word of the title, for example:
Marriage Can Make Mimwit Brainer.
A 51085 e S Gl 1 ) il Ui ot ) S 3 e 5 i Ioa o siall s
-I try to understand this key word by returning to my knowledge, and reread the title

many times to better understand.

Question Two: What do you normally do when you don’t understand a part of

reading text?
- When I don’t understand, I read and reread the section that contains this word or
words.
- I make self-questions and to answer them.

- IfI'really don’t understand the key words, I will return to the dictionary or teacher.

What the text says What the text says
1* paragraph When a clever woman marries a stupid man, she will
When ... 30 years of study. bfe as his W, hum, U a5 . . w, bien sure, ¢’est
vise ver ¢a.
o paragraph Also, hum, when woman marries a man who have

better level than her, she gets the intelligence, and if

Woman who ... .throughout .
she marries a man who have worse level she gets

the study

stupidetly (sLe).
3" Paragraph Mo Jila3 Lagila] i soladl A8 & (U 6 (o g i Lodie
They tended ... spouse. pe e Qugaing Gl 5 958 “’:fi%hﬁ :‘:j_t
4th Paragraph Lo g0 s O 0SS (Jaa gll 4 3 g 301 (S
But..Schaie. for (ixe lia Cua s for better or for worse 4a_lall

B e puig By At gl
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Task One: Predicting: Predict from the title the main ideas that can be found

in the text?

Strategies Used for Predicting:

- Integrating  the  background - the first answer that I can find my knowledge help
knowledge. to know and what the topic of the text is o/ i L J4d

Task Two: Skimming: Read the first sentences of each paragraph and find the
general idea that the text discusses.

Strategies Used for Skimming:
- Skimming as needed and self- .zls3ll oo Ly b <bie puisque oalll Cadly ey i

management BSAN A8 delpall S0 (il 5y ol Gl
- Identifying / circling the key peabiadl cilaSll ed J S8 e gall o i jida-
words A Jsen gl

- Skipping / ignoring unnecessary <lee 342y 5@ JS) 5 S8 clSE B awamie Lo
details. Al deluall

Task Three: Scanning for Details : After reading the text carefully, list the

different phases the couples go through during their marriage?

Strategies Used for Skimming:

- No answer and nor strategies used.
Task Four : Inferring: Do you think that the writer is totally right? (Read the

last paragraph). If yes, why? If no, why? Summarize the text using your own words.

Strategies Used for Inferring:

- Rereading. Bl gaa e 815 SN T i e 98 538 &l e Gl Ey -
B3 g8 Hd da yall ol LS

- Summarizing + note taking pel SO SIS cilee Cude p il pall cuadl -
A2 a5 EuS Le 33 my own style cilaat L

Task Five: Guessing: Guess the meaning of the following words from their

context: sharp, blonde, dumb, intellect, trait.

Strategies Used for Guessing:

- No strategy unveiled, because the words were unclear.
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Student C

Question One: What do you do before reading a text?
-I read well the title word by word and try to check about their meaning ..hmm, 335 | in
this case I normally understand the text not totally but few because the main step to

understand the text is understanding the meaning of the title.

Question Two: What do you normally do when you don’t understand a part of
reading text?

- The way which I do it each time is “rereading” It is the best way to understand the

ambiguous texts, and if I repeat the reading and the same results, i.e. I can’t understand I

search about the difficult words may be for defining them, sometimes the title is the main

way to get the general idea. I think that anyone can understand all the text word by word

especially the students so they return to search like I said above about the ambiguous

expression or words.

What the text says What the text says

No single word was uttered concerning the content
of the text.

Task One: Predicting: Predict from the title the main ideas that can be found

in the text?

Strategies Used for Predicting:

- Planning ahead. S o O Sy Maaay e titre e Sy texte 5B Lo Jd-
o E3 .y > . - - :
o8 L Js texte agdd L (el &;é &l glaslll
- Key words. - I understand that the text speak about the marriage from the
title because when I understand directly that the marriage is
the topic of this text.
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Task Two: Skimming: Read the first sentences of each paragraph and find the

general idea that the text discusses.

Strategies Used for Skimming:

- Rereading. - I can answer about it because of rereading.
- Finding key words + ignoring -1 look for all the ideas that contain the word
the unnecessary details marriage 4l JS8Y Clalady

Task Three: Scanning for Details : After reading the text carefully, list the

different phases the couples go through during their marriage?

Strategies Used for Skimming:

- Highlighting important information - hum, OK always from the text I pay
(by underlining, circling ...) attention to the key ideas and pgle s

- Selective  attention + careful L Gl g 230001 558l directement Cudia . 1 -
canning. ;
SeHtning A gl

Task Four: Inferring: Do you think that the writer is totally right? (Read the

last paragraph). If yes, why? If no, why? Summarize the text using your own words.

Strategies Used for Inferring:

- Summarizing. - I summarize the text... ... hum 134 to refer to my
understanding and using my style to summarize

Task Five: Guessing: Guess the meaning of the following words from their

context: sharp, blonde, dumb, intellect, trait.

Strategies Used for Guessing:

- Inferrin:using available information —contextés e BUIYI el gdla 335 adl o fasd &l

to guess the meaning of new terms. B staall Sl 5 sl ol S isle
- Translation: using the first language S L 83Ul Gy 55 WS rtoutsu <lalSll any Cragh -
as a base for understanding il agdi (I Aalu cuilg origin nLati adie il 3
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Student D

Question One: What do you do before reading a text?
- First, 1 read the title and try to select the key words and using my previous

knowledge and imagine what the text speaks about.

Question Two: What do you normally do when you don’t understand a part of

reading text?

- After reading the title and selecting the key words we must write the principal ideas
the text bases on and underline the words that are not clear. By using background or
the words that is similar to translate and scanning the principal ideas by reading a text
carefully and slowly, at the end I try to ask some probability to answer questions and

summarizing the text and try to imagine.

What the text says What the text says
1* paragraph G Lo Cpuaal Y Lgia O )5S U e E 9 8l AT Laxie

When ... 30 years of study.

Ay (35S0 agliliy  Babanadl L J g o

2" paragraph
Woman ... throughout the

study.

Sl i oS ST S G JF S5 0 78 dd S -
s el 3 e

3" Paragraph
They tended ... on their

spouse.

S5... Laguany S (il 0 36 T3R8 Jal ey an g 3 ey 8 -
S Sy okl s Al Oy CRYI g 610 shead
Aa il 5 gad Jlikay)

4th Paragraph

But he studies. .. .schaie.

paragraphe Ja
haall 2585 ) g DA ) B Lo il e cangi Ml
o) Yy Gua ]

Task One: Predicting: Predict from the title the main ideas that can be found

in the text?

Strategies Used for Predicting:

-Using background knowledge: I use the background from the title to understand it and

try to what the text speaks about.
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- Using background knowledge -1 use the background from the title to
understand it and try to what the text speaks
about.

Task Two: Skimming: Read the first sentences of each paragraph and find the

general idea that the text discusses.

Strategies Used for Skimming:
- Reading with a purpose il pall déja w5 U L e w Gangdl dlle déja Sui-
ol sl ) déja gl Jia g

Task Three: Scanning for Details: After reading the text carefully, list the

different phases the couples go through during their marriage?

Strategies Used for Skimming:

- Selective attention. Al Bl e J Y yniquement Sy b
- Key words. - I read the words /expressions which have aim relation o
question.

Task Four: Inferring: Do you think that the writer is totally right? (Read the

last paragraph). If yes, why? If no, why? Summarize the text using your own words.

Strategies Used for Inferring:

- Self-management. -I try to understand the opinion of the writer to express
my opinion. For example I am against and not why

- Selective attention. Al sl e &AL

-Finding key words /  Agila) 3aiay gl (iapaaie GG Al syl e @ u.uua et R
expressions and ignoring ‘= ls% I NI e @S, bien sur o pall 8 & i
unnecessary ones uaill

Task Five: Guessing: Guess the meaning of the following words from their

context: sharp, blonde, dumb, intellect, trait.

Strategies Used for Guessing:

- No strategy unveiled: I can’t find the equivalent of the words.
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Student E

Question One: What do you do before you start reading?
- Eh... texte e iisSi e (S, donc, la premiere chose: I read the title of the text and try
to understand it by remember what I know about this topic that talk about. It means

that I try to give some information about the title.

Question Two: What do you normally do when you cannot understand a part of
reading a text?

- Iread hm...the text 333 53 4 and I select the key words, then after I focus on

them.
What the the text says What the text says
1st paragraph U Sl 54888 1l g5 gl e S5 aal g Can g 33 Byl U
When abright... .30 years of
study
2" paragraph No a single word is uttered

Women... ... study

31 oaragraph e gl gl o 7 Zling 3l $U At Cayay GEL Ja )
s le couplelsS (s giudl Lagpad (gghwe €I CaliKy)
Jeidire cest a al.. Al e gadiay g JibYI 4,8, (s
3 dal e 5sale couple (ol Gl Loy againnd 5 0 cd

They under... ..Their spouse

zla3
4" paragraph Yy deamddl yud J o od Gl Cla e a9 I
But he studies... .schaie. dall (pile 5 ¢ sl

Task One: Predicting: Predict from the title the main ideas that can be found

in the text?

Strategies Used for Predicting:
- Self-management + selecting -1 know that the text talks about the marriage
key words. because first: I saw the word marriage in the title,
and of course that it will be talk about the
marriage.
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Task Two: Skimming: Read the first sentences of each paragraph and find the

general idea that the text discusses.

Strategies Used for Skimming:

- Scanning. - Hear if you read the text carefully you will find
the answer.
- Finding key words. - Puisque the text talks about the marriage,

donc..hm j’ai choisi que les element
necessaire pour bien repondre.

Task Three: Scanning for Details: After reading the text carefully, list the

different phases the couples go through during their marriage?

Strategies Used for Skimming:

- Selective attention. Cyf S bl Sl S N 5 N et 5 g oS5 debut Ciagd -
Jiasiel ) b . zlsl & stage & gl
- Re-reading. BB Caagh 5 5had (e Jladi iy B LSl S ) -

Task Four: Inferring: Do you think that the writer is totally right? (Read the

last paragraph). If yes, why? If no, why? Summarize the text using your own words.

Strategies Used for Inferring:
- Self -management. L0 3 a3V el priialal 5 QLT Y 5 Lielis (gl gulani Lia gl oS-
0S5 S Al AT Y 5 gl ya S8 dasia g (il yagis 415

Task Five: Guessing: Guess the meaning of the following words from their

context: sharp, blonde, dumb, intellect, trait.

Strategies Used for Guessing:

- Transfer. intellect s blonde pedsnai déja Lwisills done b agelii iadl -
:\...a\.i..“ :\:\L:- uaﬂ\ ga G;Z:“, b|) UAJ‘ gﬂ_,.:\.b AN
- Self- management. Lawy (A sl daall 55 ol Ao S Udaey 3l

5 salali Lo Ugee 1Sl N hla e lll @ Cwgd whenever
suiad (2ile ol gall ganai gals (i W18 diretement
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Student F

Question One: What do you do before reading a text?
- The kinds of plan I will take before a text are:
- Key words, underline them.

- Back knowledge (i.e. background knowledge).

Question Two: What do you normally do when you cannot understand a part of
reading a text?

- I will ask the teacher or refer to the sentences before the words that I can’t understand.

- Discovery, explanation of the words, rereading, guessing the meaning from the context,

self-questioning, we can also a table 48 I 2 parts: 4l contains que les idées

necessaire z s M s of course JSEY! (e iy

Also (le i problematic.

What the text says ? What the students says ?

1st paragraph Jama Plia dal gz 535 2 Vs Ay 12 2 dasll 7 o 30 Lesie

When a bright... .30 years of R
488 55 el Giadlay e da bl S

study.

2nd paragraph Tosaa Sall g4ie pa gl dal g 538 S

Women... ... study.

3rd paragraph No single word was uttered

They under... .. Their spouse

4th paragraph dagdl Alibied Uil piaysizly )
But he studies. .. .schafie

Task One: Predicting: Predict from the title the main ideas that can be found

in the text?

Strategies Used for Predicting:

- Self-management titre — < e -
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Task Two: Skimming: Read the first sentences of each paragraph and find the
general idea that the text discusses.

Strategies Used for Skimming:

- Self-management. -1 could understand each sentence of the
paragraph so I can give the general idea.

Task Three: Scanning for Details : After reading the text carefully, list the

different phases the couples go through during their marriage?

Strategies Used for Skimming:

- Re-reading Gl yhad Bae aill Cy
- Selective attention. directement <d e Lbla troixieme J <y 8 A Ua -

Task Four: Inferring: Do you think that the writer is totally right? (Read the

last paragraph). If yes, why? If no, why? Summarize the text using your own words.

Strategies Used for Inferring:

- Using linguistic knowledge. peiaald <SS g aill o peite Jalddl e oS
ALY e qglad & a8 déja il

- Summarizing. -1 took the most important ideas to summarize
the text.

Task Five: Guessing: Guess the meaning of the following words from their
context: sharp, blonde, dumb, intellect, trait.

Strategies Used for Guessing:

- Using the text around them to figure 1 try to read the sentence before and after the

out. words In order...hum... ... oL I look the most
important idea to summarize the text.
- Self-management. il u=il 5 i Plusieur fois 335 3wen plus de ca -

S 5ol agd sl of 8 gudiai faut toujours
directement dictionnaire sleaiuwi Llic Ligsi geads
O smal 90ils sinon

- Knowledge Transfer meme intellect, WS &gl mais pour trait-
bla agi je déja duai il A siw 350 blonde
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Student G

Question One: What do you do before reading a text?

- Before reading a text and we have a title we select first key words.

- After hum... c’est a dire g"‘u ah, try to use our knowledge about the subject.

Question Two: What do you normally do when you don’t understand a part of

reading text?

What the text says What the text says
1% paragraph elsils gl ol o s bl B Cuagd palll e allad 3ay 00
When a bright ... 30years A pang 4ol i o da g M e g M S IS, 150
of study

2" paragraph
Women... ... study

3" Paragraph and 4th The diffirence phases couples and in the last paragraph
Paragraph the writer gives

, his apenion about her effect on her husband.
They under.....Their

spouse

But he studies. .. .schaie

Task One: Predicting: Predict from the title the main ideas that can be found

in the text?

Strategies Used for Predicting:

- Circling key word -before I read the text, I try from the title about
what the text talks about.
- Using background knowledge - I select the key words and our knowledge about

the title so I can understand what the text talks.
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Task Two: Skimming: Read the first sentences of each paragraph and find the

general idea that the text discusses.

Strategies Used for Skimming:

- Selecting key words. il lo Sl Lpa il ) dalind) el Jle Gukd
- Self-management. skimming &8l yiuf J & (il 5 138 lala Gadly il &y 5o

Task Three: Scanning for Details : After reading the text carefully, list the

different phases the couples go through during their marriage?

Strategies Used for Skimming:

- Scanning: finding key ideas gl Y e paill 8 @ oy U e Sall EuglEl -
- Ignoring unnecessary details Al (ilading I Jaalill au méme temps alalas -

Task Four: Inferring: Do you think that the writer is totally right? (Read the

last paragraph). If yes, why? If no, why? Summarize the text using your own words.

Strategies Used for Inferring:

- No strategy unveiled.

Task Five: Guessing: Guess the meaning of the following words from their

context: sharp, blonde, dumb, intellect, trait.

Strategies Used for Guessing:

- Reading the section around the -to um... find the answer I try to know the

words to figure their meaning meaning of them by the following or preceding
words or my knowledge about them.

- Knowledge transfer il Cua e agilen yi g dgui il ol | en i e -
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Student H

Question One: What do you do before you start reading a text?
}‘)’ﬁud.ﬁuaﬂl dﬁg.mbgji‘)ﬁggﬁ&\e@uﬂdbﬁﬁd}h}keywordsd\ Caal O plass

Question Two: What do you normally do when you don’t understand a part of
reading text?

Wany ) I nall Ci gl diald Ui muaawy,gﬁ3¢;ﬁmé,uds 1R 135 8

A (il G La Y AL 1l gl il 13 (e UiSAfg inal fia A5 Gu3ad g el of i

A P (o oy dylanl IS g Al gk Ll IS (s s Wadny (8 Al ¥ g Al ¢,

Al gy palll pgds

What the text says What the text says
1* paragraph Sl ol slne (8 (3535 Cagus Wi Ll Ja )l 7538 < 4l 31
When a bright ... 30years il o gl @S g S il
of study.
2" paragraph T osSall p 483 (o (a Ll ) Canal S5 ) 7 533 LS Bl
Women... study.
3" Paragraph G g7 dayy aeie 2aly IS Tpadd e oy giny —
They tended ... .spouse st Gt Osomi 3V J 5l 553 S b 1S ¢ saly

o e B laew G5iS ag 3l A B el i 3
30 S e el S5y s ahIVY 55K S Babau B 5,
305 pa 3y

4th paragraph

But his studies... Schaie.

Med ) DVl ohe Lemg Do ) b Aag 3 o Jgii 420 Ay
responsable ol (A g3l il mamia (uSally ¢ gl

Task One: Predicting: Predict from the title the main ideas that can be found

in the text?

Strategies Used for Predicting:

- Rereading e B Ol giall Cuy B Aladl i
- Using background knowledge e Ailu il gladll pla iul clgla g -

237



Appendix H: The Students’ Verbal Protocol of the Post-Training Phase

Task Two: Skimming: Read the first sentences of each paragraph and find the

general idea that the text discusses.

Strategies Used for Skimming:

- Self-management. el Gl &b e

- Rereading, Bl 08 e fel Guiaig e (i lali + dida 5ol i -
AW g sl I aale o pall Gaagy

Task Three: Scanning for Details : After reading the text carefully, list the

different phases the couples go through during their marriage?

Strategies Used for Skimming:

- Concentrating on the key ideas. il s¢l_iy jalll 1l gl e LY Ji 4 cadie)
Ay Cila ) 4 L

Task Four: Inferring: Do you think that the writer is totally right? (Read the

last paragraph). If yes, why? If no, why? Summarize the text using your own words.

Strategies Used for Inferring:

- Self-questioning B e ol Sl (67 B G s il gy -
- Selective attention O (S e g Ol gall 2 5 50 G Jlali 5S4l &y b puisque -
_@\J A4l

Task Five: Guessing: Guess the meaning of the following words from their

context: sharp, blonde, dumb, intellect, trait.

Strategies Used for Guessing:

- No strategy unveiled.
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Appendix H: The Students’ Verbal Protocol of the Post-Training Phase

Student I

Question One: What do you do before reading a text?
- Iread the title and try to imagine through it.

Question Two: What do you normally do when you don’t understand a part of
reading text?

- Iread each sentence and try to understand its general idea in order to understand its

words.
What the text says What the text says
1* paragraph § S8l ol siune (8 sl Sall Cimaza o s A3 5 ] g 35 Laic
When a bright ... 30years Lelal) s sty (b zial Sl 2 da s Rd) 3 all cal< 1y
of study.
2" paragraph Ll ) Mgy 54l Cum aill plad laidl g mala (0 H3la 2SI Sl

Gl i) adl (B g3l B B i agy S 175 e
i gl (a8 Dada kY1 Ay 5 W L agila e Y
B3 JabYl S W G gany sy 8 AU e opla
3" Paragraph $ N udiay SO
They tended ... .spouse

Women... .study.

4% paragraph
. ) = w o T ho w-s g O - 8 & a”‘ 3
But his studies... .Schaie BR 58 Haa G (us Al

Task One: Predicting: Predict from the title the main ideas that can be found
in the text?

Strategies Used for Predicting:

- Planning ahead <l parceque glal Gl ¥ pall ed 2 -
A’y 31 s e Jt paill ISH agill Y Jua 53 (34S un plan
O sinll A glia 36l oo

- Activating content schemata Gpadl Bjaa B guie J Y #0406 Cule Miaay -

oalll (& Ayl Gl ey 1y
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Appendix H: The Students’ Verbal Protocol of the Post-Training Phase

Task Two: Skimming: Read the first sentences of each paragraph and find the

general idea that the text discusses.

Strategies Used for Skimming:

- Self-management sl Cal Jigull agh 1) Sl Gjlad e JE dde gl Caagd -
- Skimming sel s il palll 3185 paill e ale i U gty @S 33LY Gl 55 LS -

Basio oo s Gialiogl b g it i A Al

Task Three: Scanning for Details : After reading the text carefully, list the

different phases the couples go through during their marriage?

Strategies Used for Skimming;:

- Selective attention. dede 552 ) phases &l &gl b &b e puisque -
Al b 48R directement L 5l i o s g 3

- Ignoring unnecessary (el Ji texte <y fian apililad e il o <% 2 donc -
details.

Task Four: Inferring: Do you think that the writer is totally right? (Read the

last paragraph). If yes, why? If no, why? Summarize the text using your own words.

Strategies Used for Inferring:
- Selective attention. 50 0 Jad G g el (e Caegdl il L (o e -
s ¢l @Q@tﬁ!zﬂsﬁgﬂa&m;)}

Task Five: Guessing: Guess the meaning of the following words from their

context: sharp, blonde, dumb, intellect, trait.

Strategies Used for Guessing:

- No strategy unveiled.

- Knowledge transfer. RO Ly <l e s palll &y 8y 2l Ay sl cilalSll &y -
A AL deigd intellect s blonde & & il Tl Agagdi
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Appendix H: The Students’ Verbal Protocol of the Post-Training Phase

Task Two: Skimming: Read the first sentences of each paragraph and find the

"‘me-m.,_{ -

general idea that the text discusses. * el ®, ;,_’j :“"":":f:,,
=L 45
Strategies Used for Skimming: L) il e,
- Self-management. Gl aall I &8 e s skimming 45 Cuwidiuf -

2y lall 3gh o ol

Task Three: Scanning for Details : After reading the text carefully, list the

different phases the couples go through during their marriage?

Strategies Used for Skimming:

- Careful reading and rereading 4 Cueadiul scanning 3 s (e Jad e 44 8 Edgle 4o

Task Four: Inferring: Do you think that the writer is totally right? (Read the

last paragraph). If yes, why? If no, why? Summarize the text using your own words.

Strategies Used for Inferring:

- Self management Hga e 0S8y el adl (il sl gl 2685 11 faut -
= Rereading g el g.‘.t ;ﬁ\g\ ;ﬁ‘)&‘, ).:J..\; ( KS...uM HEt g.w[) &_u.msm
en particulier 5 e (e Jladi &y Laday 3105 clina e
(4)As s il

Task Five: Guessing: Guess the meaning of the following words from their

context: sharp, blonde, dumb, intellect, trait.

Strategies Used for Guessing:

- Knowledge transfer Croels trait (iny dumby sharp ol d g -
Ol a8 52 (G RIA ) (0e Reiegd B sAlY
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Appendix H: The Students’ Verbal Protocol of the Post-Training Phase

Student J

Question One: What do you do before reading a text?
o8 Lo Jd alll dsn ol 45 _Sall @35 O (383 il g agdl & la g key word Ul e & o

Question Two: What do you normally do when you don’t understand a part of

reading text?
oaill Gi sk Ge guesssing the wordduii (3 5k e Leagh Jglal dals Ciiagh L 13) -
dictionnaire 3 Jlaghi b Sy dla 3aly o ud s (hegiile &5

PP PRVE PP
What the text says What the text says

1" paragraph gj,uugm"gsﬁaag;,@ahu,c,ﬁ;sssfgs
When a bright ... 30years A
of study.
2" paragraph @ o G0 Lo Lo kel Ml sl g o2y 408 , dala 503 4 13
Women... study. i A5
3" Paragraph O il g da gl il 5 JL@ J..u PR )m (,u; 350 oS
They tended ... .spouse G M O palill I35 5l 35855 @ 55 é-;ﬁ:ﬂ
4™ paragraph
But his studies. .. .Schaie . )

Lo dally el ¥ calall S 1 g0 1 sl o 5 Ayl o i

Task One: Predicting: Predict from the title the main ideas that can be found

in the text?

Strategies Used for Predicting:

- Key words ey il (8588 T Al S e &yl
- Using background knowledge Eome Aol g £ pagall Mo e Gayar il &33-
YT
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Abstract:

The present exploratory research work endeavours to elucidate the major effect
of an explicit and integrated instruction of metacognitive reading strategies on
learners’ EFL reading proficiency and strategy use. Yet, since the Reading
Comprehension module is solely implemented at first-year level, the researcher has
chosen ten studerits by random selection studying at the Department of English in
Abou Bakr Belkaid University of Tlemcen.

Résumé:

Ce travail de recherche tente d’élucider 'effet majeur d’un enseignement
explicite des stratégies métacognitives de compréhension de 1’écrit sur les
apprenants afin de développer leurs compétence:. Du fait que l¢ module de lecture
nest enseigné qu’en premiére année de licence, nous avons sélectionné  dix

étudiants du Département d’ Anglais de I’Université Abou Bakr Belkaid de Tlemcen.

. - ‘

g i o3 g L Tt ) Selpall sal e gl planf (Y Jad 13 gy
SAEY) a3 gy gk e cpalaiall e Sel Ayl el 5 le Clinsl il g 4 yual
LS il S5 om0 Al (190 i) (on LM B s e L) oy 4 in
Saaall I (ae QalEl Aales LS4 gae 5 Bel il JSUia g g grac 3 pma Jal e A
AgiaY) Cladll dgades L

Key words: reading comprehension — metacognitive awareness — think-aloud —

reading strategies — language learning strategies — first year EFL learners.



