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Despite all the efforts and time consumed by teachers in the E.L.T

process, learners still display a low achievement in the English language
use. For this purpose, the current research attempts to reveal a clear
picture of E.F.L teaching, pinpointing the difficulties encountered in
reading comprehension with reference to first-year university students at
Abu Bakr Belkaid in order to propose remedial activities that suit not
only their level and interests but also compensate their lacks and

weaknesses in reading comprehension.

The present work is devoted to an assessment of the importance of
careful instructions and purposeful practices through -an exploration of
the process of reading academic text passages socioculturally loaded in
English as a foreign language. It undertakes a classroom investigation at
the level of first-year students in the department of English at Abu Bakr
Belkaid University, Tlemcen.

This study aims first at investigating some of the learners’ needs
and difficulties, to display the contribution of literary texts both as a
linguistic and sociocultural referent of the target language in order to
develop the students’ metacognitive reading strategies. In other terms, it
examines the correlation between the introduction of literary texts and
the reading strategies to achieve better progress in reading

comprehension both as a process and a product.
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The First Chapter presents a reading survey on the main aspects of
the reading process and its relationship to the selection of texts and their
contribution in the fields of language teaching and language learning. It
will begin by providing an introduction and working definitions for

language learning and use strategy terminology in this context.

The Second Chapter provides the reader with a general description
of the target teaching /learning situation of the case under investigation
before it gives a detailed account of the subject method, procedure and

material used in this study.

In Chapter Three, the researcher proceeds to a direct reading
strategy instruction. An example will be given of how these problematic
issues are dealt with, through a programme of metacognitive strategy-

based instruction at the university level, and describes its results.

Finally, chapter Four examines the problematic issues that have
arisen in the learning strategy field in general and the reading
metacognitive strategy in particular, with the suggestions of a set of
reading directives and reading activities as strategies for change for the
sake of affording a remedial work. The study draws pedagogical
implications and provides recommendations for future research into the

process of reading literature in a foreign language context.
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General Introduction

GENERAL INTRODUCTION

Within the field of EFL education, various investigations have
been carried out for the purpose of revealing the pedagogical issues that
learners encounter throughout their studies. The results gathered from
those experiments have shown that learners’ weaknesses are mainly due
to the unsuccessful equal considerations of all the four skills: listening,

speaking, reading and writing.

While reading has not been given sufficient attention, particularly
with regard to EFL reader’s meaning-making, it is well-known that much
knowledge can be gained through reading. However, before one may
benefit from such a source, he should first learn to read systematically
and with full comprehension. Therefore, reading is viewed as a two-fold
phenomenon involving both a comprehending process and a
comprehension product. The experience of reading provides an
opportunity to explore and relate to a wider world than one’s own. It
extends social, cultural and academic horizons. In addition to this,
reading is also probably one of the most necessary skills a student will

need to succeed.

The ability to read academic texts seems to be one of the most
important requirements that university students of English as a foreign
language need to develop. It should be noted that for the most part
reading instruction in the EFL university courses tend to focus on text
processing on the reader's understanding of the language of the text.
However, it is often observed that language university students display

some difficulties to understand their reading assignments handled in
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General Introduction

classroom, though they come with a minimum background in the field of
reading. This failure, evidently in reading with understanding, is mainly
noticed when students are required to deal with the comprehension
section of the text. At this level, being afraid to be evaluated by the
teacher or their peers, our learners prefer to sit silently on their chairs
and wait for the teacher to ask questions or for other students to start the

discussion.

Furthermore, many of the changes, that have taken place in an
EFL context with the relative difficulty of grammatical structures and
vocabulary, have been fundamentally motivated by developments in
linguistics. These changes have paradoxically taken place in the methods
rather than the content of teaching, underlying the choice of language to
be taught and its arrangements. Nevertheless, relative readability, which
has been traditionally measured through reference to word and sentence
length and complexity, or through the use of close procedure, is an

essential criterion for the selection of texts in the classroom.

Recent years, therefore, witness much more increased attention
given to the notion of genre in the area of language teaching and learning
in adult settings involving second and foreign languages. This idea was
first introduced in the area of ESP on the language of scientific research
reports, originated from the examination of children’s writing in
Australian elementary-school classrooms. In this sense, different theories
and proposals have been put forward to describe language in terms of the
choices a speaker or writer makes from the language system in particular
contexts of use. These choices are described in functional, rather than

grammatical terms.
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General Introduction

Moreover, particularly in an EFL context, the criteria of interest
and culture of the selected texts which may also provide learners with
access to socially powerful forms of language, in our secondary schools
and universities, reveal very little knowledge of reading as an interactive
process between the writer and the reader, though they are also strongly
influencing content selection. The cultural, social and affective factors
seem to play an important role in influencing the readers’ inflection of

text, whereas, teachers’ instructions generally rely on:

- Asking students to find the main idea.

- To read for meaning.

- To survey first, and then read carefully for the facts.

- To read critically,

- And to go to the library to read further in the area of their

interests.

Yet, what our students need, in fact, is not simply to know what fo
do but rather how to do it, and with which kind of material to do it in
order to develop the reading proficiency level they came with from their
secondary school education. To help students cope with the texts they
may encounter in an academic setting, reading skills and strategies are
first taught on the basis of simple texts and then on authentic reading
material. Consequently, discovering reading strategies used by non-
English students when interacting with an English reading text in an
academic context is the goal of their study, since our learners’ immediate

needs are EAP oriented, i.e., needs for the English language degree
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General Introduction

studies. Another goal is to enhance the understanding of the process of

their employing reading comprehension strategies.

Therefore, the present research is an exploratory case study that
seeks to show the importance of academic text passages, in terms of
fiction excerpts, as both a linguistic and socio- cultural referent of
English as a foreign language to develop some of the students’ reading
metacognitive strategies that may facilitate to them the process of
reading as a whole. Since for many years, texts have essentially been
used in language teaching for studying the language contained there in.
Whereas, these texts, i.e., academic text passages may contribute to the
development of reading strategies, and this is in what current studies are
more and more interested .(it should be noted here that the words

‘excerpt and passage’ will be interchangeably used through this work).

This investigation is but an attempt aiming at having a preliminary
idea about the students’ difficulties and lack, and then assessing the
contribution of academic text passages for purposeful practices in raising
the learner's metacognitive awareness, and thus developing his/her

reading strategies. The purpose of this research is:

a) First, to identify some of the learners’ reading difficulties and

needs in order to draw a broad profile of the class.

b) Second, to undertake a preliminary study of the relevance of
careful instructions and purposeful practices through academic
text passages socioculturally loaded, for instance in terms of

academic essays or fiction excerpts through new rhetoric genre
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studies which focus mostly on the social, cultural and
institutional contexts of particular genres, rather than on their
formal features to raise the students’ awareness of the reading
process and what it entails. Thus, the question is: how can
students learn from genre excerpts text-internal properties and
text-external features that might be explored for the sake of
raising the students’ metacognitive awareness and thus, for

developing their reading strategies?

—=

In order to get a reliable answer to this general question, the

following research questions were posed at the onset of this research:

1- What is the degree of the students’ reading difficulty level? Is

—

it a linguistic or a metacognitive one? And what repertoire of
strategies do EFL learners put to use when reading academic

texts in English?

2- What kind of texts do teachers select for their students? Are

they empathetic texts?

3- Do the features of the selected texts play an efficient role in

learning both the language and about the language? i.e., is the
text a linguistic and socio-cultural referent of the language

being taught?

4- Do the use and awareness of such strategies change after

receiving academic instructions?



f

—

General Introduction

The hypothesis underlying this investigation is that foreign
language advanced educated readers should reconsider the way they
approach the (reading of academic texts as regards strategy use and
strategy awareness. Consequently, it has been hypothesised at the outset

of the present research that in EFL academic reading class:

1- The students’ reading difficulty is metacognitive rather than
linguistic, i.e., students have been poorly equipped with the
kind of reading instructions they received before either at the

secondary school or higher levels.

2- Students are disturbed by the texts handled in the classroom,

i.e., they do not enjoy the teacher’s selected texts.

3- The selected texts in the classroom are of little reading

objectives, as they denote poor purposeful practices.

4- If teachers are purposefully involving students in the
development of their metacognitive reading strategies through

academic text passages, there might be a reading progress.

By means of a questionnaire, a proficiency test procedure and
interviews, the study explores the repertoire of strategies used by so-
called educated, non-native readers of English literature and their
progress in the use and awareness of those strategies after receiving
academic instruction. Therefore, this small-scale research aims at

studying the process of reading a literary text in a foreign language as
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experienced by university learners of Humanities, both at the onset of

and after their academic instruction.

The handling of this issue is embodied in four related chapters:
The introductory one focuses centrally on illustrating theoretical
points related to the reading skill, shedding light on the significance of
using metacognitive strategies in developing learners’ proficiency, as
well as raising their metacognitive awareness whenever they manage

their interaction with a purposefully selected written text.

The second chapter is an overall description of English teaching
with the focus on the reading skill. In this chapter the learner’s profile
and needs are analysed relying on two research instruments, the first one
being a questionnaire administered to first-year learners aiming at
reflecting the real picture of teaching/learning of the reading skill. The
researcher’s aim in selecting the questionnaire is to elicit the
learners’ weaknesses, laying stress on the metacognitive strategy
awareness. The second research instrument, on the other hand, is a test
designed for the purpose of measuring the learner’s progress, and
checking their abilities in applying the metacognitive strategies he/ she is

aware of.

The analysis of the learner’s questionnaire, interviews and tests
results in chapter three has helped the researcher elicit and analyse the
results obtained before, while and after the training phase. This was to
determine in chapter four specific suggestions for teachers and learners

as well as selecting remedial activities to cope with the learner’s
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weaknesses in the language teaching/learning process in general and in

the skill under consideration in particular.






——

LITERATURE SURVEY

1.1. INTRODUCTION
1.2. READING DEFINITIONS
1.3. READING AND TEXTS
1.3.1. Definition of a Text
1.3.2. Reading and the Importance of Text Selection
1.3.3. Reading and the Symbolic and Cultural
Representations
1.3.4. Reading and Purposes
1.3.4.1. Intensive Reading
1.3.4.2. Extensive Reading
1.3.5. Reading and Strategy Use
1.3.6. Reading and Speed Variations
1.3.7. Reading and Comprehension Questions

1.3.8. Metacognitive Awareness and Strategy Use

1.4. READING APPROACHES
1.4.1. The Structural Perspective
1.4.2. The Psycholinguistic Perspective
1.4.3. The Interactive Perspective
1.4.4. The Sociocultural Perspective

1.4.5. Towards a Competency-Based Approach

1.5. CONCLUSION



ey

" .

r—

T

’é’m

™

=

Chapter One Literature Survey

1.1. INTRODUCTION

This chapter is mainly concerned with the literature review of the
reading skill as an intricate process that involves both the writer as a
sender and the reader as a receiver in an interactive action where a
number of techniques and strategies are obviously required for a better
understanding of linguistic and sociocultural understanding of the target

language being learned and taught.
Current researches and renewed interests in language use have

supplied us with fundamentally different ways of looking at reading and

readers, compared with the traditional sentence-dominated models.

12
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Chapter One Literature Survey

1.2. READING DEFINITIONS

Reading as an interaction of activity of processes, beginning with
the lightning-like automatic recognition of words, seems to embark the
learner on a number of activities which can be viewed from a number of
different perspectives, including physiological, affective, philosophical,
educational, cognitive and sociocultural. From a psychological
viewpoint, reading as the ability to see words on either side of the point
at which the eyes focus is called ‘peripheral vision’. However, does

reading require only the visual reéognition of the printed words?

Admittedly, people understand reading as the fact of recognising
the printed words and decoding the message, so that when the mind
recognizes the word that the eyes see, comprehension takes place
instantly. As a reader of English, even with association between the
words that the eyes encounter on the page and its auditory sound, one
may feel at times that it is impossible to recognise so many words at a

first glance.

Later on, much emphasis has been given to comprehension of
structure and organisation, because being able to read by phrases
requires an understanding of what and how words go together
grammatically. For this purpose, students should steadily be trained to
make efforts to see in groups of three, four or five words according to the
kind of phrase or dependent clauses, in order to know which words are
grouped together meaningfully. Continued practice, of course, will
probably improve the students’ comprehension as well as their speed in

reading according to the purpose already set, and instead of responding

13
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Chapter One Literature Survey

to individual words learners will be responding to meaningful units of

ideas.

The appropriate structure of a given passage is often signalled by
expressions which link ideas together. These are generally called ‘textual
connectors’. They act as signposts to help the reader find the way

through the passage.

Different readers take in varying amounts of print at a glance.
There are those who grasp one word at a time; their eyes feed the mind
with titbit information. Frank Smith (1971) quoted in York;:y (1982: 02)
points out that: “The actual marks on a printed page are relatively
less important than the knowledge of language that a skilled reader
has before he even opens a book”. Whereas, each word is a separate
mental and physical effort, and cumulatively the result of such activity is

failure and loss of interest.

Others, on the other hand, scoop up groups of words at a single
glance, that is to say, their eyes travel across a line of print in three or
four jerks and then return along the blank alley between the rows of
printed characters to the beginning of the next line. Thus, reading
requires knowledge of how linguistic symbols combine to make words
and sentences in English, and what these words and sentences may mean
as a text message. In this sense, Venezky (1968:17) believes that:
“reading is translating from written symbols to a form of language

to which the person already can attach meaning”.
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What is more, one has to understand also that written language is
not simply a different physical realization of the abstract language
system, marks on paper instead of sounds in the air, but it is also
different in the function it is required to fulfill as a means of
communication. Many of the difficulties which face the foreign language
learner at a more advanced stage of reading comprehension have to do
with the fact that the communicative acts fulfilled by written language do
not usually have exact counterparts of those fulfilled by spoken

language.

For communication, and thus for suitable comprehension to take
place a strong association (common core) should be established between
the two interlocutors, i.e., the reader and the writer. Davies (1995:01)

defines reading as follows:

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 a writer who is distant in
space and time.

Reading is a complex process through which the reader is going
to use a number of techniques and operations to extract the message
from the text, amongst which I mention here, identifying; hypothesizing;
guessing; interpreting; and predicting and the other like related sub-
skills, in addition to the reader's background knowledge, physical

features of the text and the context clues to pick up from the text.
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This means that the meaning is not inherent to the text. Rather, it
requires a series of complex interactions to work out the information
conveyed. Broughton et al (1990: 90-91) report that the process of

reading is not a straight linear sequence:

The scope of the recognition may be large
scale or small and the correlations involve a
to-and-fro scanning between the text both
as a physical object and a linguistic object
and the meanings which it conveys. The
reader clearly brings his knowledge the
language and his knowledge of the word to
bear, he builds up expectations, he makes
predictions about what is to come and the
extent to which his predictions are accurate
is one of the factors in fluent reading.

Through such a discussion of the complex nature of the reading
skill, it should be noted that reading is an important creative task where a

number of sub-skills are all integrated together as one operation.

Thus, the process of reading, as to identify printed words, is
basically a matter of what the teacher does with his learners during an
early stage. Yet, this is not what is going to be investigated in this
research, but rather, concerned with developing the skills of the readers
who have come with minimum background knowledge from their

secondary school education.
Accordingly, reading does not stop at understanding words and

sentence patterns. Sentences are arranged in larger patterns in order to

present information in a logical way, because it could happen that the
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reader understands every word in a passage, but fails to understand the

message.

To sum up, the student has, first of all (during the 1* stage) to be able
to recognize written characters for what they are, and as a task, the student
must be aware of what it is he is about, and of the coding the student has
also to be able to connect the written symbols to what they stand for. At
another level (2™ stage) of structuring, by recognizing the written
characters as visual symbols, the student has to combine them to make
first words and then, sentences. Finally, at a last stage, that of
interpretation, those three stages might be related to three linguistic levels.
‘Recognition’ to the phonological, ‘Structuring’ to the syntactic, and
‘Interpretation’ to the semantic one. Similarly, the three stages in the
reading process are not discrete; there is a good deal of overlapping. As

Grabe et al (2004:14) note:

Reading for general comprehension
requires rapid and automatic processing of
words and efficient coordination of many
processes under very limited time
constraint.

Second language reading researchers distinguish between lower
order, or bottom-up processing, and higher order, or top-down processing
(Carrell, 1988; Eskey, 1988). In fluent reading both bottom-up and top-
down processing interact and complement each other in the attainment of

full comprehension.
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Several researchers (Bernhardt, 1991; Kitao & Kitao, 1996;
McNamara, 1996; Splosky, 1995) rightly argue that language assessment
is firmly grounded in current knowledge in language learning theory. A
great deal of research in both first and second language reading processes
has distinguished between lower order and higher order reading skills (see
for example, Alderson & Lukmani, 1989; Carrell, 1988; Eskey, 1986,
1988; Eskey & Grabe, 1988; Gagne et al. 1993; Grabe, 1991; Horiba,
1996; Hosenfeld, 1995; Tomlin & Gernsbacher, 1994).

Gagne et al. (1993) have subdivided the reading process into four
subgroups: decoding, literal comprehension, inferential comprehension,
and comprehension monitoring. The first two subgroups involve lower
level, bottom-up processing skills; the latter two subgroups involve higher

order, top-down processing skills.

Composed of automated basic skills, decoding is the procedure
whereby readers “crack the code” of print and make it meaningful. At the
level of literal comprehension, the readers use the knowledge attained
through the decoding processes to begin full comprehension of a text
beyond the word level. Literal comprehension is composed of two

processes.

The first is lexical access, and begins once the decoding process has
activated the word precept in long-term declarative memory. Since words
possess both denotative and connotative (or contextual) meanings, it is
through the process of lexical access that the reader selects the correct
interpretation of the word in the context being read. Selection of the

correct interpretation is dependent on the reader's store of declarative
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vocabulary knowledge. The second element involved in literal
comprehension is parsing, the process whereby the reader combines word
meanings throﬁgh the syntactic and the linguistic rules of the language to
achieve meaningful ideas. Both lexical access and parsing, which are
dependent on decoding skills, combine to provide literal comprehension

(Gagne et al., 1993: 269-275).

The third process involved in reading comprehension is inferential
comprehension, a mixture of automated skills, conceptual understanding
and strategies. Inferential comprehension is composed of three sub-
processes: integration. produces a coherent representation of a text;
summarization functions to provide the reader with an overall
representation of the writer's meaning which can be stored in declarative
memory; elaboration, the process whereby the reader brings prior
knowledge to bear upon the writer's meaning (Gagne et al., ibid. 275-
279).

The fourth and final component of the reading process is
comprehension monitoring, a mixture of automated skills and strategies.
The function of comprehension monitoring in skilled reading is to ensure
that the reading goals are being accomplished effectively and efficiently.
It is composed of four sub-processes: goal-setting, strategy selection,

goal-checking, and remediation or correction (Gagne et al., ibid. 279-

280). As Grabe (1991:378)) argues:

A description of reading has to account for
the notions that fluent reading is rapid,
purposeful, interactive, comprehending,
flexible, and gradually developing.

19
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Therefore, in the following section, we will see what a text is, and

its contribution to the teaching/ learning of reading comprehension.

1.3. READING AND TEXT

One of the most intricate tasks that face the English instructor, as a
foreign language reading teacher, is the selection of appropriate reading
passages. In reading, various views on criteria used to select such
passages have been recommended. Some of the criteria are on everyone’s
list and are obvious. Other criteria sometimes cause considerable
discussion. This is important, since one of the objectives of teacher
education is to encourage a re-examination of values about teaching

practices.

The purpose of this section is to present and consider seven factors
that have emerged from the bulk of the literature on reading. It is
important to note that these criteria are concerned with an intensive

reading programme and not with an extensive reading programme.

In spite of the textbook availability in an EFL reading programme,
the teacher often finds it necessary to use additional readings as
supplements. The articles in an EFL reader vary in suitability, and
teachers seldom feel that they cannot be selected or adapted to suit the
needs of their classes. Since the centre of attention of the EFL reading
class should be on some aspects of reading, the selection of an appropriate

reading passage is critical. If the passage chosen is inappropriate for
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whatever reason, the chances of success for that particular lesson will be

significantly narrowed.

As Johns (1994) believe that teachers need to stress the purpose the
genre serves and the context of production and interpretation of the text,
and to use this as the starting point for their discussion rather than
commencing with isolated features of texts. This is to enable learners have
a better understanding of how features of a situation, such as the
participants involved in the communication; the specific purpose(s) of the
communication; and a discourse community’s values, priorities and
expectations may impact the choices they make in the production of a

particular genre.
1.3.1 Definition of the Text

Language study has long been approached analytically. The most
important characteristic of these approaches is that they consider language
to be a self-contained system which is devoid from its pragmatic
environment. Moreover, language was conceived to be made up of parts
and the study of language meant the study of its parts. Such a view is well
illustrated in the traditional grammars so far written. To make it more
complete, the nature of language and texts, for example, is determined by
our view of reading. The traditionalists viewed the formal properties of
the texts as the core element to teach the grammatical patterns and
rhetorical structures. This means that the reader needs to be able to
understand the linguistic relationships between the different parts of a text

through the grammatical cohesion device of appropriate connectors for
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being able to read and understand the passage as comprehensively as

possible.

On the other hand, recent approaches to language have viewed
language as a synthetic phenomenon. In other words, to study a particular
language, one should take into consideration a remarkable number of
social, cultural, and situational factors that are assumed to affect language
use and its features. Therefore, the situational syllabus based upon
predictions of the situations in Which the learner is likely to operate
through the foreign language has proved great benefit. In such a view, not
only the linguistic code but also the knowledge of its communicative

values of the linguistic code in relation to its linguistic and situational

context is to be taken into account.

It is then necessary, at this level, to define the terms text, extract
and texture. One of the most influential definitions of a text is the one

provided by Halliday and Hassan (1976: 1-2) when they assume that:

A text is a unit of language in use ... and it
is defined by its size..A text is best
regarded as a semantic unit: a unit not of
form but of meaning. A text has fexture and
that is what distinguishes it from something
that is not a text. It derives this texture
from the fact that it functions as a unit with
respect to its environment.

In this vein, the notion of text is semantic rather than grammatical.
Despite the fact that a single sentence is always a grammatical unit and

semantically complete, forming a whole text, this is not obvious, and
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indeed rarely so. It gains meaning either from the situation in which it is

uttered or from the other sentences with which it occurs tied by texture.

The idea of texture has recently been supplemented by Halliday and
Hassan with that of structure: “Texts are characterized by the unity of
their structure and the unity of their texture” (ibid). Such quality has
as purpose to bind sentences into a text, and depends firstly on register,
the necessity to combine linguistic features in order to create meaning,
and secondly upon cohesion, the semantic (and in some cases lexico-
grammatical) ties between one sentence and another. In a literary
message, texture is much more likely to be created by internal cohesion
than by any reference to the situation in which the message is received.
The simpler solution seems to be the selection of extracts which are not so
packed with allusions. Yet, extract may be regarded as part of text, and
considered as artificially separated for purposes of quotation or study
from the other sentences with which,to a greater or lesser extent, it

coheres.

Texts are therefore better analysed in terms of their own
characteristics, for one may think that because it is a combination of
sentences, it should carry the characteristics of a sentence. Thus, texture
refers to a text with its related features. A variety of features have been
distinguished and defined by researchers with three diverse perspectives:
the procedural approach to text, the functional approach, and the schema-
theory approach. Of these three approaches, our focus centres on the third
one, i.e., the schema-theoretical approach. In this approach, the text itself

is not believed to carry any meaning; it is the text user who is almost
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responsible for the interpretation of the text on the basis of the clues that

may be found in the target text.

In this regard, another important component of a reading course is
textual analysis. It is a well-established fact that the capacity to read
efficiently depends much more on bottom-up skills, or textual properties
knowledge than on top-down ones (Eskey,1988; Grabe,1988-1991). From
this point of view, teaching students how to deal with formal properties of
texts' organization cohesion and coherence is of primary importance, for

instance, to accustom learners to recognize discourse markers.

According to Halliday and Hasan (1976:77), cohesion and register
assist us in creating a text. Register is concerned with what a text means.
It is defined by Halliday and Hasan as the “set of semantic configuration
that is typically associated with a particular class of context oV

situation, and defines the substance of the text.”

In contrast with register, cohesion is not concerned with what a text
means. Rather, it refers to a set of meaning relations that may exist within
a given text. These relations are not of the kind that links the components
of a sentence, and they differ from sentential structure. The discovery of

these meaning relations is crucial to its interpretation.

This means that a text is apparently coherent and counts as being a
text when it has structure in a manner that the sentences are well-ordered
according to a recognizable chronological sequence and with respect to a
close relation of cause and effect, and it has texture in that there are

linguistic links between sentences.
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Carrel and Eisterhold (1983) consider language background
knowledge an important factor in comprehending a text; they express this

importance as follows:

Efficient comprehension requires the
ability to relate the textual material to
one's own knowledge. Comprehending
words, sentences, and entire texts involves
more than just relying on one's linguistic
knowledge. ‘

This is why a text cannot be considered only as a set of
grammatical patterns and rhetorical structures; it is also a message to be
conveyed, and it interacts with the writer's society and culture. In this

sense, D. H .Lawrence asserts: “do not trust the author. But trust the

tale.” !

In addition to this, most students need much more help than simply
giving them the text and telling them to get a move on it, and then answer
the questions, if they are to grow into effective independent readers.
Before students begin to read a text, the teacher can do quite a lot to make

their task more explicit and their way of tackling it more effective and

enjoyable at the same time.

1 See MILLIGAN IAN: the English novel (1984).p.
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1.3.2. Reading and Text Selection

In all 'teaching contexts, selection of content is clearly a basic
consideration. Indeed, the types of content and vocabulary that are
brought onto the text, the ways in which the text is organized, the
assumptions about prior knowledge of readers and about appropriate use
of details are all essential to sophisticated knowledge of a genre within a
discipline. This is to suggest ways in which the relationship between
genre and contexts might be taking up in the language teaching/learning
classroom, considering different selected genres as an organizing

principle for language learning programmes.

The term genre refers to a class of communicative events, such as,
for example, a seminar presentation, a university lecture, or an academic
essay. Paltridge (2004) distinguishes between three distinctive types of
generic competence theoretically defined by Vijay Bhatia (2000) as the
ability to participate in and respond to new and recurring genres. This
includes the ability to construct, use, and exploit, generic conventions to
achieve particular communicative ends : the systemic genre studies that
are more often referred to as a kind of text, such as a description,
procedure, or exposition, or the new rhetoric genre work that is often
described as events or social actions that help people interpret and create
particular texts focusing on social, cultural ideologies or worldviews
through socially powerful forms of language, and the systemic functional
theory of language which describes language in terms of the choices,
functionally described rather than grammatically, a speaker or writer

makes from the language system in particular contexts of use.
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Different genres are also often closely related to each other. An
example of this is the academic essay, which may draw from and sight

many other genres, such as academic lectures, specialist academic texts,

and journal articles.

In this view, an independent reader must become gradually able to
handle texts he may have never seen before. To do so we teachers have to
equip students with the necessary skills and strategies. This implies that if
we want to test the learner's reading ability we should use a text that is not
familiar to the students, and texts that allow an interaction with various

areas of study.

Often, the vocabulary and syntax of novels, news magazines and
even non-fiction books seem quite beyond the reach of most students; yet
these are the materials teachers want their students to read. Students must
go beyond the language textbook if they are to achieve a level whereby

they can read for the purpose of learning, let alone for pleasure and

enjoyment.

In this vein, Nuttall (1982) speaks about three important criteria for
the selection of texts; readability, suitability of content and exploitability,
.e., teachers should select the text to attract the learners' interest and

motivation. The text selection has to provide opportunity for reading

instructions too.

The text also has to be lexically and grammatically accessible to
learners” comprehension. Furthermore, texts must, to some extent,

activate the learners' background knowledge or inform them about new
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cultural facts through original topics that really reflect the target language
community. For such a purpose Nuttall (1982:31), in an attempt to explain
the importance of text selection, posits that: “The text should challenge
the students' intelligence without making unreasonable demands on

their knowledge of the F.L.”

In this way, readability of a foreign language text, as a criterion in
the selection of texts, may also depend on the interests of the reader, .i.e.,
students should be kept aware and motivated by the purpose for which
they are involved in reading a given text. That is why; a teacher should
select / choose passages from various sources to give students a wide
range of material, particularly texts of the kinds they will later read for
themselves, for study or other specific purposes as well as for pleasure.
This should make students want to read for themselves. For example, to
continue a storyorfind out more about a subject (Nuttall, 1982).This is

what is defined in literature as ‘suspense’.

In the same line of thought, Stern (1992) notes that the different
literary genres may have the power to evoke quality of empathy, and to
develop the kind of understanding that is needed, if one would like to
enter into the thoughts, motives and feelings of the foreign language
speakers. This statement can be reinforced by the idea that literature
according to Scott (1965) is considered as one of the most obvious and
most valuable means to attain cultural insights. It contributes to acquire
those cultural insights because it is a typical product of a particular

culture, and essentially functions as an inclusive model of that culture.
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On the other hand, text content presents many difficult challenges
to students. Comprehension may not take place if students are not aware
of the undérlying the symbolic and cultural representation context
reflected in its linguistic code. Every language has its own specific system
and vocabulary, and it reflects particular people's beliefs and attitudes
shaping their own personalities and conceptions of life as a whole.
Widdowson (1980) believes that reading comprehension is more than
being engaged in an interaction; it is also to benefit from this interaction

by sustaining and extending one's conceptual world.

A text which may not be exploited is of no use for teaching even if
the students do enjoy reading it. When exploiting a text, one should make
use of it to develop the learners' competence as readers, because what is
intended, in the end, from learners is to understand the content of the text.
Nevertheless, teachers use a text for intensive reading being interested in
the understanding that results from reading, because it is evident that the
students have completed the reading process satisfactorily. They should
choose texts that give practice in the process and improve the students'
knowledge. Indeed, they want learners to learn how language is used to
convey a message, then to develop the skills needed to extract the content

from the language that expresses it.

It is not expected, indeed, to make of our students ideal readers
with complete command of the foreign language and enough knowledge
of every area of study, but it is suggested that this kind of texts as one
among the others may contribute in its own way to the development of the

students' reading sub-skills and strategies. In this view of things, Nuttall
(1982:31) stresses that:
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Every text ... we handle in the reading
_course helps to move the students
towards the goal; but that particular text
is not itself the goal, it is just a step
towards in the right direction.

1.3.3. Reading and the Symbolic and Cultural Representations

It is obvious, that the socio-cultural notions are of great
importance for readers to understand and interact with a given text
content, i.e., a given language may not be considered out of its socio-
cultural context. In this respect, Bloomfield (1933) quoted in Smolinsky
(1986:40), explains the function of language as follows:

Every language serves as the bearer of a
culture if you speak a language you take
part to some degree, in the way of living
presented by that language.

Clearly, increasing students’ cultural awareness should be
considered among the ultimate objectives in foreign language teaching.
For this purpose, literature occupies an important place and makes a
strong case for it as a source for culture teaching in foreign language

classroom.

On the other hand, are there any special characteristics that one
may expect of the materials and methods of foreign language teaching?
The most striking difference, from materials provided in the situations to

be described below, is that the cultural and situational context of learning
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is deliberately local. The characters in texts, the vocabulary and the
context created through visual aids, in general, are all drawn from the
learners’ own background and not from the culture internationally
associated with the language being taught. There are two principal reasons

for this:

a)ln the first place, since they are learning the language in order
to be able to use it to carry out the functions it has in its own
country, it is only right that the content of learning should be
what those uses require. In any case, the close association of the
new language to features of their daily life that are familiar to

students probably makes the language easier to learn.

b) In the second place the countries where English is learned as a
second language have become independent states only in recent
years. While they will not deny that there is an educational value
in familiarity with other cultures, they feel that their first task
must be the creation of their own cultural unity. Some of them
explicitly reject the suggestion that English or French, for
example, is taught for cultural reasons and attempt to reduce or

exclude any kind of sociocultural intruder.

Indeed, the sociocultural dimension, in foreign language
teaching/learning, plays an important role in the comprehension of texts
culturally-loaded. In fact, sometimes linguistic competence, reading
strategies and reading sub-skills do not fit the appropriate understanding
of the symbolic and cultural representations of a given text. Since

'Schemata are culturally determined’ (Eskey, 1993).Schema activation

31



"" : ]

[4’1'

—

f

=

Chapter One Literature Survey

and use depend on a cultural knowledge especially for F.L .texts. For
instance, if we consider the learners under the current investigation,
chiefly Algerian Arabic-native speakers in learning English as a foreign
language, they may display difficulties to understand a text about an
English Christian ceremony day in either the United State of America or
Great Britain. In all probabilities the learners may not have notions about
this kind of ceremonies. In their cultural stock it is neither socially nor

culturally regional to them.

For all readers, the experience of reading provides an opportunity to
explore and relate to a wider world than their own. The act of reading
involves the entire attention of the reader, and the selection of the text
should be attentively made for the socio-psychological aspect of the
reader, since it extends social, cultural and academic horizons, and gives

rise to effective responses to text as the reader interacts with the writer.

Otherwise, if the reader lacks the appropriate symbolic and
sociocultural representation of the language being taught, he will certainly
misinterpret the text message, or at least fail to get its meaning. In this

trend, Steffensen and Joag-Dev (1992:60) argue that:

Cross-cultural experimentation demonstrates
that reading comprehension is a function of
cultural background knowledge. If readers
possess the schemata assumed by the writer,
they understand what is stated and effortlessly
make the inferences intended.

Though it would be preferable that the reader and writer share the

same sociocultural notions for comprehension to take place, it would also
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be quite interesting if a text is to help students understand the way other
people feel and think, for example, people of different background,
problems or attitudes from their own. A text which tells the students
things they do not already know, i.e., introduce them to new and relevant
ideas, make them think about something they might have never been

taught-about before.

Students should be encouraged and helped gradually and
systematically to move from controlled, contrived textbook prose into
reading material that they select for themselves, according to their own

interests and curiosity about the world.
1.3.4. Reading and Purpose

Reading for a given purpose is of crucial importance. This purpose
is necessary and central to the reading interaction since it determines the
choice of the material to be read. His purpose in reading makes a reader
opt for such information and not another, read, for instance, a part and not
the whole of a text, read rapidly, or with precise concentration and the

like.

Moreover, different readers may respond in different ways to the
same text. The reading lesson needs to make allowances for both the
variety of texts and the variety of readers. Consequently, the procedures

used in reading lessons will also have to be varied.

In order to read efficiently, the learner should have a purpose in

mind, and be able to find the information which is necessary for his
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purpose in a passage. This means that one may often ignore what is not
relevant for his purpose. On the other hand, even if the reader has explicit
discourse markers to guide him while reading, he will have to make use of

other skills, if he wants to make sense out of the text successfully.

The most typical use of reading in a foreign language class has
traditionally been to teach the language itself. Therefore, the type of text
used in a foreign language course book is one that helps the teacher
present or practise specific linguistic items, and this is not, in fact an
authentic use of a text, although language can widely be used as an
effective means of extending our command of a language. Texts of this
type are indeed very convenient for teachers, but they have serious
limitations as material for practising the skills of reading as a cognitive

and metacognitive process.

Though sometimes reading is used for purposes of language
improvement, reading lessons are needed too, if our students require the
ability to read in the F.L. For instance, giving or presenting a lesson based
on a text is not the same thing as giving a reading lesson. Furthermore,
most of the skills practised in a reading course are often not reading skills
at all, and even the type of text used is likely to be different. In a reading
lesson, for example, one needs to use texts that have been written not to
teach the language, but for any of the authentic purposes of writing

amongst which I refer here to the following ones:
-To inform.

-To entertain

-To make the reader aware about something...
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Most of the skills and strategies that teachers want their students to
develop are geﬁerally trained by studying short texts in detail. Others must
be developed by the use of longer texts, including complete books. This is
traditionally referred to as 'Intensive vs. Extensive Reading. The labels

indicate a difference in classroom procedures as well as a difference in

purpose.

Different reading purposes require reading modes according to the
material at hand. For some purposes, the selected text should be read
quickly without bothering about details; others require careful, deliberate
attention. In this way, speaking of the purpose of reading tasks as a
process and not as an outcome, Nuttall (1982: 137) notes that: “Their
principal function is to make the student concentrate on the text and

to give him a clear purpose for reading.”

To sum up this, it would be preferable for teachers to make
instructional materials authentic to the learners' purpose and familiarize

them with future texts.

1.3.4.1. Intensive Reading

Intensive reading generally involves approaching the text under the
close guidance of the teacher or under the assignment of a task which
forces the student therefore to pay great attention to the text because the
aim is to reach a profound and detailed understanding of the text. Nuttall
(1982: 23) advocates that: “The intensive reading lesson is intended

primarily to train students in reading strategies”.
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Accordingly, it is easier to handle work on short texts which can be
studied in a lesson or two. However, the questions that may be raised at
this level in relation to how to assume the intensive reading importance
and validity are: Does the text display some near lexical items? Are they
understandable by means of guessing or inference from the context? Does
the text lend itself to intensive study? Does it enable the learner to ask
good questions or devise other forms of exploitations Such as making a
map, diagram, graph and the like based on the information in the text? Or
reprocessing information from the text with functional summaries,

debates, discussions and role plays.

In the same line of thought, if the text has been modified to suit the
level of the learners, its purpose is first of all to convey a message.
Second, in terms of procedures, and how students work on a text should
be different, because the aim of the reading lesson is to develop the
student's ability to extract the message the text contains. Unlike a
language practice or development lesson, in a reading course the teacher
attempts to get the learners to make use of the knowledge they already

have in order to acquire new messages.

Sometimes, teachers themselves make the problem worse by
spending too much time in class paying a great deal of attention to every
detail of a text. Intensive reading is likely to strengthen the student's belief
that he ought to pay this sort of attention when he/she reads on his own.
But it should also be remembered to give him/her strategies for dealing

with texts which he does not need to master in such a thorough manner.
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Furthermore, if one chooses to prepare one’s own material, it would
be preferable that one takes texts from the kind of books students will
have to read, if possible. In addition to this, when preparing students to
read texts related to their university studies, i.e., extracts from some class
readers, it is advisable to train the first on something simpler. Some
graded readers also offer good material, but select if possible those which

are original, rather than simplified versions (Nuttal, 1982).

1.3.4.2. Extensive Reading

An extensive reading programme, however, will actively promote
reading out of class. As far as strategies are concerned, there are also
some other reading strategies which can only be inculcated by training
and practice on longer texts, like the use of a content list, an index, and

SO Oon.

Moreover, as there is no absolute distinction line between intensive
reading and extensive reading, the same text can usefully be employed for
training in both; a key-passage from it being used for intensive study and
in turn illuminating the book as a whole. Books of comprehension
passages are more likely to provide satisfactory material and they may
have the added bonus of being carefully chosen to give practice in
particular reading skills and being campaigned with well-conceived
questions and other activities. Thus, one will need to supplement, if not to

replace, the material set books.

While for the selection of any given material, according to Nuttal

(1982) one should take into account the three following criteria:
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> Readability: i.c., a text should be at the right level of difficulty for

the students; in other terms, the combination of structural and
lexical difficulty is readability. A teacher in a heterogeneous class
where students come from a variety of backgrounds has to make a

compromise by choosing material that suits most of the class.

Text suitability: is also connected with the notion that ESL/EFL
reading ought to be taught as part of a content-centred, integrated
skills curriculum (Grabe, 1991, p. 396). In terms of testing, all of
these aspects relate to issues of content and consequential validity.
Instructional (and testing) content provides motivation and

purposeful reading.

Text exploitability: Considered as a key factor in selecting a
reading passage, it is defined as the facilitation of learning from a
given text, taking into account that learners read for different
purposes. Simply put, the passage will allow the teacher to
accomplish the objectives of the reading lesson. One way teachers
can determine the exploitability of a passage is to carry out the
activities in the reading comprehension course. If, for instance,
one of the objectives is to help students discover the author’s point
of view, the teacher could perform that activity to see if the
reading passage allows the students succeed to achieve this task.
One can conclude that texts that are readable, have suitable
content and are exploitable equipping learners with a variety of

skills.
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As a result, reading for comprehension is a rather private process
over which even the students has no real command, and where the teacher
can only intervene to assist his students to promote such ability and make
his own help gradually unnecessary, i.e., to provide the learners with the
necessary sub-skills and strategies to develop the ability to read on their

own.

In this direction, students should be able to develop a level of
capacity to read with adequate understanding. Thus, one needs to
understand enough of the text to suit his purpose in reading, and this
means that readers frequently neither need to know nor understand every

single word of the text.

A long text often appears daunting (discouraging because of its
difficulty) to students whose reading is neither very skilled nor speedy. It
is easier to work in a thorough and organised way on a short section than
on a complete long text. Locating words or sentences for comment is
quicker, and the new language can be dealt within a progressive manner.
For other kinds of work, the text cannot be handled in sections. You may
want to do some skimming or scanning work related to the text as a

whole.

The type of skills students/readers require in order to cope with
academic reading of conventional texts generally comprises basic
academic reading skills and strategies as well as critical literary skills.
“Critical literary” is defined as the ability to clarify purpose, make use of
relevant background knowledge, focus on major content, critically

evaluate content, draw and test inferences and monitor comprehension (
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Palinsar and David,1991). Critical literary also includes reflective

thinking and metacognition (Calfee and Nelson, 1991).

1.3.5. Reading and Speed Variation

Students should also be trained to use different rates for different
materials and different purposes instead of plodding through everything at
the same careful speed, i.e., the teacher should encourage his students to
skim and scan and read some texts with appropriate irreverence. For this,
they need continuous practice for assessing the type of reading that is

suitable for various texts and various purposes.

Research has shown that one of the main characteristics of a good
reader is his flexibility. He will vary his speed and his whole manner of
reading, according to the text and according to his purpose in reading it.
The course will not be successful unless students understand the reasons
why sometimes it is better to reduce their reading, and at other times,
necessary to increase it. For instance, students accustomed to plodding
words will not easily admit the idea that there are some words in the text
that may be ignored or skipped. Moreover, varying the readers’ speed,
like scanning to search for specific pieces of information, or glancing
rapidly through a text to determine its gist namely, skimming may be a

place of confusion for the learners in question.
If students are to read faster and develop the skills of skimming and

scanning, they must practise on simple material. This is particularly

important for the F.L. students, because they may feel insecure when their
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teacher wants them to stop giving equal attention to every word. Once the
students have accepted the idea, they can really get the gist without
reading every word. One can then state that occasional unfamiliar
vocabulary is seldom a major barrier to comprehension. However, speed

should not be emphasised so much as to forget about comprehension.

Something else worth mentioning concerned with the different
types of reading is that in learning to read, it is essential that our learners
in general should realize that they have to read different kinds of material
at different rates and with different amounts of attention for different

purposes.

1.3.6. Reading and Comprehension Questions

For ages, questions in a reading comprehension lesson
were, traditionally and most of the time, designed to find out whether
the student has understood, rather than to help him produce
understanding, i.e., they were devices for testing rather than teaching.
Widdowson (1996:77) states that: “The presentation of language
through reading passages (with appended questions) is a well-

established and very familiar pedagogic practice”.

Hence, a reading comprehension course is often taking the form
of an evaluating task, without drawing attention to what the learners
manage in order to extract meaning from a text. Criticizing this

traditional form of reading test, Widdowson (1980:180) points out:
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Comprehension  questions  commonly
require the learner to rummage around in
the text for information, in a totally
indiscriminate way .... Reading is, thus,
represented as an end in itself, an activity
that has no relevance to real knowledge
and experience and, therefore, no real
meaning.

In recent years, reading comprehension has given rise to concern
about developing types of question and other techniques that are intended
to teach, not to test, indeed, for hélping students to develop their own sub-

skills and strategies for making sense from the text.

The questions that help students understand are the ones that make
them work out the text. They force the learner to contribute actively to the
process of making sense of it, rather than expecting understanding just to
happen. They make the learner realise which bits of the text he has not
understood, so that they can concentrate on those bits. The question can
only help understanding if every student actively tries to answer it, instead
of accepting the correct answer and move on to the next question. A
teacher must help his students to see questions not as attempts to expose

their ignorance, but as aids to the successful exploration of the text.

In multiple choice questions activities/testing, group work is
preferred, because it produces instructive discussion and forces the
students to defend their choice of one option rather than another. In this
way the teacher promotes discussion between the groups about the
reasons for their choices. By this process, very often the students

themselves will discover the correct answer, even if they get it wrong at
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first. Discussing the purpose of questioning in a reading comprehension

course, Nuttall (1982:127) posits that:

Questing in the reading class is not an
attempt to test. The purpose is to make the
students aware of the way language is used
to convey meaning, and of the strategies he
can use to recover the meaning from the
text.

The aim to investigate the language used in the text through
questions on grammar may be necessary (to draw attention to a
grammatical feature) if it plays a crucial part in the interpretation of the

text.

Some straight-forward content questions on the text need to be
asked at the start of the text analysis, because what is important is, in fact,
the work of analysing and discussing the text. Other initial questions
should result from scanning and skimming activities. As our ultimate
purpose is to find a way to develop the student's reading sub-skills and
strategies through academic text passages or fiction extracts, one should
bear in mind that whatever the teacher’s set of questions, the answer is not

as important as the process by which the student arrives at working it out.

Afterwards, there was a strong appearance for a new orientation of
the reading act, i.e., it shifted from the study of reading as a product
towards diagnosing the features of reading as a process revealed by the
reader's performance. This is what the following section is mainly

concerned with.
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Traditionally, grammar and vocabulary practices have often been
given priority over the reading skill acquisition. In addition, at the
secondary school level, teachers do not seem to teach the skills of reading,
but content, i.e., among various objectives, the reading comprehension
course has to illustrate the targeted language items, and hence, it means to
develop a linguistic competence, rather than teach reading, and thus,

develop a reading proficiency.

In this inclination, Eskey (1983) reports that learners are often told
to read in order to learn some language structures, whereas they are never

taught how to read. Consequently,

- Helping students to recognise that they do not understand must

be among the teacher's tasks.
- Helping them to locate the sources of difficulty is another task.

- Giving them strategies for coping with the difficulty when they

have found it is another one.

Language learning and use strategies can be differentiated
according to whether they are cognitive, metacognitive, affective or
social (Chamot 1987, Oxford 1990). Cognitive strategies usually involve
the identification, retention, storage, or retrieval of words, phrases, and
other elements of the F.L, whereas metacognitive strategies deal with
pre-assessment and pre-planning, planning and evaluation, post-

evaluation of language learning activities and language use events.
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- Helping students to recognise that they do not understand must

be among the teacher's tasks.

- Helping them to locate the sources of difficulty is another task.

- Giving them strategies for coping with the difficulty when they

have found it is another one.

Language learning and use strategies can be differentiated
according to whether they are cognitive, metacognitive, affective or social
(Chamot 1987, Oxford 1990). Cognitive strategies usually involve the
identification, retention, storage, or retrieval of words, phrases, and other
elements of the F.L, whereas metacognitive strategies deal with pre-
assessment and pre-planning, planning and evaluation, post-evaluation of
language learning activities and language use events. These strategies are
supposed to allow learners to control their cognition by coordinating the
planning, organisation, and evaluation of the learning process. Affective
strategies generally serve to regulate emotions, motivation, and attitudes

(e.g. strategies for reduction of anxiety and for self-encouragement).

Social strategies, however, include the actions which learners
choose to take in order to interact with other learners and gradually with
native speakers, for example asking questions for clarification and

cooperating with others.

In coping with demand of difficult texts for one reason or another,

readers often look for a way to overcome their hindrance. Such a way that
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is adopted or adapted to facilitate the reading process is technically named

a strategy. In this vein, Davies (1990:50) reports that:

A strategy is a physical or mental action
used consciously or unconsciously with the
intention of facilitating text comprehension
for learning.

In the late 1970s and early 1980s, the schema theorists, argued that
when readers confront situations in which they need to process texts, they
draw from their schemata (which refers to the prior knowledge that
individuals bring to current reading), their past experience with text

content and form, to assist them in processing (Johns Ann. A., 1997:13).

To iron out some of their difficulties while reading, students may
use a number of strategies like rereading, marking the texts, taking notes,
using their prior knowledge, inferring the meaning of difficult words
within the context and the other related aspects (O'Mallet and
Chamot;1990). This ability that drives the reader to think about particular
strategies he/she uses to complete a task is acquired through individual
motivation and meaning-making or processing and revising texts (see
Appendix F). Thus, reading involves skills that the student should learn
and be equipped with in order to gradually display reading autonomy.

Nuttall (1982: 22-23) advocates, therefore, that:

The generalised skills of reading can only
be acquired through practising the specific
skills required for reading texts A, Text B
and so on.
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Therefore, one way of helping the student generalize his skills for
an adequate understanding according to different kinds of texts, is to make
sure that he reads much and has a lot of practices in using the skills with
varied materials that he may be in need of in different contexts. This
implies that the learner will vary his reading speed in order to approach
texts of various types, to be read for various purposes. Hence, one has not
exploited a text effectively unless he has used it to develop interpretive
skills that can be applied to other texts. This is essentially because
comprehension involves understanding not only what is explicitly said,
but also what it implies, i.e., the reader has sometimes to proceed through
inference, relying on what is already stated in the text. Such different
reading comprehension strategies may be represented in B. Bloom's
taxonomy (1945) suggested as levels (low and high) of reading to
categorize the abstraction of questions that generally take place in

educational settings.

In terms of low levels, knowing, considered as the lowest level of
learning outcomes in the cognitive domain, is conceived as the
remembering of what previously has been learnt as materials, like to recall
appropriate information from some specific facts. Comprehending is
regarded as a learning outcome that goes one step beyond simplicity;
remembering of materials is the ability to grasp the meaning of a
particular item from a range of material can be proceeded through
translating from one language to another, explaining or summarizing, or
simply predicting consequences or effects. Applying is rather the ability
to use learned material in a new and concrete situation. This may include

the application of such things as rules, methods, concepts, principles,
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laws, and theories. Learning outcomes in this area require a higher level

of understanding than those under comprehension.

For example, most students are not aware that it is possible to
understand new words without being told what they mean and that most
of the words that they know are generally learnt in context- and
assimilating the meaning. On the other hand, too much attention to
vocabulary may have harmful effects on the students' reading habits. It
interrupts their own thought processes which should be engaged in

following the continued development of thought in the text.

There are many occasions when a student meets words or phrases
which he does not know, so, different sets of strategies are needed for
solving problems caused by unfamiliar words or phrases in a passage. One
of these strategies is to deduce the meaning of these words or phrases by
referring to the words and phrases that he knows. For instance, a
competent reader can cope with occasional interruptions of this kind.
Therefore, training should be given on texts that do not present too many
vocabulary problems, even if ultimately the students have to read difficult

texts.

Likewise, it would be more practical to develop the skill of
inferring the meaning of a word by considering its context. Inferring
meaning is a skill most of the learners have, learnt to a certain extent,
from their L, reading the meaning of a great many words that have never
looked up in a dictionary and never had explained to them. We are able to
do this by making use of the context in which the word occur to give us a

diffuse idea of its meaning and it becomes a little more practice.
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By the same token, students who may have not been initiated and
have no experience in reading effectively and with enjoyment in their
early years, i.e., in the mother tongue and in the second language, will
lack the reading skills and strategies necessary for processing information

from a text.

Not all reading purposes require 1007 accuracy. Sometimes it is
possible to get the writer’s message even when we have only understood
bits of the text, for example, by making the imaginative leaps from one bit
to another. It is also possible to understand a sentence because you
understand the one before it and the one after it, and can therefore predict

more or less what the middle one means, even if it is somehow difficult.

Moreover, even the plain sense of each can be established by
looking at the sentence in isolation, and it is well-known, often, that the
exact meaning of a word cannot be established without reference to its
context. In addition, one may have an appropriate idea of the writer's
message without understanding the signification of every sentence, but it
is neither possible to be absolutely certain of it nor give the fullest

response.

The reader who does not know what a pronoun refers to, or cannot
supply the full version of an elliptical sentence which are often so
straight-forward that their potential difficulty is overlooked, will not be

able to establish its meaning.
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As teachers, usually our ultimate objective is to make the students
achieve global understanding, i.e., to understand the text as a whole, and
be able to relate it to other texts, other sources of knowledge, personal
experience and so on. Hence, if strategies are understood as learner's
conscious efforts towards language improvement or comprehension
(Hosenfeld, 1977; Bialystok & Ryan, 1985; Mc Leod and Mc Laughlin,
1986; Oxford, 1996), then this neglect needs to be addressed in order that
L2 or foreign language readers' successful and effective reading strategies
can be elicited and imparted to less successful readers. Reading, however,
has not been given sufficient attention, particularly with regard to FL
reader's meaning- making. All in all, this might be better clarified and

summarized in the following tables.

Traditional Views New Definition of
Reading
Research Base Behaviourism Cognitive science
Goals of reading Mastery of isolated facts | Constructing meaning and
and skills. self-regulated learning.

Reading as process | Mechanically decoding | An interaction between thd
words, memorizing by | reader, the text, and the

rote context.
Learner Passive, vessel receiving | Active strategic reader,
knowledge from external | good strategy user,
Role/Metaphor & £00d strategy usel
sources cognitive apprentice.

Tablel.1: Old and New Definitions of Reading
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Characteristics of Successfu

Readers

Characteristics of Unsuccessful
Readers

Understand that they must take
responsibility for meaning
construction using their own prior
knowledge

Think understanding occurs from
“getting the words right” re-reading.

Develop a repertoire of reading
strategies, organizational or patterns,
and genres.

Use strategies such as rote
memorization, rehearsal, simple
categorisation.

Are good strategy users:

- They think strategically,
plan, monitor their
comprehension and revise
their strategies.

- They have strategies for
what to do when they do
not know what to do.

Are poor strategy users:

- They do not think
strategically about how to
read something or solve a
problem.

- They do not have an accurate
sense of when they have
good comprehension
readiness for assessment

Have self —confidence that they are
effective learners; see themselves as
agents able to actualize their
potential.

Have relatively low self esteem.

See success as the result of hard
work and efficient thinking.

See success and failure as the result of
luck or teachers’ bias

Keep meaning in mind while
reading

Read word-by-word

Skip unnecessary words or details

Rarely skip unnecessary words

Guess from context the meaning of
unknown words.

Overuse the dictionary

Infer meaning from titleg
illustrations.

Tablel.2: Characteristics of Successful and Unsuccessful Readers
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1.3.8. Metacognitive Awareness and Strategy Use

First of all, one may ask the question: what is metacognition?
Metacognition = meta + cognition. Meta: a prefix appearing in

2 13

loanwords from Greek, with the meanings “after,” “along with,”
“beyond,” “among,” “behind”. Cognition: the act or process of knowing;

perception; the product of such a process’.

As a preliminary explanation, metacognition is knowing beyond
knowing, and thinking behind thinking. Here are some researchers’

definitions of metacognition.

1. Flavell (1976, 1979, 1987): Metacognitive knowledge includes:
* Knowledge of person variables.
« Knowledge of task variables.
« Knowledge of strategy variables.

2. Paris & Winograd (1990): Metacognition contains two essential
features:
e Self-appraisal: It includes personal reflections about one’s
knowledge states and abilities.
Examples:
“Should I check the unknown words in the dictionary now, or later when

I finish reading this paragraph?”

1. Webster’s Unabridged Dictionary of the English Language Random House, 2001
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 Self-management: It refers to “metacognitions in action” — how
metacognition helps to orchestrate cognitive aspects of problem -

solving:

e Self-management is reflected in
- planning
- evaluating

- regulating

3.Baker & Brown (1984): Metacognition refers to one’s understanding
of any cognitive process, in the context of reading. It is revealed in two
ways:
e Inone’s knowledge of
- Strategies for learning from texts
- Differing demands of various reading tasks
- Textual structures

- One’s own strengths and weaknesses as a learner

* In the control readers have of their own actions while reading;
successful readers
- Monitor their state of reading,
- Plan strategies,
- Adjust effort appropriately,

- Evaluate the success of their on-going efforts to understand.
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4.Anderson’s (2001):
V Preparing and planning

Jor effective learning

Evaluating strategy g \ Selectzng and using

A i Rl RS "
b

N T Métacognltlon " parttcular strategies

~
~
~

\

use and learning

Orchestrating Monitoring

various strategies strategy use

Diagram 1.1: Orchestration of Metacognitive Strategies

According to O’Malley and Chamot (1990:44) metacognitive
strategies are “higher order executive skills that may entail planning for,
monitoring or evaluating the success of a learning activity”. Their

definitions are as follows:

1. Planning: previewing the main ideas and concepts of the
material to be learnt, often by skimming the text for the

organizing principle.

2. Directed attention: deciding in advance to attend in general

to a learning task and to ignore irrelevant distracters.
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3. Functional planning: planning for and rehearsing linguistic
components necessary to carry out an upcoming language

task.

4. Selective attention: deciding in advance to attend to specific
aspects of input; often by scanning for key words, concepts

and/or linguistic markers.

5. Self~-management: understanding the conditions that help

one learn and arranging for the presence of these conditions.

6. Monitoring: checking one’s comprehension during listening
or reading and checking the accuracy and/or

appropriateness of one’s oral or written production while it

is taking place.

7. Self-evaluation: checking the outcomes of one’s own
language learning against a standard after it has been

completed.

Metacognition - as a relatively new label of a body of theories and
researches that deals with learners’ knowledge and use of their own
cognitive resources - seems to positively impact on students who have
learning problems since it provides them with an efficient way to
acquire, store, and express information and skills. It is the ability to think
about one’s own thinking, i.e., the ability to make one’s thinking visible.
Metacognition results in critical but healthy reflection and evaluation of

one’s thinking which may result in making specific changes in how one
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may learn. It is not simply to think back on an event, but also to describe

what happened and how one felt about it.

Metacognitive knowledge or awareness is said to be ‘knowledge
of ourselves’, tightly related to the task one faces, and the strategies one
employs (Baker& Brown, 1984). Knowledge about ourselves may include
knowledge about how well one performs on certain types of tasks or
knowledge about our proficiency levels; the learner has to realize the
nature of the reading task in which he is involved. Knowledge about tasks
may include knowledge about task difficulty level. In the area of reading
comprehension, for instance, it is known that familiar topic material is
easier to understand than unfamiliar material; explicit sentences assist us

in tasks that require reduction of texts to their gist.

The importance of cognitive and metacognitive skills and their
ability to promote more effective learning has been reflected in the serious
educational psychology literature with solid empirical evidence now for
over two decades. But these learning skills have not yet been incorporated
into teaching, more generally in a systematic way in the absence of
government action in creating a suitable policy to ensure that the
revolutions in thinking and practice become reality through curriculum

reform.

The term “metacognition” involves “active monitoring and
consequent regulation and orchestration of cognitive process to
achieve cognitive goals” (Flavell, 1976, p. 252). It has been used to
describe self-regulatory utilization of thought processes, i.e., learners

may be taught to independently employ particular reading strategies
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during the reading process. Flavell and Wellman (1977), and Flavell
(1979) have included interpretation of ongoing experience, or simply
making judgments about what one knows or does not know to
accomplish a task, as other features of metacognition. Hyde and Bizar

(1989, p. 51) have stated that:

...metacognitive processes 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 /or self-reviewing.

Along with the notions of active and conscious monitoring,
regulation, and orchestration of thought process, Flavell (1987) believes
that it might in time become automatized through repeated use of

metacognition,

Anderson (2002a, p.1) defines metacognition as “thinking about
thinking”. As Anderson states, the use of metacognitive strategies
ignites one's thinking and can lead to higher learning and better
performance. Furthermore, understanding and controlling cognitive
process may be one of the most essential skills that teachers can help

second language learners develop.

Most of the early investigations on metacognition were descriptive
in nature in that they sought to describe general developmental patterns
of children's knowledge about memory processes. They were particularly

interested in processes concerned with conscious and deliberate storage
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and retrieval of information. However, as studies moved from
descriptive to empirically the kinds of methodology expanded the
number of studies increased, and the need for a scheme to classify this
growing corpus of literature on metacognition arose. Several
classification schemes have been used to group, analyze, and evaluate
these strategies (e.g., Flavel, 1976; 1979; Flavell & Wellman, 1977;
Kluwe, 1982) and even though there are important differences among
them, overall, three general categories consistently appear: cognitive

monitoring, cognitive regulation, and a combination of both.

Based on Chamot and Kupper (1989), certain strategies or clusters
of strategies are linked to particular language skills or tasks. For
example, L2 writing, like L1 writing, benefits from the learning
strategies of planning, self-monitoring, deduction, and substitution. .2
speaking demands strategies such as risk-taking, paraphrasing,
circumlocution, self-monitoring, and self-evaluation. 1.2 listening
comprehension gains from strategies of elaboration, inferencing,
selective attention, and self-monitoring. Reading comprehension uses
strategies like reading aloud, guessing, deduction, and summarizing.
Research shows that the use of appropriate language learning strategies
often results in improved proficiency or achievement overall or in

specific skill areas (Oxford, Park-Oh, Ito, & Sumrall, 1993).

One of the most important metacognitive strategies is to evaluate
effectiveness of strategy use. Self-questioning, debriefing discussions
after strategies practice, learning logs in which students record the results
of their learning strategies applications, and checklists of the strategies

used can be used to allow the student to reflect through the cycle of
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learning. At this stage of metacognition the whole cycle of planning,

selecting, using, monitoring and orchestration of strategies is evaluated.

It should be noted that different metacognitive skills interact with
each other. The components are not used in a linear fashion. More than
one metacognitive process along with cognitive ones may be working
during a learning task (Anderson, 2002b). Therefore, the orchestration of
various strategies is a vital component of second language learning in
general and vocabulary learning in particular. Allowing learners
opportunities to think about and talk about how they combine various

strategies facilitates strategy use.

However, still little is known about the actual strategies the learner
makes use of. This little knowledge about the learning process imposes on
us various taxonomies which seem to influence our approach to reading as
both a linguistic and psychological performance. Carroll (1964) observes
that it is only among advanced readers that the positive correlation
between comprehension and speed reading ceases to be significant.
Among intermediate students, speed is artificially held back because of

their slowness in general comprehension.

What one needs, in fact, is some kind of qualitative assessment of
the different kinds of function that the two parameters (text selection and
metacognitive awareness) of language fulfill. Singhal (2001) calls for
more research on reading strategies and metacognitive factors in L2
reading, because many questions about reading comprehension and the

reading process still remain ambiguous.
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To put it in a nutshell, metacognition enables readers to monitor
their comprehension so that they can determine when and why text is
unclear, and then choose the strategy or strategies that will help them
construct meaning. These strategies can be used before, during or after
reading. Discussion and writing also support the construction of

meaning, and supplement the benefits of strategic reading.
1.4. SURVEY OF READING APPROACHES

Various theories and approaches about the teaching and learning of
languages have been put forward to reduce the scope of controversy
among researchers. These theories, normally influenced by the
developments in the fields of linguistics and psychology, have inspired
many approaches to the teaching/learning of foreign languages, which are

said to be the application of theoretical findings and positions.

Within the general framework of methodology, experts think of
approaches, methods, techniques, procedures and models, all of which go
into the practice of English teaching. As a response to the aforementioned
theoretical proposals relating to methods that stress the importance of self-
esteem, students cooperatively learning, or developing individual
strategies for achievement (realization), and above all of focusing on the
“communicative” process in language learning, researchers put forward a
number of approaches with the aim to narrow down the area of conflict of

the eternal debate about reading and thought process.
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1.4.1. The Structural Perspective

For many years, great emphasis in traditional approaches has been
given to texts used in language teaching as a means for focusing on the
language contained in them. The designers were mainly selecting texts for
a syntactic purpose. Texts were viewed as separate sentences referring to
particular kinds of structures to be taught. Therefore, the typical text in a
foreign language course book was a means which helped the teacher to
present and practice a particularqlinguistic item, in terms of vocabulary,
grammatical structures and the like. Teachers believed that the learners
needed to practice the language to distinguish between structures and to
develop their vocabulary in English so as to be able to read any printed

text.

Accordingly, structuralists like Fries and Bloomfield considered
language as patterns of speech and that there was a primacy of speech
over reading which is simply speech written down. That is why most of
the reading comprehension activities were tackled much like patterns
practice drills and repetitions with lack of reading instructions and
purposes. This was known as T.A.L.O, .i.e., text as a linguistic object.

Yorio (1971) points out that:

The reading problems of foreign language
learners are due to imperfect knowledge
of the language and to language
interference in the reading process.
Quoted in (Alderson et al., 1984:3)
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Although, it contributes to promote the learner's linguistic
competence and to extend his command of the target language, it may
hurdle the reading skills development. It is indeed essential for language

learners to be aware of how to deal with a text with the use of the different
skills.

1.4.2. The Psycholinguistic Perspective

Gradually, the language researchers started to investigate the
process of reading as being an intricate psychological behaviour rather
than a question of visually grasping individual words and what they
express. Indeed, reading meant more and more, by the late 1960's, a
complex process involving mental or cognitive processes, i.e., how

information and language are processed in the reader's mind.

Psycholinguistic descriptions of the reading process stress the need
for active participation. This is in direct contrast to the old familiar notion

of reading as a receptive skill.

In connection with this, apparently with the advance witnessed in
the field of cognitive psychology and psycholinguistics, reading is no
longer regarded simply as the ability to recognise words and then build up

sentences, paragraphs and so on.

While, many foreign language learners often find great difficulties
to reach an acceptable level of comprehension, reading as a
psycholinguistic process involves the combination of information from

print with the reader's prior knowledge in order to contrast a meaning for
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the text. Such a failure may be due to different causes amongst which I
point out the assessment of the student's level. In addition, it would be of
great impoﬂénce to know, if possible, on which bases we are to assume

our students' understanding.

In this vein, Goodman and Smith (1967) have provided us with a
new theoretical shift to the understanding of the reading process. They
have recognised the importance and necessity of the reader's activated
background knowledge and the contribution of the reading sub-skills and
strategies used for effective reading. The idea that the written text is
essentially interactive has been advocated by a number of researchers
amongst whom I cite the following researchers Wardnaugh (1969);

Widdowson (1983) and Tadros (1985).
1.4.3. The Interactive Perspective

In contrast, and as a reaction against this classical study of reading,
it has been demonstrated that reading does not depend only on the
recognition of the written symbols corresponding to familiar patterns, but
it is rather a complex process whereby the mental abilities are all at work

for an accurate comprehension.

What is more, all of the writer, the reader and the text have a unique
contribution to make if communication is to take place as an interactive
process where there is a transfer of a message from the writer to the
reader. In this way, Goodman (1968) views the reading process as an
essential interaction between the writer who encodes thought as language

and the reader who decodes it as thought.
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Such an ideological shift led to the appearance of the interactive
model whose basic assumption underlying its view to a written text is that
both the reader and the writer are engaged in an interactive
communication through the mediation of a text. This interaction is said to
be accomplished when an exchange of meaning or a complementation of

shared knowledge takes place between them.

Widdowson (1983), however, views interaction as the process of
combining textual information with the information brought to the text.
He posits that the text does not carry meaning but it provides clues that
enable the readers to construct meaning from their existing knowledge by

activating existing content and formal schemata.

According to Carrell (1983), content schemata are those previously
established patterns of background existing in the mind of the reader and
aroused to create meaning from the text. But a formal schema is related to
the prior knowledge structures which are described as abstract knowledge
structure which represents the conventional organisation of the text,

helping readers in comprehension and recall.

In this view of things, reading may be considered as a kind of
dialogue between the reader and the text in which, in addition to
extracting information from the text, he attempts to activate his
knowledge of the language the subject matter which in turn may be

refined and extended by the new information supplied by the text.
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What we are more interested in as teachers of English as a foreign
language, in order to launch the development of the reading skills is to
provide our language learners with careful instructions of how to
approach a text with an authentic purpose for reading a text in the
classroom. Obviously, current views suggest that reading has as its main
purpose, the extraction of meaning before studying the language provided
therein. Learners read to reinforce the background knowledge already
acquired and to widen their conception of the world, as well as their

personality.

Reading is, thus, considered as a multifaceted, complex skill made
up of a number of sociological and social elements. Unfortunately, in
language pedagogy, it seems that too little attention is devoted to this
skill. Few students, even after years of study, are able to read English
easily. With a better understanding of the nature of the reading process, of
natural reading strategies, and of what a reading-skill program should
include, language teachers will be able to choose materials and activities

that attract their students’ interests.
1.4.4. The Sociocultural Perspective

In hope to provide insight into areas where new connections
between sociocultural theory and classroom research can be made, the
sociocultural theory to foreign language learning is considered as an
interpretive tool for understanding the dynamics of life and learning in
foreign language classroom. A sociocultural theory argues that
specifically human psychological processes do not pre-exist inside the

mind waiting to emerge just at the right maturational moment.
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However, one should first consider the usefulness of the
fundamental theoretical tenets posited by Vigotsky (1987) and his
followers. According to him, the task of psychology is to understand
how human social and mental activity is organized through culturally
constructed artefacts. This is to explore and draw the implications for
foreign language teaching/learning of a sociocultural theory of mind as
originally conceived by Vigotsky; this is in an attempt to uncover how
sociocultural theory can begin to unravel the complexities of

instructional interactions in language classroom.

The most fundamental belief of sociocultural theory is that the
human mind is almost mediated. This mediation is generally represented
in symbolic tools or signs, to mediate and regulate our relationships with
others and with ourselves and thus, change the nature of these
relationships. As with physical tools, humans use symbolic artefacts to
establish an indirect, or mediated, relationship between ourselves and
the world. In this sense, Vigotsky believes that physical as well as
symbolic (or psychological) tools are artefacts created by human
cultures over time and are made available and subject to modification to
succeeding generations. Whether physical or symbolic, artefacts are
generally modified as they are passed on from one generation to the
next. Each generation seems to rework its cultural inheritance to meet
the needs of its communities and individuals. Among symbolic tools are

numbers and arithmetic systems, music, art, and above all, language.

Likewise, languages are not continuously remoulded by their

users to serve their communicative and psychological needs. Human
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behaviour results from the integration of socially and culturally

constructed forms of mediation into human activity.

For nearly four decades, researchers have conceived of and
studied human minds as if they were computational devices, a
perspective that would have been impossible until the development of
computers during the mid (years of the) twentieth century. Whereas,
Vigotsky conceived the human mind as a functional system in which the
properties of the natural, or biologically specified, brain are organized
into a higher, or culturally shaped, mind through the integration of
symbolic artefacts into thinking. Higher mental capacities include
voluntary attention, universal memory, planning, logical thought and
problem-solving, learning and evaluation of the effectiveness of these
processes. Thus, from the perspective of activity theory, while task-
based instruction could yield positive learning outcomes, there can be no
guarantees, because what ultimately matters is how individual learners

have decided to engage within the task as an activity.

Although these perspectives are interdependent and interrelated as
Gill (1992:62) points out: “culture and cognition are strictly
inconceivable without each other”, there is also value in looking at each

perspective individually in its own terms.

Essentially, a course goal in this area of research would be quite
beneficial to understand the far- reaching educational implications of the
claim that human mental functioning is related to the cultural, institutional

and historical settings in which human action is mediated by tools made
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available through participation in these social contexts (Wertsch, et al

1993; Wertsch 1998).

1.4.5. Towards a Competency-Based Perspective

The concept of “competency approach to education or training”
may also be called competency-based education, performance-based
education, skill-based training. In the same line of thought, a
competency-based instruction is an approach to the planning and

delivery of courses that has been in widespread use since the 1970’s.

But before considering some specific issues of interest to the
inquiry, one thinks it is crucial to identify reasonably remarkable
problems in our political context that have led to present, serious skill

shortages, and to poor policy management in general.

The major paradigms or notions established by government
policies in any educational system generate parameters that allow or
restrict process with that system, thus, strongly influencing outcomes and

the ways teachers/ trainers may teach.

Over the last twenty years, the Algerian democratic system has
been subject to serious changes as the public sector lacks the necessary
authority and the capacity to understand the large —scale survey work
essential to coordinate efforts and determine the best orientations for a
national educational policy. In the last decade, however, a trend can be

observed in the field of higher-education, shifting from a knowledge-
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oriented education-essentially focusing on the question of what needs to
be taught and learned in terms of concepts and conceptual structures, to a
competency- based education relying on questions of why something has
to be learned and how it can be used in solving a complex problem. This
aims at providing learners with the knowledge, skills and attitudes to
enable them to recognize and solve complex problems in their field of
study or professional career. This is, in fact, intended to foster a feeling
of responsibility in the learner about his own learning, i.e., understanding
what he is doing, and how he is doing it will probably increase in him a

sense of self-confidence that often reduces his high level of anxiety.

However, complications seem inevitably in order to develop with
this approach of cost shifting to the public service, though most of the
government policies focusing upon short-term goals and competency-
based training impede development of life-long learning skills that are
widely and nearly by every major government set in the industrialized
world. This is due not only to the vast field of opportunity opened up by
the advent of the new technologies but also because of the economic

urgencies and the specific needs of emerging generation of learners.

In this sense, the most fundamental of generic skills involve
learning to learn skills. Essentially, to what is the teaching of cognitive
and metacognitive strategies? These can be reasonably and easily taught
along with the teaching of subject content. But these learning skills have
not yet been completely incorporated into teaching more generally in a
systematic way in the absence of governments' action in creating policy
to ensure that the revolutions in thinking and practice become a reality

through curriculum reform.
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Taking into account the difficulty for a development and a
practical implementation of a competency- based higher education or
instruction, which systematically engender a set of specific components
to be developed, structured and managed, the process, for instance, of
writing, revising and thus validating competencies and selecting and
designating appropriate learning activities would take years and be
worth-costing. This is mainly because a competency- based instruction
system, considered as a specialized and systematic method of organizing
skill- specific instruction is almost continuously in a state of revision and
must be extremely flexible to changes in technology and students'
achievements. Therefore, one may expect to invest a considerable
amount of time and money performing the following activities when

setting a competency- based instruction system.

- Identifying a set of knowledge and skills which must be
developed

- Writing competency statements.

- Organizing learning activities.

- Selecting and developing instructional materials.

- Testing and evaluating.

- Validating and revising competency statements.

- Conducting liaison activities curriculum with the employment

community. ( Sullivan 1995)
At a more intricate level, one may wonder how to bridge the gap

between a competency- based instruction system centring on the

development of prestated competencies by using structured learning
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activities, and metacognitive knowledge or awareness as a relatively new
label of a body of theory and research that deals with learners’
knowledge and use of their own cognitive resources (Garner 1987).
Understanding what metacognition is will help the classroom teacher

supervise students who are better able to accomplish their learning goals.

This can be done if teachers have been effectively educated to
think outside the square of simply teaching subject content, those who
have been taught about learning content and have skills and how to teach
them. Therefore, a certain amount of management on the part of the
instructor is required to successfully implement and supervise

competency- based instruction.

Whatever the teaching method, whatever the selected materials
and whatever the link between them, some of our inquiry remains our
ignorance about learning itself. At different periods, we tend to blame
the learner for failure; for instance, to consider that he is backward, he
suffers from specific developments, or he comes from an inadequate
home, or the teacher is not trained, or the material is not well-enough
grounded sociolinguistically speaking. It is clear however that a
combination and manipulation of factors of how learning to read

proceeds should be at work.
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READING STRATEGIES

Reading Predicting Skimming for the main idea Scanning for Inferring Guessing from
strategies Details context
Cognitive Reading | 1.Elaborating 1.Elaborating 1. Elaborating 1. Elaborating 1. Elaborating
Strategies 2.Confirming 2.Summarizing 2. Ressourcing 2. auditory 2. Deduction
expectations representation 3. Imagery Use
3.Correcting 3. Translation 4. Inferring
expectations 4. Recognizing 5. Transfer
Cognate 6. Associating
Cognate
1. Advanced 1. Reading with a purpose. 1.Selecting 1.Using Tilles/ sub 1.Self-
Metacognitive Organization 2.Adjusting style to purpose attention titles management
Reading Strategies | 2. Planning ahead | 3. Finding key words 2. Re-reading 2. Using Linguistic 2. Self-evaluation
3. Self-management | 4. Skipping unknown words 3. Self- Knowledge 3.Self-
4. Self-evaluation 5. Ignoring unnecessary details | management 3.Self-management monitoring
5.Self-monitoring | 6. Self-management 4. Self-evaluation | 4. Self-evaluation
7. Self-evaluation 5.Self-monitoring | 5.Self-monitoring
8.Self-monitoring
Social /affective 1.Self-talk 1.Self-talk 1.Self-talk 1.Self-talk 1.Self-talk
Reading Strategies | 2. Asking Peers 2. Asking Peers 2. Asking Peers 2. Asking Peers 2. Asking Peers
3. Asking Teacher | 3. Asking Teacher 3. Asking Teacher | 3. Asking Teacher 3. Asking
Teacher

|

Tablel.3. The Reading Strategy Inventory ( adapted from O’Mallet and Chamot (1990); Hosenfeld

el

.
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1.1. CONCLUSION

This theoretical chapter intends to shed light on the field of the
reading process and some of the purposes that characterise it. Texts used
as a linguistic object (T.A.L.O.) and texts exploited as vehicle for
information (T.A.V.1.). This is what makes that each one of the two
determines the type of models used to approach a text, either with a
structural perspective, i.e., the bottom-up method that views and deals
with the target text as a matter of decoding linguistic items process, or
with a psycho- linguistic perspective, i.e., the top —down process which
considers that reading and the selected text have their main purpose, the
decoding and extraction of meaning. However, and because of their
weaknesses, the interactive model that favours the interaction of both
methods, i.e., the structural and psycho-linguistic process, is alternatively

proposed.

In this line of thought, in this investigation, the researcher
hypothesises that it would be beneficial if students were taught the
reading strategies and sub-skills through fiction excerpts or academic
texts of a cultural and social representation and that may constitute at the
same time, a source to teach, and thus, learn, practice and develop those
reading strategies and sub-skills. Moreover, students may be aware of the
socio-cultural environment of the language supposed to be learnt.
Contrary to textual analysis that focuses on text properties, organisational
patterns, function, etc, longer texts would be more appropriate. The
problematics will be dealt with in the following chapters with data

collection, results and analysis.
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2.1. INTRODUCTION

The present chapter provides classroom-based empirical data and
support for developing and implementing an efficient text-based
pedagogy and metacognitive awareness for EFL reading strategies at the
university level. It is, in fact, a practical aspect of the theoretical
framework resulting from the literature survey reviewed in chapter one
in an attempt to explain the complex nature of reading. It endeavours to
investigate the reading behaviour of a particular sample population in a
specific situation. It is merely concerned with the identification of some
of the students’ reading difficulties and weaknesses, i.e., it tries to detect
some problems—area of our learners in processing a text passage in

English as a foreign language.

This research reports on a small-scale action research study aiming
at highlighting the positive correlation between awareness-raising
instruction and reading performance with a view to promoting change in
the present curriculum and modifying current teaching strategies. In
other words, the research dealt with a major issue related to the impact of
direct instruction, which explicitly raises learners’ awareness of specific
strategy and comprehending processes, and instruction in reading skills
and strategies which are potentially able to bring about positive attitudes

and changes in the learners’ reading performance.

At first, the chapter identifies the field of research and questions
under investigation. Then, it exposes the chosen situation and population
to be studied with the method and materials used in this research. This

chapter provides us with a clear explanation of the different steps
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undertaken in this research, the reasons for some choices and the
difficulties encountered during this work. For this purpose, the
researcher exposes a general description of the learning / teaching
situation by stating, at the same time, the status, purposes and objectives
of the English Department to teach language in general, and reading

comprehension in particular.

This thesis reports on an investigation of 12 Algerian EFL
readers’ metacognitive knowledge of strategies in learning to read, as a
sample population as our case-study, i.e., these university students, who
participated in the project, were enrolled in different high urban and rural
schools districts, coming from three distinctive streams; Life and Natural
Sciences, Humanities, and Foreign Languages, as checked in their files.
The students’ first language is Arabic, and French as their first foreign
language, whereas, English is their second foreign language which is
part of the curriculum in all streams and taught for three years; including
a thorough preparation of the baccalaureate exam, with different

coefficients and weekly time allotment for each stream at all levels.

The students in this exploratory case-study were randomly
chosen and selected from a class of 120 students, representing almost
10%. The EFL readers’ metacognitive knowledge of strategies was
analysed and interpreted from a broad metacognitive perspective
following Flavell’s model (1987) which has been adopted in L2 studies
by researchers such as Wenden (1991;1998) to analyse learners’
strategies or their metacognitive knowledge of language learning. Our
EFL readers’ knowledge of reading strategies was examined through the

analysis of “mentalistic data” (Cohen, 1996) obtained through
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retrospective interviews. Thus this investigation relies on three basic
research instruments: questionnaire, tests and interviews. It therefore
follows a three-step procedure of research: pre, while and post-training

relying on a particular methodology.

In effect, on the basis of a research, investigating EFL learners’
reading process, that the researcher has undertaken at the Department of
Foreign Languages of University Abu Bakr Belkaid, Tlemcen, it has
been noticed that our informahts have exhibited serious reading
weaknesses mainly due to lack or ineffective use of reading strategies, in
spite of the learners’ five years of pre-university English learning. Most
of our new entrants to University show serious deficiencies and
difficulties both at oral and written expression levels. Likewise, when
reading, for instance, the students seem to be unaware even of the basics
of reading, as they seem unaware as well of useful reading strategies to

process the text passage they have to deal with.
2.2. LANGUAGE TEACHING COURSE PURPOSE

In general, the main objective, set to the teaching and learning of
English as a foreign language in the English Department recently
established at Abu Bakr Belkaid University of Tlemcen, is to achieve a
certain level of accuracy and fluency for an appropriate and acceptable
communication in its various forms; oral and written ones, because of
the socio-professional needs of the students once ready to look for an
occupation, particularly with English-speaking foreign partners. This
ability is mainly realized due to the integrated and balanced way in

which the four skills (listening, reading, speaking and writing) are
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taught, with of course, the particularities of the input of the students’
needs. This emphasis to reinforce and improve the knowledge learnt at
secondary schéol, should fulfil the task of communication in both forms,
and enable students to understand and guess the meaning of the message

in question.

Therefore, English is supposed to be taught as a foreign language
by making students aware of the importance of that language, and
gradually provide them with the necessary and appropriate linguistic
tools to express themselves with a reasonable degree of accuracy and
fluency. Indeed, it is of no avail to dismiss the potential recent change
that has taken place during the last three years, regarding the approach
selected for teaching/learning of English at both the intermediate and
secondary school levels. A newly trendy fashionable approach labelled
‘competency-based’ has been adopted on the basis of helping learners

improve their autonomy, and enhance their problem-solving skills.

Listening and reading are considered as two receptive skills. They
are active processes in which the reader or listener is supposed to extract
a meaning from a stream of language. A language is taught as a real
integration and through a systematic gradation of the four skills. In this
way, and in order to read, students should first be trained to listen and
speak that language, and then the reading of the text will aim at a written
production. As far as the pedagogical materials used for teaching/
learning of English, in addition to the routinized materials ( classroom,
chalk, blackboard and tape-recorders...) there are two language
laboratories equipped with data-shows and computers, and is devoted

solely and unfortunately for teaching listening comprehension module,
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while the second one, was recently established within the Department
(not more than two years ago), is designed to make continuous internet
based on communication, by which learners get in touch with various
students from different parts of the world to interchange their electronic

data and therefore create a kind of purposeful interaction via the internet.

This pedagogical training is accomplished through a four-year
curriculum whose content is based on language skills, literature,
civilization, and linguistics and pedagogy notions, in addition to Arabic
as a compensatory module. Up to now, in a period of almost five years,
about one thousand and five hundred students have graduated from the
Department. Some of them have been recruited by the Ministry of
Education at different levels (primary, middle and secondary). Others
have joined different institutes for occupational purposes, while the
minority has joined other institutes or universities for-post graduation
either in the country or abroad, notably for different instrumental

motivations.

As a result, those trained students are not only expected to teach
appropriately and efficiently to make the language accessible to all types
of learners in Algerian schools and institutes, but also to contribute to the
socio-economic development of the country which is greatly and
urgently in need of the scientific and technological knowledge carried
out in foreign languages in general, and English in particular, and where
reading competences may have an important contribution as a bridge to

the bulk of literature in these fields of national and social interest.
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2.3. READING COMPREHENSION: TEACHING OBJECTIVES

Throughout a four-year university programme, reading, as one of
the four language skills, is scheduled only for first-year level students.
They are also taught grammar, linguistics, phonetics, oral expression,
British, American and Third World literatures and civilisations.
Furthermore, they are introduced to didactics and TEFL (Teaching
English as a Foreign Language) at the fourth-year level. As far as the
curriculum is concerned, each teacher is provided with guidelines for
each module and it is up to him to sketch out the content of the modular
course. Here, however, it would be wiser, indeed, to speak also about the
potential role of reading comprehension and determine its major status
and teaching methodology as the core of our research project, as a
necessary tool for consolidating the students’ knowledge. Its
methodology as stated in our general introduction consists basically in
providing learners with different texts that are followed by a set of

comprehension questions. These questions may fall under three basic

types:

> Yes/No question: (reference questions) they are two choice
models for response. They tend to 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
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given passage. This type of questions generally begins with

words like: why, where, who, when...

> Inference questions: they tend to be in contrast with the
previous types, indirect and implicit they necessitate
learners’ ability to summarise and synthesize information
reflecting upon their understanding of the text generally,

and especially the main ideas.

However, while reading is paradoxically a key-access to the study
and mastery of other modules, it seems to be given little importance.
Starting from the academic year 1998-1999 till 2001 it had been taught
along with the written expression module; making up one single module
with the coefficient of “three”, and the time devoted to its teaching was
three hours per week. Since 2001, however, it has been taught as a

modular course on its own for one hour and a half weekly.

It is obvious that the more teachers provide and assist their
students with the necessary linguistic, cognitive and meta-cognitive
knowledge, the more and the better they will rely on themselves by
developing a kind of learning autonomy. By contrast, without a reading
ability, even the learners’ performance in the other modular course,
subjects can only be qualified by low or poor achievement. Furthermore,
though reading is seen as crucial and a necessary means for the students’
knowledge acquisition, be it about the general patterns of the language or
the foreign culture of the target language, no official programme exists
as yet, and no practical directives are apparently recommended to both

its teaching and evaluation. Nonetheless, the objectives of the module
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are broadly stated in the official directives of the Ministry of Higher
Education and scientific research because it pretends that the module
aims at makiflg students able to read and understand English in its

written form.
2.4. THE STUDENTS' PROFILE

The questionnaire has contributed to provide the following
information about the learners’ profile and needs. The informants,
randomly selected as a sample population for the present case study, are
twelve first-year EFL students at the English Department of Tlemcen
University. These students are required to deal with the Reading
Comprehension Module to reinforce their linguistic abilities and learning

skills at various levels.

The informants are aged between seventeen and nineteen years
old, this is only to know somehow about their learning experience.
Before entering university, they have had about five to seven years of
English as a foreign language, in Middle and Secondary schools. These
students passed their ‘Baccalaureate’ exam, either in Literary and
Foreign Languages streams, whose coefficient of English is three, or the
Literary and Human Sciences streams, whose coefficient of English is
two, and obtained marks for English that allowed them to register as a
university student. As they come from state-run schools, they share

nearly the same educational background.

Arabic and French are respectively their first and second

languages. Admittedly, this means that students, whose mother tongue is
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Algerian Arabic, display just a little command of the French language
which is even practised outside their learning environment, and

furthermore introduced at the fourth-year level of the Primary School.

It is worth noting here that the first-year university EFL
programme aims fundamentally at equipping students with the necessary
language background and skills in order to enable them write and speak
English as efficiently as possible to get a ‘Licence d’ Enseignement
d’Anglais’. The modules that students are supposed to deal with during
this psycho-pedagogical training are mainly concerned with the teaching
of the language as a whole system, are: Written expression, oral
expression, grammar, linguistics, phonetics, educational psychology,
literature, civilization as well as an introduction to TEFL, in addition to
a concurrently course of Arabic. It should be point out at this level that
during the fourth-year, students are required to choose between writing
an extended essay or attending teacher training sessions in the Secondary
School. The following table summarises the curriculum of the Algerian

Department of English adapted from the academic year 1983-1984.
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Year Level First Second Third Fourth
Discipline
Linguistics | Linguistics
(1/30) (1/30)
Linguistic | Phonetics Phonetics | Sociolinguistics | Seminars in
(1/30) (1/30) (1/30) linguistics
&/or O.CE O.C.E Phonology (1/30)
(3hours) (1/30) (1/30)
language W.C.E W.E O.C.E
(4/30) (1/30) (1/30)
skills Grammar Grammar
(3hours) (1hours)
None British British Seminars in
Literature Literature Literature
(1/30) (1/30) (1/30)
American American Anglo-
Literature Literature american
Literary (1/30) (1/30) Literature
African (1/30)
Literature
(1/30)
None British British Seminars in
Civilization Civilization Civilization
(1/30) (1/30) (1/30)
Historical American American
Civilization Civilization
(1/30) (1/30)
Didactic None General Educational
psychology psychology
(1/30) (1/30)
TEFL
Teaching | (12 hours) (13/30) (12 hours) (7/30)
time (per
week)

Table 2.1. Official Curriculum of the ‘Licence’ in English Studies
(Source: Benmoussat: 2003:161)
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The lack of teaching materials, the lack of pedagogical training
teachers and almost the non-existence of phonetic laboratories and
audio-visual aids, are apparently the common factors which generally
hurdle the teaching/ learning process, and mainly the lack of any decent

teaching of literature.

Furthermore, in comparison with L1 and L2 English is less
practised with regard to the amount of exposures to the two languages,
i.e., Arabic and French, moreover, newspapers and magazines published
in English can rarely be found on the market. Therefore, the syllabus
became more or less flexible (all along of course within the lines drawn

by the national syllabus) to suit the situation in question.

As far as the reading skill is concerned, in the present research
most of the students report that their reading background lies principally
on the Arabic and French languages either at home or in libraries. Such a
fact is supposed to be a determinant contributor in developing good
reading habits, styles and strategies in learners. Although some language
learners may be competent readers in their native language or second
language, it is not necessarily the same for English. This is because most
of the time learners fail in transferring the reading strategies and sub-
skills from their L1 or L2 to L3, since they do not read enough in
English using the same strategies as for Arabic or French. They think
that English is more difficult and less familiar and different from the
other languages. It should be also noticed that these students are not
really aware of the reading strategies they report using while reading for

their assignments.
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2.5. STUDENTS’ NEEDS

Most of the researchers, if not all, involved in the field of language
teaching/learning are concerned with meeting systematically the
different needs of their learners. Indeed, the understanding of the
students’ needs is, in fact, an important factor contributing to the
teaching process as a whole. It helps teachers establish an appropriate
selection of different topics, themes, language skills and teaching
methods to suit the given situation. In this sense, Chambers (1980)
quoted in West (1993:08) explains that:

The most common form of needs analysis
is devoted to establishing the learners’
language requirements in the
occupational or academic situation they
are being prepared for-target situation
analysis-.

Although, one cannot say, especially for the case of foreign
language learners, that one skill or one language form is better or more
interesting than others. In a situation such as the one studied in the
present work, one should mention that specific needs are prior to others
according to level and difficulties. Indeed, analysing learners’ needs has

always been seen, Davies (2004:674), as:

an attempt to identify the gap between
what students know and what can do at
the present point of time and what they
need ideally to be able to do it in the
target situation.
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Identifying students’ needs is quite essential to design a relevant
curriculum and appropriate materials. Yet, it is almost a complex task
which requires from the teacher to consider some fundamental questions
such as: What are the students’ weaknesses? And what do they need to

learn? Or what will they do with the learned skills/items?

Therefore, the identification of the learners’ needs and difficulties
have been diagnosed at the beginning of this investigation through a
questionnaire and a pre-training proficiency test in order to have an idea
of the learners’ learning needs or lacks, and topic preference, (topics that
motivate them) what is generally referred to as learners’ wants,
expectations and what should be taken into consideration to establish the

learners’ needs.

To define what the learners' deficiencies are, one should also be
aware of what potential his students already possess, i.e., their language
proficiency. In this trend, Hutchinson and Waters (1989:56) point out
that:

The target proficiency... needs to be
matched against the existing proficiency
of the learner. The gap between the two
may be referred to as the learners’ lacks.

Moreover, it is necessary to know what the learners need to
identify as strategies, language skills and items in order to effectively

and appropriately be able to function in the target language. To do so, it
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is primordial to know what the learners need to learn so as to fulfil those
needs.

To cater for the learners’ immediate or short-term needs
(Widdowson, 1983) one should focus on the four language skills, maybe
with little more emphasis on reading, since the learner is fundamentally
supposed to study all that goes with the English language systems, such

as the English culture, literature and civilisation.

For the current research, the researcher has put emphasis on the
importance of reading in both language and knowledge acquisition,
making the informants aware of the strategies used as well. They should
grasp clearly that it is a fruitful means by which one can get the
necessary linguistic competence, in order to be able to spread one’s

horizons by the other’s culture.

Raising the students’ awareness of reading to their future needs is
a vital element to motivate them and have them interested in the reading
strategy training in order to assess the contribution of fiction excerpts for

such training.

As teachers, once teaching our students some of the strategies that
may help them process the text as comprehensively as possible, and for
the sake of identifying and assessing what are the learners’ reading
strategies and the sub-skills they have been provided with from their
previous learning experiences, the researcher has administered the
learners with a pre-established strategy grid as well as a questionnaire.
Additionally, one should bear in mind at every stage of reading

instructions what Chamot (1990:82) states:
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Learners are not mere sponges acquiring
the new language by osmosis alone. They
are thinking reflective beings who
consciously apply mental strategies to
learning situations, both in the classroom
and outside it.

2.6. TEACHERS’ METHODOLOGY AND SELECTED TEXTS

Speaking about the Reading Comprehension Module, many
teachers from different levels believe that reading can be regarded as the
easiest skill 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 shape the

text or not.

This is fine in principle, but as ever the reality turns out to be
different, reading comprehension is far from being simple or an easy
task to undergo, for it requires learners’ mental and experimental input
as significant factors to reach more systematically and comprehensible
reading. At the same time, it requires teachers’ effort and time consumed

to make reading with comprehension accessible to theirs.
2.6.1. Teachers’ Methodology
As previously stated, teachers generally believe that the reading

comprehension task is only a matter to provide students with selected

texts to be read in the class with few comprehension questions to be

90



F

E—

r—ﬂ“

S

“““"'ﬁ'

%

-

Chapter Two The Teaching / Learning Situation Analysis

answered often about details and sometimes without a fair understanding
the general idea of that text.

In fact, such a practice is well-noticed among the teachers of
reading comprehension at the English Language Department of Abou-
Bakr Belkaid University where the module of Reading Comprehension is
most of the time allocated to part-time teachers who generally come
from different secondary schools, and whose methods of teaching are, in
fact, based on a particular approach that reinforces vocabulary and
grammatical points, i.e., more importance is attached to language
instruction than teaching reading as a skill in which a number of
strategies are put into practice to interact with the writer through active

participation in the creation of discourse out of the text.

Hence, teachers who are in charge of this module have not _gone so
far during their training in language teaching methods and theories.
Therefore, they teach without any theoretical reference about the nature
of the reading process. This is, maybe, because teachers are still
influenced by traditional methods of teaching reading. They consider the
act of reading as a product to reach, not as a process to develop its sub-
skills and strategies. Moreover, learners have no opportunity to express
their preferences for the choices of the topics and activities; thus, this
means that there is no development of their reading sub-skills and

strategies.
2.6.2. Teachers’ Selected Texts

Another issue has frequently provoked controversy; it concerns

the type of reading texts which are given to learners without taking into

91



r—

—

r‘*?

)

=

Chapter Two The Teaching / Learning Situation Analysis

account their preferences both in terms of what topics and themes seem
to fit their style and interest, and their current level of reading
proficiency. Suffice it to say that the teaching of reading in this context

is too much monopolized by teachers, and even text content.

The texts proposed at a regular reading course are based on the
reading of extracts from different genres selected by the teacher. The
reading constitutes the core of the lesson. However, it should be
mentioned that the other skills are neglected, since the reading lesson is
presented to learners in separation from the other language skills. Thus,
the relationship is put forward to make of the course an integrative one

including a systematic practice of the four skills.

The input provided for first—year EFL university students falls
into the following four main types of composition: narrative, descriptive,
expository or argumentative passages. The texts present different types

of prose; they are artificial rather than authentic texts.

Equally important is the length of the text which depends on the
objectives of the reading lesson. In this respect, short reading passages
may be a useful means for teachers to train students to develop their
strategies and sub-skills instructions and practices. In this respect,

Nuttall (1982:30) draws attention to the fact that:

Most of teachers use short texts for
intensive work; if you can, try at least
sometimes to choose extracts from class
readers for this purpose. To study short
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passages in context contributes many
dimensions of study.

For this study the researcher has resorted to a particular selection
of three extracts for the pre-training, training and post-training phases.
This selection is based on the idea that this type of passages, extracted
from famous readers, may be of great benefit to second-year university
students. It contributes to introduce the learners to the module of
literature distinctively known as British, American and African
literatures which are supposed to‘be part of the second- year programme.
The extracts have been carefully selected from literary works in order to
expose students to texts that are authentic and worthwhile. Indeed, the
term “literature” carries within it qualitative connotations which imply
that it has superior qualities, well above the ordinary run of written
works. "

Such texts not only cover a wide range of reading skills such as
understanding ideas, predicting and inferring, but they also enhance the
students’ feeling for the language and offer a powerful stimulus for
reflection by providing the opportunity to understand the sub-text that
often refers to the thoughts and motives of the characters which are only
covered inside. Students can thus increase their involvement and
confidence in reading English (if you can read literature, you can read

anything else).

The extracts are unabridged and drawn from twentieth-century

literature which makes them more appealing to present-day students.

'See J. A. Cuddan, Dictionary of Literary Terms and Literary Theory, (London: Penguin,1992)
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The selection includes excerpts from a British novel, then, an Afro-
American autobiography, and an African writer, allowing students to

explore their reading skills.
2.6.1. Text Structure

It seems to be wiser, at first, to draw a particular concentration on
the text structure, which refers chiefly to the grouping of texts that are
similar in terms of co-occurrence of linguistic and organisational
patterns. Having the increased attention to the concept of text structure
in ELT, numerous proposals have been made to set up a typology of text

types for the reading curriculum.

In order to ensure maximum learning benefits, the selected texts
need to be designed carefully to meet the needs of the students, as EAP
oriented, and make their learning experience of lasting value. The most
important factor that teachers should think about while selecting a text is
to support students’ participation during the target task and, at the same
time, to refine and expand, their cognitive and metacognitive reading
strategies. In a similar way, the teacher should be clear on what

strategies he attempts to develop.

Subsequently, the teacher needs to decide on what type of texts
and tasks may facilitate the learning of the reading process. Once the
target component and means of implementation are defined, the teacher
can then, proceed to focus also on the topic that may involve the learners
and the teacher in providing a context within which effective

comprehension of the text in question can be undertaken.
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At last, by finding the appropriate paradigms of responding to the
text, the teacher may successfully motivate his students. In this view, a
pragmatic combination of objectives allows the teacher to expect both
enthusiasm and effective long-term learning experience. It is worth
pointing out here, that students need to be prepared cognitively and
linguistically to have the confidence to read a text written in English;
this will help them develop their own learning strategies. For example,
selecting a text containing practical structures will encourage students
understand the functional reasons for knowing and using them.
Consequently, they may recognize that they are learning more than just

a set of language forms.

In a summary of research on metacognition from the Centre of the
Study of Reading at the University of Illinois, Armbruster ef al (1983)
present reading to learn from a metacognitive perspective as it relates to

four variables: texts, tasks, strategies, and learner’s characteristics.

As our concern in this section is text, accordingly it refers to the
textual features of learning materials which influence comprehension
and memory. Factors such as arrangement of ideas in texts, vocabulary,
syntax, clarity of author’s intentions, and reader’s interest and
familiarity with a text, all have an effect on students’ learning. Salient

findings from the research include three basic points:

1. Text structures influence learning even if the learner is

unaware of their effect.

95



[

r‘" e

r“”?

—y

Chapter Two The Teaching / Learning Situation Analysis

2. Knowledge of the effect of text structures on learning is

dependent on age and proficiency;

3. A reader can optimize learning by becoming aware of text

structures and the resulting effect they have on learning,.

Knowledge of text structures is critical for reading to learn; it is a
pre-requisite for efficient use of study time by detecting the
organizational patterns or structures of texts; students can observe how
authors arrange ideas and determine what kinds of structures are used to
interrelate ideas. In her research, Muth (1987) addresses the text
structures used most frequently in informational or expository materials
found in content area textbooks. She presents three strategies designed to
help students read and comprehend informational texts. These include
hierarchical summaries, conceptual maps and thematic organizers
designed to raise students’ awareness of text structures. (See also Harris,

1990; DiGisi, 1992; and Piper, 1982).

Although not every aspect is described by strategy-based analysis,
reading theories and schema research are immediately relevant to the
teaching of reading and thus the better one learns from them to be aware
of how different texts are organized and how the process of
comprehending academic texts is accomplished and mediated by a
number of cognitive, metacognitive and textual strategies, the more

likely one is able to process authentic material and implement effective

classroom practices.
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The following sample tasks and texts have been developed in such
a way to attain the objectives set at the beginning of this investigation,
by offering a variety of challenging text experiences, encouraging
students to view their own reading management as an effective
performance, and fostering reflection upon their textual experiences,
processes and strategies. Concerning the reading material selected for
this reading strategy phase, here is a detailed account on the selected

material:

The first passage is taken from D .H. Lawrence’s ‘Sons and

Lovers’ (1913; London: Penguin, reprinted 1943), pp 16-183.

It narrates the first meeting of the main characters’ parents, Walter
Morel and Gertrude Coppard, who were attracted by each other despite
their opposite nature and different social origins. The opening sentence
introduces the setting of this scene; a Christmas Party, the only occasion
on which two young people with such different backgrounds might be

together.

Paragraph 1 contains a physical description of Walter Morel, his
look being the essential aspect of his character; while paragraph 2
stresses the mental outlook of Gertrude Coppard whose dominant trait is
her ‘intellectuality’. Paragraph 3 offers a physical description of
Gertrude, emphasising her subdued and deeply-religious nature.
Paragraph 4 describes their first reaction at this meeting and refers to
their contrasted social origins: Morel, being a mixed-bred Northern

miner, while Gertrude is a Southern, puritan lady whose father also
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serves as living contrast to Morel. The passage ends with their first

conversation and its effect on them.

From a sociocultural and historical aspect, the passage
exemplifies the deep class differences in Britain — the opposition of the
coarse, industrial north to the puritan, agrarian south. It shows speech as
a class marker in ‘southern pronunciation and a purity of English’
through Morel’s words. There are also religious references to Puritanism
and to Apostle Paul as well as social features such as dancing with

reference to ‘Roger de Coversley’.

The second passage is taken from the first part of Richard
Wright’s autobiographical sketch: The Ethics of Living Jim Crow, in

which he narrates his first lesson in how to live as a Black boy in
America. All children are brought up and learn from their mistakes, but
Black children have to learn an additional code of behaviour which does
not apply to Whites; “Jim Crow”, the American equivalent term of

Apartheid in South Africa.

The first paragraph describes the drab and poor environment in
which the author lived as a child, his only toys being cinders. The
Blacks lived away from the Whites, separated by the railway tracks as
symbolic borders. Violence permeates the passage (weapons, hot-war,
ammunition, target, gang, barrage, fortification, ranks, blood, fellow,
combatants, slapped, smack, trench, kill...) which symbolically points to

an everlasting war characterising the early childhood of the author.
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In the second paragraph, Richard Wright narrates a painful
episode which betrays the inherent inequality between White and Black
children while it shows the black boy as the bleeding victim of this
injustice. Then the author describes the mother’s attitude. Instead of
understanding her son, she perpetuates the Jim Crow code and states the
“white folk absolutely right” in hitting the boy. He is then, the victim of
two types of violence, that of the Whites, and that of his own
community. R. Wright implicitly criticises not only white racism but
mainly the Blacks attitude. The latter not only accept this situation but
also carry on Jim Crow precepts by implementing them and teaching

them to their children.

The last paragraph is in sharp contrast with the rest of the text. It
deals with another period of the author’s life when he was living in a
totally-black section of the town. The repetition of the adjective ‘black’
sounds like a leitmotiv to point to the segregation that prevailed there,
but it also carries a positive connotation to the extent that ‘black’ means
peace and happiness while ‘white’ equals problems and violence. The
author ends with a pessimistic tone as a boy has to leave this heaven of

peace to go back to that enemy country where Jim Crow laws prevail.

The third text passage is an extract from Thomas Burke’s The

English and Their Country, 1945 consisting of two separate paragraphs

which appear to speak about the differences between the English, the
Scots and the Welsh.

The extract depicts the remarkable character differences that exist

between the English and its neighbouring peoples, namely the Scots and
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the Welsh. It portrays an important feature of the English distinctive
nature in comparison with the Scots and the Welsh. They are separate
nations in térms of the physical features, moral characteristics and

speech, but they are all governed under the crown, and represented in

the same Parliament.

In the first paragraph, the author tried to cite the common
characteristics that are shared between the English, the Scots and the
Welsh, for instance, they live together with their ironic differences, but
whenever there is a danger that moves towards the union they will

become just like one body. They represent without a doubt the United
Kingdom.

The second paragraph describes the Englishman’s typical
personality and its coldness and hardness. These traits are unnoticed,
and surprise the Englishman because he is not attentive to what he is.
The author drives the reader’s attention towards an important point: the
Englishman prefers to hold back his emotions in order to hide his rich
warm character, for his education has taught him that being sensitive
equals being fragile in front of people. On the other hand, a strange
feature that Englishman holds is that “he wants to be liked but never

shows that he wants to be liked.”
2.7. ACTION RESEARCH METHODOLOGY

This section attempts to unveil the suggested research
methodology of this current classroom action research regarded as as

part of a reflective conceptual framework. It should be mentioned, at this
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level, that a variety of research instruments is used all along the data
collection phases in order to cross-check the results and obviously
attempt to validate them as objectively as possible. This investigation
may, therefore, be described as being multidimensional. The data
collection tools, .i.e., questionnaire, tests and post-task interviews, are to
be applied for the sake of getting empirical evidence of the research
problematics and reliability of the results which is made up of three
distinctive phases notably, the pre-training, the training and the post-

training phase.

Likewise, the explanation of these situations is essential for a
clearer understanding of the objectives and the results of this research.
This is why the present section devotes itself to the presentation of how
the different phases were respectively followed and what the conditions

were like during the handled experiment. Weir and Robert (1993:737)

assume that:

A combination of data sources is likely to
be necessary in most evaluations because
often no one source can describe
adequately such a diversity of features as
is found in educational settings, and
because of the need for corroboration of
findings by wusing data from these
different sources, collected by different
methods and by different people[(i.e.
“triangulation”)].

In this way, and in order to collect some evident data for a

particular investigation, the use of multiple methods is of great
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importance. It allows tackling the problem area from different angles
and widening one’s view upon the question which is likely to give more

reliable outcomes.

The pre-training phase consists of the questionnaire as a first step
in this study and a reading proficiency test as a second step in this phase.
There are administered to a group of learners who are selected as a
sample population, in order to identify the informants’ difficulties and
weaknesses, and assess the five reading strategies which constitute the

sample of the research at hand.

The research instruments helped in this case to collect relevant
information on the informants. Firstly, the questionnaire was used at the
beginning of this investigation, in order to pilot it with another group,
during the first term of the academic year 2004/2005. It was possible,
then, to examine whether the questions were clear, well-formulated and

appropriately understood by the informants.

During this pilot phase, some of the questions, that seemed either
irrelevant or that were misunderstood by the learners, have been
reformulated. Others were completely dropped because they were
inappropriate to the research questions. Secondly, the reading
proficiency tests’ purposes were to check the learners reading sub-skills
and strategies and how they actually use them before strategy training
was conducted. After the learners’ needs have been identified, the
training phase consists in developing the learners’ performance as far as

the five reading sub-skills are concerned to reduce their lacks of reading
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comprehension. Thus, their role and importance in the reading process

were presented, named and discussed.

Finally, the third step in this investigation is concerned with a
post- training phase. It is a diagnostic test assigned to the respondents
after strategy instruction. It has been essentially designed to assess the
learners understanding and application of the selected reading sub-skills
and strategies taught to them, and get an idea of the progress that they

have made in this area.

For this objective, and in order to better control the results
obtained, the researcher has resorted to a self-report grid since it is of
great difficulty to observe the strategy use. It is an introspective method
similar to the think-aloud protocol. The only discrepancy that exists
between the two techniques, is that the former requires a written report,
whereas the latter is based on an oral recording for eliciting the learners’
thought processes while performing a given language task. In an oral
interview, the participants were asked to read a text think-aloud reports,
i.e., they were directed to say in their first language whatever came to

their minds while processing the text.

By doing so, the researcher could identify relationships between
certain types of reading strategies and successful or unsuccessful
language readers. In a qualitative study, Hosenfeld (1977) examined
successful and unsuccessful readers to find out what types of cognitive

operations they used to process written texts. (See section 1.3.7.).
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2.7.1. The Questionnaire

The questionnaire, as a self-report instrument, is meant to bring
out from respondents some general information about them. It is mainly
used as a data collection tool on the learners’ sample under this research
experiment in order to elicit their attitudes towards a teaching method.
For this purpose, the informants will be informed about the anonymity
of their answers to put them at ease and as honest and informative as
possible. It helps in this study case to collect relevant information on a
determined population before any strategy instruction. The objective of
the questionnaire is to have an idea about the learners’ profile, needs,
reading background, language level, expectations, and motivations and
the like. It was conducted to first year university EFL students to elicit

their retrospective data about:

Their profile, language level and reading background.

- Their potential difficulties and needs in reading

comprehension.

- The main strategies they often orchestrate to sort out these

difficulties.

In fact, the questionnaire is also a way used to collect data on the
learners’ current level of proficiency in language and in reading lacks
and difficulties, before students are instructed in reading skills through a
particular kind of text. Three types of questions are used; the close,

semi-closed and open questions. The first type is open-ended questions
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where the informant is invited to express freely his ideas, viewpoints
and beliefs. The second type of questions is close-ended, in contrast with
the first type, where learners have to choose one among one proposed
possibilities without adding any further explanation. Finally, the third set
of questions is almost a combination of open and closed questions, .i.e.,
mixed questions which are used when explanatory or illustrative data are

required.

It should be noted here first that the questionnaire was piloted
before its administration and the students who answered the
questionnaire were the same who were involved in the pre, while and
post-training test. For the sake of avoiding any misunderstanding, the
questions were explained to students who could ask for more

clarifications.

The first part includes a question aiming at determining the
amount of exposure to English the learners have had so far, up till now
in order to have a little idea of their characteristics concerning their
language learning background. The second part of the questionnaire
includes a question which purpose is to get an idea of how the learners
view the act of reading, whereas the third part of the questionnaire
consists of two levels: Two questions that aim at determining the
learners’ motivation and awareness of their difficulties during secondary
schools, this is to find out the students’ reading experiences they had so
far, and eight questions, all of them, have as objective to illustrate what
kind of reading students had received before they reached the second-
year university level, and attempt to identify some of their reading

strategies. The students’ views have been taken into consideration to
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instruct the reading sub-skills and strategies selected for this
investigation, trying, in this way, to raise the learners’ full attention,
motivation and interest while training them to improve their reading
metacognitive strategies. Part four of the questionnaire is related to the
learners’ suggestions in the form of needs and wants that may help them
enjoy reading as a process, and therefore, overcome steadily their

reading difficulties.

2.7.2. Strategy Training

The strategy training procedure used in this study is adapted from
the teaching approach of Brown and Palincsar (1984), which consists of
four concrete reading strategies: summarizing (self-review), questioning,
predicting, and clarifying. All of the reading lessons given in this study

were conducted in English.

During the training phase, the second step in this study, the
researcher has resorted to a reading strategy training that is often
advocated by different language researchers nowadays and which is
more and more emphasised and recommended for instance, Oxford
(1990), O’Malley and Chamot (1990), Cohen (1990), Hosenfeld (1990).
Furthermore, Oxford (1992:12) attempts to explain the importance of

such training:

An essential part of language education.
Even the best learners can improve their
strategy use through training (...)
strategy training is most effective when
students learn why and when specific
strategies are important, how to use these
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strategies and how to transfer them to
new situations.

In this phase, students are provided with a fiction text, more

precisely an excerpt from Thomas Burke’s The English and Their

Country, 1945, and a passage from D. H. Lawrence’s ‘Sons and Lovers’

(1913), and trained on the five strategies selected as the sample for this

study notably, predicting, scanning, skimming, guessing and inferring.

This step consists in raising the learners’ metacognitive awareness
to improve their reading strategies and sub-skills through a particular
kind of text, i.e., academic text passages socioculturally loaded or fiction
excerpts administered to the learners during the first session, just after

they have accomplished the questionnaire task.

It could be assumed that learners may have acquired a successful
ability of reading so far in their first or second language or even initially
in English, but they still need to develop this capacity with the necessary
tools (reading strategies and sub-skills) to approach a foreign language
text purposefully selected for them as a specific population interacting
with a foreign language, and thus, a foreign culture. They also need to

generalise good learning behaviour to other learning tasks.

The metacognitive strategy-training with these participants was an
attempt to develop their self-planning, self-monitoring, self-questioning,
self-reflecting and /or self-reviewing. In this teaching situation, the
teacher modelled his objectives by asking a variety of questions

concerning comprehension of a story or text passage. For instance, when
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a student begins reading a story in the target language, he plans by
setting his goals or thinking about what he wants to get out of the story
or the text passage at hand, and making predictions about the story based
on the title and his/her knowledge of the topic. Then he/she moves on to
the monitoring strategy and, as he/she reads, checks whether the story

makes sense.

However, as the learner reads, he has to decide, on the bases of
new information in the story that he needs to go back and revise some of
his plans. He/she may, for instance, change his/her predictions, bring in
new background knowledge, or even change goals. The learner has also
to be advised to continue reading and then decides to stop and evaluate
himself after performing or completing, for example, only the first part
of the story. Admittedly, if the learner finds difficulties to understand an
important phase or idea, he/she may need to go to the problem solving
strategy, then reflect(evaluate) on his/her own learning process. Here is

a diagram illustrating how to process some EFL reading strategies:
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2.7.3. Proficiency Tests

It is acknowledged that tests are research tools used to gather facts
about the target subjects’ ability and to gain knowledge of the situation
in question. This phase is also characterised by a series of diagnostic
tests assigned to students before and after conducting the training. The
first test, also called the proficiency test, consists in assessing the
informants’ current reading ability and the three reading sub-skills
which constitute the sample of this investigation. This diagnostic test is

viewed by Oxford (1990:200) as:

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

Furthermore, and as a last step in this research, before moving to
the data treatment, a post-training test in the form of a formative type
has been used to report about the learners’ metacognitive awareness
processed through a fiction text passage, and its effectiveness for foreign
language learners to develop their reading strategies in approaching a
text referring to a given sociocultural environment of that foreign
language supposed to be taught, the case of English in Algeria in this
research. In other words, after strategy instruction a second proficiency
test is conducted through fiction excerpts in order, first to monitor how
much students apply and understand the reading strategies taught to

them, and try to measure the learners’ progress in the three sub-skills

110



r—

r -

—

| i

=

-

Chapter Two The Teaching / Learning Situation Analysis

(GOALS AND OBTECTIVES

ASSESSING VOCABULARY KNOWLEDGE AND SKILLS

N

EXPLICITLEXICAL INSTRUCTION MPLICITLE}HL“&LIH TRUCTION
WIFG S@S PND LEARNING STTM'EGIES
Mdme  Usmg  [nfamig Meating-focused Reading

Decotexuatised  Dictionaties Veeshilay
Lexs Meating from
SN

Inzeng Vorablary Deyelopng Froency
Aopiry  Consolifating  Elaborating Stze tough Fxtengive
Hovw Vorabalary Provivsly st Vorabulary Readng
Voruulary  Knowledge

Diagram 2.1. 4 Framework for Teaching EFL Reading Strategies
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2.7.3. Proficiency Tests

It is acknowledged that tests are research tools used to gather facts
about the target subjects’ ability and to gain knowledge of the situation
in question. This phase is also characterised by a series of diagnostic
tests assigned to students before and after conducting the training. The
first test, also called the proficiency test, consists in assessing the
informants’ current reading ability and the three reading sub-skills
which constitute the sample of this investigation. This diagnostic test is

viewed by Oxford (1990:200) as:

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

Furthermore, and as a last step in this research, before moving to
the data treatment, a post-training test in the form of a formative type
has been used to report about the learners’ metacognitive awareness
processed through a fiction text passage, and its effectiveness for foreign
language learners to develop their reading strategies in approaching a
text referring to a given sociocultural environment of that foreign
language supposed to be taught, the case of English in Algeria in this
research. In other words, after strategy instruction a second proficiency
test is conducted through fiction excerpts in order, first to monitor how
much students apply and understand the reading strategies taught to

them, and try to measure the learners’ progress in the three sub-skills
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constituting the sample of the study. Harrison (1989:06) states that the

objective of these progress or formative tests to:

Check on students’ progress in learning
particular elements of the course (...).
The diagnostic test tries to answer the
question: how well the student learnt this
particular material?

In the current study, the diagnostic tests have the following

objectives:

- To assess the learners’ application and understanding of the

reading strategies.

- To measure the learners’ progress after strategy training in the
five reading strategies which constitute the sample of the

study.

2.7.4. Interviews

It is generally recognized that this type of research tool has a
significant importance to obtain valuable data as far as the cognitive and
metacognitive processes are concerned. In addition to this, it permits the
explanation and development of answers by means of proceedings
(follow-up), questioning and then the interpretation of the results

according to the circumstances as pointed out by Cohen (1998:38):
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There

... research has demonstrated that verbal
reports elicited with care and interpreted
with full understanding of circumstances
under which they were obtained, are in fact,
a valuable and a thoroughly reliable source
of information about cognitive process.

are three types of interviews: Unstructured, semi-

structured, and structured: (Nunan, 1992, and Weir and Robert, 1993)

\/
0‘0

Unstructured/informal interview: this type is discovery
oriented and directed by the answers of the interviewee

rather than pre —planned questions of the researcher.

Semi-structured/focused interview: in this type, the
interviewer has a general idea of the interview and what
should come out of it. The interviewer does not present a
list of predetermined questions to be answered, but topics
and issues to be treated giving enough flexibility for
interviewees to develop areas of concern or volunteer
unpredicted content. The semi-structured interview is
frequently employed to determine the extent of the
informants’ critical reflection on their learning experience
and metacognitive awareness. They are useful in allowing
a better understanding of the learners’ evolving needs and

expectations.
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& Structured interview/formal interview: having the status of
a formal type, the list of questions is totally fixed by the

researcher.

For instance, Smith (1996) operationalizes private speech as a
verbal attempt to gain self-regulation during problem-solving tasks
distinguishable from the interpersonal communication into which it is
often interwoven, and the result of stress that can accompany the task of

constructing meaning FL.

Overt speech in the social context of problem-solving is made
public for both the speaker and the hearer. Nevertheless, this study
reveals that it is unwise to assume that all classroom talk is composed of

‘between-person’ meanings to be sent and received.

The externalization of one’s thinking and problem-solving and the
evidence that a learner’s incomprehension utterances can serve as a
cognitive tool for mediating and navigating a learner and teacher to

eventual shared understandings and problem situations.

Consequently, for the sake of cross-checking the data and maybe
a better understanding of the students’ use of reading strategies, in the
study at hand, the researcher has made use of a third instrument of data
collection namely, a semi- structured type of interviews which were
audio-taped and transcribed. Regarding the objectives of the present
interview, the learners’ interview is used principally to examine the
entrants’ perceived needs and lacks, and the degree of metacognitive

awareness, i.e., attempting to determine the kind of reading strategies

113



| S

i |

f"W

——

r;’;‘

S

Chapter Two The Teaching / Learning Situation Analysis

students make use of when answering the proficiency test questions
along with the metacognitive awareness of their reading process. Hence,
the interview seeks to pay considerable attention to the interviewees’

answers.

With the intention of identifying the strategies the students make
use of for a reading task, this study was conducted to determine whether
there are differences in either the type or the frequency of metacognitive
strategies used by our EFL learners. Individual interviews were
conducted with our twelve (12) Arabic-speaking EFL students then they
were transcribed and analysed for further reading and research (see
appendix ‘G’). Using the semi-structured interviews version, the
respondents were freely permitted to speak in their native language in

order to clearly explain the metacognitive reading strategies being used.

The following diagram outlines the different stages that have been
undertaken during the data collection procedure, and the main
approaches that the researcher has relied on for data analysis obtained

from each instrument used in this case study.
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2.8. CONCLUSION

Accordingly, and for the sake of ensuring that the whole
enterprise be based on thoughtful adaptation and selection of what is
useful, chapter two has essentially strived to analytically describe  the
conditions under which the learning and teaching of the reading process
is carried out, in the situation selected for the purpose of the research.
Areas, like the learning situation, the objectives of teaching and learning
the English language, and the reading comprehension course, learners’
training, teachers’ methodology and selected texts purposes, in addition
to the students’ difficulties, needs and their reading background were
discussed to know more about the potential needs for the reading task.
Moreover, the researcher sheds light on the necessity of fiction excerpts
to develop the learners’ reading strategies and sub-skills to iron out their
reading difficulties. These variables have determined the data collection

tools used for testing the research hypotheses introduced previously.

Through ongoing professional reading, it was likely to find and
collect useful and relevant academic materials that have made it possible
to design tasks that challenge not only the students’ understanding, but
also their ability to reason, make associations, generate, and organise
genuine content. In addition, by means of the use of academic and
varied texts, it was possible to develop activities in which students were
asked to do some research, to take notes, to summarise and to share
information with each other. This reflects the fact that the difficulty with
such kind of text passages does not lie in the text itself, but in the types
of tasks the students are asked to perform with the information they

obtain from the text. The diversity of the chosen texts allows us to create
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a variety of tasks requiring from the students to put to use and broaden
their knowledge of the world. That is to say, the selected texts were
primarily chosen because of both content and language. Most first-year
students seem not to have prepared enough in study techniques. By
explicitly teaching them the reading techniques and drafting strategies,

they seem have been able, to a certain degree, to master this vital life
skill.

Learning to read frequently in a foreign language is to share work
and respond to others’ behaviour for EFL learners that, in spite of being

difficult to achieve, they are worth nurturing and developing.

Ultimately, the effectiveness of the proposed material depends on
the extent to which the teacher is able successfully reverse his intention,
to maintain students’ involvement and interest in class, and to carefully

monitor their performance.
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