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- Abstract

The purpose of this study was 10 ‘investigate 55
secondary stage EFL teachers *-self: reports of (@)
familiarity, (b) utility, and (c) perceived applicability
of content. reading straiegies based wupon their
responses to the Content Area Questionnaire. The
results showed that the subjects were familiar with

most of the reading strategies. ‘Workshop attendance
and participdtion in_content reading courses -appear
to affect percéived application of content reading
instructional strategies. This study also examined the
relationship between both first language (L1) and
foreign language (FL) reading attitudes as well as
reading strategies, interests and reading preferences
of 75 EFL . students -at the secondary stage .The
results indicated that those students were sentient
with most of the reading strategies and that they had
positive;--attitudes towards reading in both ‘their. first

language (L1) and ' foreign la"r_‘z’guage'-{{(FIL).*“_LBy

hearing directly from teens, educators can_ better

understand their interests and habits and, thus, find

and develop more effective strategies-to raise and
maintain their interest in reading... -~
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Introduction
In 1999 the International Redding Association issued a
position statement on adolescent literacy which called for a
renewed interest in and dedication to the rights and needs of
adolescent read_%gg:

. Adolescents. entering the adult world-in the 21st
century will read and write more than at any other time in
human history. They will need advanced levels of literacy to
perform their jobs, run their households, act as citizens, and
conduct their personal lives. They will need literacy to- cope
with the flood of information they will find everywhere they
turn. They will need literacy to feed their imaginations so
they can create the world of the future. In a complex and
sometimes even :dangerous world, their ability to read will
be crucial. Continual instruction beyond the early grades is
needed (Moore, Bean, Birdyshaw, & Rycik, 1999, p. 99).

Although the quality of content reading instruction in
school has long been a concern of professionals in
educational research and practice , secondary school EFL
teachers today still ask such questions, “Why can’t these --
students read and write by now? Why am I hearing that I
still need to teach reading? How can I fit teaching reading
into an already full curriculum?” Teachers who understand
that reading is~a strategic process establish environments
that provide opportunities for students to:learn language and
learn about language while they are using language for real
purposes .One of the most important functions of teachers is
to bring students and texts together through instructional *
plans and practices-that result in active student engagement
and.collaboration. ..,

During the past two decades; extensive research in the
area of reading has examined strategies used by readers to
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comprehend expository exts (Kletzien, ' 1991 . Weaver ' &
Kintsch;1991 ;Day,2002 ;Braritmeier,2003 ;Rott,2003 ).

2 - They need to have a repertoire of instructib'nalﬁstrategies
which will aggist in making grade-leve] - content
Comprehensible and, therefore accessib]e, R
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“broad a section of the pupil population as possible. They’
must have all of the knowledge discussed above as well
as the knowledge of how words are put together to form
coherent text. Without this knowledge, teachers will not .
be able to give the explicit instruction that some pupils ::
need to become proficient readers. But, do they know
how to use this knowledge effectively? The answer 10
this question. is relevant not, only for methodology or
proficiency courses, but for most.of the courses students
are required to take ina teacher training institution. Since

" the purpose of such an institution is to.train future
teachers, the relationship must be made, wherever
possible, between the theoretical courses given in these
institutionis and their impact in the classroom.

Courses are given. in linguistics or literature, but very
often, little attempt is made to relate what is taught to the
future . classroom needs of teacher trainees. Phonetics
teachers do not always relate what they teach to the
phonemic awareness training needed in the classroom.
Research has identified phonemic awareness as the most
potefit predictor of success in learning to read. It is more
highly related to' reading than tests of general 'intelligence,
reading readiness, and listening comprehension’ (Stanovich,
1986; Sharp,2002). The lack of phonemic awareness is the
most powerful determinant of the likelihood of failure to
learn to read because. of its importance in learning the
English alphabetic system or how print represents spoken
words. If students cannot hear and manipulate the sounds in
spoken words, they have an extremely difficult time
learning how to map those sounds to letters and letter
patterns - the essence of decoding. (Adains, 1990). Courses
in Semantics do not always relate what they are doing to the
need for vocabulary acquisition in the classroom.
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One of the possible reasons for this is that while
teachers may have a thorough grounding in their specific
fields of expertise, they may not be aware of recent research
into the field of reading and how it relates to their particular
courses.

Reading teachers need knowledge in order to
successfully teach readmg If they do not have this
knowledge, then we, must ask ourselves what the
implications are for qu); ablhty to successfully teach weak
readers who needr clear" ,_.,exphclt instruction, which
presupposes this knowledge Teachers must have  this
information at their dlsposal If they do not, they run the risk
of having pupils in_ their .classes who could become
proficient readers but who A Ver regoh their potentlal

In many secondary schioels in Egypt, EFL studerits’ spend
little time actually reading texis.. Muchi: 6f their instructional
time is spent on workbook-type- ass1ghinen*ts ‘Furthermore,
most EFL teachers are spending’ inadequate’ affiounts of time
on direct comprehension ‘iistruction; 'they!“used gither
workbooks or textbook questions to determine a student'
understanding of content, but rarely taught students "how to

comprehend " ‘i ‘

Reading teachers must not only be aware of cultural and
socio-linguistic differences underlying the communicative
behavior of native: and non-native. users of English;-but also
transmit such.awareness: to their learners. It is argued that a
higher proficiency reader can be made aware of the values..
and cultural norms of a specific commumty through _}
studying illustrations of speech acts’ i “literary fexts. It'is
fuither argued ‘that the learner of’ English can make use of
such texts to become aware of the way people speak in
different cultures, even when'the language uséd is the sarne,
i.e. English. The reading teacher's role can and"shotld
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include making language learners aware of such pragmatic
differences in speech act realizations. The.irole of EFL
teacher is critical to the development of this facility with
reading content text. Reading proficiency increases when
teachers view content reading as “content communication ”
focusing on “good teaching practices. .. designed to teach....
the essential concepts of subject matter areas”
(Readence,Bean &Baldwin,1998) or content literacy,
defined as “the ability to use reading and writing for the
acquisition of new content in a given discipline”(Mckenna
and Robinson,1993,p.184). Readence,Bean and Baldwin
(1998)include five developmental stages needed to
successfully implement content area communication :(1)
awareness of the strategies ,(2)knowledge ,(3)simulation or
modeling,(4)practice and (5)incorporation. Each discipline
has content specific terminology, which may not transfer
from one discipline to another. Thus the researchers feel that
it is important for EFL classroom teachers to acquaint
themselves with the strategies recommended by content
experts to enhance content literacy 1nstruct10n

Purpose: ,

The purpose of this study was to determine whether
specific content area strategies are being implemented at the
secondary stage, and the extent and appropriateness of
including them in classroom. practice. It also investigated:
English reading strategies, interests and reading preferences
amongst EFL students as well as their attitudes towards
reading in both L1and FL at the secondary stage .

Research questions:
To guide thls study the following research questions
were, developed
1-Are EFL teachers at the secondary stage famlhar with
content readmg strategies?
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include making language learners aware of such pragmatic
differences in speech act realizations. Therole of EFL
teacher is critical to the development of this facility with
reading content text. Reading proficiency increases when
teachers view content reading as “content communication
focusing on “good teaching practices. .. designed to teach. . ..
the essential concepts  of © subject matter areas”
(Readence,Bean &Baldwin,l998) Or content literacy,
defined as “the ability to use reading and writing for the
acquisition of new content in a given discipline”(Mckenna
and RobinS’on,1993,p.l84). Readence,Bean and Baldwin
(1998)include  five developmental stages needed to
successfully implement content area communication (1)
awareness of the strategies (2)knowledge ,(3)simulation or
modeling,(4)practice and (5)incorporation. Each discipline
has content specific terminology, which may not transfer
from one discipline to another. Thys the resegrchers feel that
it is important for EFL, classroom teachers to acquaint
themselves with the strategies recommended by content
experts to enhance content literacy instruction.

Purpose: | |

The purpose of this study was to determine whether
specific content area strategies are being implemented at the
secondary stage, and the extent and appropriateness of
including them in classroomr practice. It also investigated:
English reading strategies, interests and reading preferences
amongst EFL students as well as their attitudes towards
reading in both L1and FI, at the secondary stage .

Research questions:
~To guide'th_is_study ‘the following research questions

were;_devel(_)pec_i: N SR
1 - Are EFL teachers at the secondary stage familiar with
content reading St’rategies?;_ :
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2 -How frequently are specific..content reading strategies
_used by these teachers?.

3 . Which content reading strategies are perceived as most
useful by EFL teachers at the secondary stage?

4 - Do years of teaching experience, grade level experience
and workshop attendance have an effect on the variables
of familiarity, utility, and perceived applicability of
content reading strategies ? LT

5 . Which content reading strategies are perceived as most
useful by EFL students at the secondary stage?

6.- What is the relationship between EFL s udents’ attitudes
in L1 and FL reading? S S

7 - What are EFL learners’ reading interests and passions at
the secondary stage? '

8 - What are EFL learners’ reading preferences at the
secondary stage?

Definition of the key term:

Strategies L |
Strategies are defined ‘as consistent plans, consciously

adapted and monitored for improving perfdnngnc".e'; in
Jearning (Southwest Educational Development Laboratory
,2000). e S

Strategies are defined .as leamning: techniques, =
behaviors, problem-solving or study skills ‘which . make
learning more effective and efficient (Oxford and Crooekall,
1989). In the context of second language :learning, a
distinction can be made between strategies - that make
learning more effective, versus strategies "that improve
comprehension. The former are ‘generally referred to as
learning strategies in the second language:- literature.
Comprehension or reading strategies on the other hand,
indicate how " readers conceive of a task, how they make

sense of what they read, and what they do whgri they don't
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understand. In- short, such strategies ‘are processes used by
the learner to enhance readmg comprehensmn and overcome
comprehension failures. P

Background and Perti'ﬁeﬁi’ iiteraiw’é.

: For. several decades educators have been concerned
about literacy development beyond the early grades. As
early as the 1930's there was an emphasis on the different
reading demands of various subjects and on improving the
reading abilities. of high school;students (Moore, Readence,
* & Rickelman, 1986). The limited use of reading strategies
in the subject matter classroom appears to be a result of the
lack - of teacher training in readmg methods (Ryder &
Graves 1994,pp. 2-3) L

" The ferm’ "content reading" became prominent in the
1970's with the publication of Herber's (1970) book,
Teaching Reading in the. Content - Areas where: Herber,
distinguished between llteracy development as reading
instruction and_literacy development to support subject
matter leamlng (Alvermann & Pllelps 1994; Ruddell,
2001) Some states began to require;, coursework in content "
area reading instruction for secondary teachers in the
1970°s. Many other states joined in making this a
requirement for a:credential by the-early 1980’s (Estes &
Piercey, 1973;Farrell & Cirrincione, 1984). Content area
teachers began integrating strategies in more organized and
effective ‘ways -in the 1980’s yielding evidence, which
demonstrated that they were more confident, and student
learning ' improved (Pearce & Bader, 1986; Conley, -
l986;Alvermarm & Swafford, 1.989; Bean, 'Singer, &
Frazee, 1986) S

" Much of the work in this area was based on
developments in’ cogmtlve psychology in the 1970's and
1980's, which provided insight into'the relationship betweer”
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Appendix E . .
ESL Students’ Reading Intérests and Passmaas Survey

3'Yes 1'No

l-Do _you ever read about the thmg or thmgs,_
you Te passionate. about? '

a) all the time

b) sometimes

| ¢) No, never

d) No answer

2- Do you enjoy reading English? Why or why not?

3- If you don’t read much or don’t like reading, why not?

4- If you don’t read English much or don’t like reading
- English, why not?
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Part B
(Cognmve reactmns)

em | Yes | No

1- I'think reading enables me to acquire depth
of knowledge and sophistication. .

2- 1 think reading is useful to shape personality, -

3- 1 think I can read quickly.

4- 1 think my reading ability is advanced.

5- Ithink I read a lot.

Appendix D
Reading Preferences Survey S
Whlch of the following do you read most often" g
S Check all that apply. ‘ '

Reading Material - [ Yes'|No |

I like to read books assigned for class

I read books outside of class for pleasure

I like to read religious books

I prefer to read newspapers

I like to read fashion

I prefer to read entertainment magazines

I like to read school papers or other newsletters

I prefer to read sports magazines

I like to read puzzles/games/humor magazines

I prefer to read comic books or graphic novels

I like to read news magazines

I prefer to read magazines about video gameg_

I like to read computer manuals or other
electronic equipment manuals

1 prefer to read online websites

None of the above !




Please answer the following questions:

21. What do you do if you don't understand something when
readmg‘? o

22.What do you do after you finish reading i in language?

23.What causes you the greatest dlfﬁculty when you try to
understand what you read? S

24, What could you do to be better at understandmg what
you read?

25.What do you do when you come to a word that you do
not understand?

26.What might stop you when you are reading?

Append@x‘-C
Reéding Attitude: Questionnaire.
Name: | __ School:
Year : L '

Part A (Affectlve reactlons)

Item Yes | No

1- I feel anxious if I don't know all the words

7- 1 feel anxious if I'm not sure whether I
understood what I read.

3- Even if I cannot understand what I read
completely, I don't care.

4- 1If it is not necessary, I prefer to aV01d
reading as much as possible.

5- Reading is enjoyable

6- Reading is my hobby.

7- 1 feel tired when I am presented with a long
text. N
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13-

Before you read, do you try to guess or
predict what the text you are reading will
_be about? o

14-

While you are reading , do you imagine
pretures in your head or imagine you are

. _part of the story?

15-

While you are reading, do you try to

guess or predict what the next part of the .|

text will be about.

16-

‘While you are reading, do you check

whether your guesses or predictions |

about the text, were right?

17-

While you are reading, Do you ask
questions of yourself and of the text?

18-

While you are reading or after you are
finished, do you try to summarize what
you have read?

19-

While you are reading, do you try to
connect what you are reading with what
you already know? (For example, if I'm

-reading an article about education in

America I try to compare education in

America with education in my own|

country).

20-

While you are reading, do you try to
make connections between the earlier
and later parts of the text?

21-

While you are reading or after you are.

finished, do you evaluate the text? For
example, you decide if you think the text
is written well or written poorly.

22-

After you read, do you think about how
well you understood it? E ‘
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Appendix B
EFL Students’ Reading Strategies Questionnaire at the
Secondary Stage.

Name: School:
Year -
Please answer the following questions about how you read
English. Try to remember what you actually do.

~ |Yes| No

1 - Do you think that you are a good reader?
Why or why not?

2 - Can understand words in context?

3- Are you able to locate the main idea of

~ passages?

4 - Can recognize an authors purpose and
point of view as you read? i

5- As you read, can you distinguish!
between fact and opinion in order to |
detect bias?

6 - Are you able to draw valid inferences
and conclusions when you read?

7- Are you able to assess the credibility or
objectivity of the source and of the
author as you read a passage?

8- Can you underline/annotate texts for
effective comprehension?

9- Are you able to monitor your
comprehension by creating questions
before you read?

10- Can you organize your reading notes in
order to study for a test?

11- Can you recognize the author's tone in a
piece?

12- Before you read, do you think about
what the text will be about(This means
that you look at the title, the subtitles, the
pictures, and any graphics such as maps
in the text.)?
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e convey dynamic methods to teach phonics and make
use: of connected text
¢ demonstrate éfféctive ways to teach spelling that will
reinforce reading
s include a diagnostic toolkit that will enable teachers to
teach what students need
e include whole language strategles and powerful uses of
literature
e provide practice with students in a clinical setting with
ample opportunity for feedback and support
eassist teachers to effectively implement balanced
literacy programs ’
Such workshop training should be supported at the
school sites by regular staff discussions about the research
as well as about 1mplementat1on issues.

19. Effectlve Beginning Teacher Programs should

e start during the undergraduate years '

-e provide practical experience teaching and observmg in
highly effective classrooms -

e include a seminar that provides the research base and
diagnostic 1nf0rmat10n and serves as a forum for ’
discussion

e contain course work that includes cognitive research,
language theory and the background of the Enghsh
llngUIStIC system :

20.Teachers should try to understand leamers readmg
attitudes in L1 as well as in FL.
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13, .Beginning  teachers need practical experience student
" teaching and observing in classrooms taught by veterans
identified as effective teachers of literacy. These
apprenticeships should. be joined to a-seminar that

" provides the research base and diagnostic information to
reinforce what teachers are seeing and doing with
students and which can serve as a vehicle for collegial
learning and problem solving.

16.Because so much reading instruction will requlre teachers

to diagnose students and group them for specific
instruction, teacher education must arm teachers-in-
training with a repertoire of effective diagnostic tools and
with an understanding of how to manage a classroom in
‘which students will. be working at different levels in
small groups. : .
17.In-service professmnal development should include:
senough theory and up-to-date research to provide
teachers with the rationale for specific- instructional
changes in the ways they currently teach reading
e important topics about which we have new and clear
. information ;
e training -in understanding phonemic awareness and
ways to teach it :
e phonics instruction that is dynarmc systematic, and
reinforced through connected text
s instruction in teaching spelling .
e instruction in the use of appropriate diagnostic tools.
The training. should be presented through workshops,
which include demonstrations, practice with students, and
opportunities for discussion and problem solving,.

18.Effective In-service Education should:
e include current theory and research

e provide training in phonemic awareness assessment and
instruction
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common - letter patterns and - generating -alternative
pronunciations that will enable students to read materials
independently. : =8 |

8. Students need ample opportunities té: practice in books
they can -read: independently, and’ teachers need to
reinforce phonics instruction as they sharéfiterdtiire with
students. v

9. Vocabulary development continues through extensive
reading -~ opportunities, during oral discussions and -
explanations, and. through strategies such as synonym
buildirig:and semantic trees.

10.Advanced. strategic reading skills such as summarizing,
predicting, . quegtioning, and visualizing should be
modeled and-ditbctly taught in the context of reading
varied materials. This presupposes regular time for
reading ‘andsi:discussion” in groups as well as
independently.- .

11.Students must read material in which they can recognize
at least 90% of the words if their reading time is to be
effective. : o

12.Students should be given ample opportunity to read in
order to put their skills to use. Teachers should: :
* conference regularly with students
® engage in in-depth.discussions -
® introduce students to a variety of genres
® require reading in different subject areas
* provide guided reading sessions

13. Flexible grouping should be used throughout the grades
to,ensure students are acquiring the skills theyneed.:

14.Teachers must be equipped with the necessary ‘practical: -
skills and underlying linguistic understandings in order to ...
have a repertoire of techniques that will_enable all
students to learn to read. D



;magazines and their local NEWSpapers because of the
limited” time inyolved. Teen magazmes are especially.
popular because they focus on issues targeted spemﬁcally
toward teens. The majority said most of thelr time is spent
on 3551gned readings for school. ’

Recommendations: -
~ Based on the results of this study, the followmg
recommendations are suggested:

1. Teachers must care about the processes involved in
readmg and studying, and must be Wllhng to devote
1nstruct10nal time to them through direct strategy-
instruction and modeling.

2. Teachers must do task analyses of strategies to be taught.
+In other words, :teachers must-think about how a
_particular strategy is best applied and in what contexts.
Teachers can -observe students as they read in order to
determine students' strengths and wéaknesses in terms of
strategy use, which is turn will help “in providing
effective and appropriate strategy instruction.

3. Teachers must teach strategies over an-éntire year, not
just in a single lesson or unit allowing strategic

. instruction to permeate the curriculum. '

4. Teachers must provide students with opportumtles to
.-practice strategies they have been taught. -

5: Teachers must be prepared to let students teach each
other about reading and the studying process.

6. The only way classrooms will ‘become arenas for
extensive strategy instruction is for such instruction to be
-wholly-intertwined with content-areas. In essence, failing
‘to teach students strategies they do not use and from
those they could benefit is to fail the students, to neglect
to show them ways of reaching reading .

7. Teachers need to provide instruction in word attack
skills, including sounding out, syllabication, recognizing



(paraphrasing; repetition, making notes, summarizing, self-
questioning, etc), understand relationships between parts of
text, recognize text structure, change reading strategies
when comprehension is perceived not be proceeding
smoothly; evaluate the qualities of text, reflect on and
process additionally after a part has been read; and
anticipate or plan for the use of knowledge gained from the
reading

As for reading difficulties faced those students ,they
stated that difficult words and meanings were considered to
be the most difficult things that hinder their readings.

-, Results also confirm that EFL students' at the
secondary. stage do have generally positive attitudes towards
reading both in L1.and in FL. Four reading attitude
variables were .jdentified (Comfort, Anxiety, Value; - Self-
perception).Results of analyses using these fout:¥ariables
are summarised on two levels. First, the study*Suppotts the
transfer of the. affective domainof reading (attifudesy from
L1 to FL. Second, from a more'pedagogical point'&f view,
the positive feeling towards reading, both in L1 and FL,
facilitates learners' performance in readifig. Merely thinking
that reading is beneficial to oneself-does not represent a
strong enough motivation. The study has thus demonstrated
the importance - of understanding. ‘learners'  attitudes
(particularly feelings) to reading both in L1 and FL for
encouraging FL learners' involvement in reading,. '

Concerning EFL learners reading interests and passions
at the secondary stage, The news is good about reading!
results designate’ that 51% of the -subjects enjoy reading

English*.They génerally read subjects that they are either

passionate about or are ofiinteresttothem. = . .

As for EFL learners reading: preferences at 'the
secondary stage, Most teens enjoy reading religious books
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structural overview, drama, matching definitions, phonics,
discussion -forums,  summarizing, inserted questions, word
map.

Analysis of transcripts of reading questionnaire
provided information on EEL readers' theoretical
orientations toward reading in their foreign language. The
results showed that EEL readers” at the secondary stage
tended to focus on reading as a decoding process rather than
as a meaning-making process. The results also indicated that
'EFL learners at this stage appeared to be familiar with most
of the reading strategies. There appears to be a strong
relationship between reading strategies used by readers,
metacognitive awareness, - and reading proficiency. In
essence, those readers appear. to.use them more frequently.
Those readers also have. .an enhanced metacognitive
awareness of their own use of: strategies and what they
know, which in turn leads to greater reading ability and
proﬁc:1ency Eventually, students understand the reading
sirategies, and have the conﬁdence to know. when to apply
each one. .

Strategies such as the follOWing were  frequently
reported to be used by thosé students :Overview text before
reading, employ context clues such as titles, subheading,
and diagrams, look for important information while reading
and pay greater attention to it than other information,
attempt to relate important points in text to one another in
order to understand the text as a whole, activate and use
prior knowledge to interpret text, reconsider and revise
hypotheses about the meaning of text based on'text content,
attempt to infer information from the text, attempt to
determine the meaning of words not understood or.
recognized by using reference materials such as. dictionaries
or translating into Arabic, monitor text comprehension,
identify or infer main ideas, use sirategies to remember text
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"I love magazines:about the fashions" EREEE.
"I like to read fashion magazines because they have thmgsv
in them that girls want to read about."

" I spend most of my time in studying . "

"I read newspapers while I am eating."

"I like readmg for pleasure during the holiday. "

Dlscuss'on of results:

The results of this study support the hypothesis that
specific reading strategies are reported as implemented in
the secondary grades . EFL teachers at this stage appear to
be familiar with all the reading content strategies, Teaching
for an extended period of time at the same grade level, as
well as having had the opportunity to attend workshops or
taking classes in content reading"all positively influenced
EFL teachers familiatity with strategies. It was interesting to
note that EFL secondary schools teachers with 6 to 10 years
of experience at grade level appear to be more familiar with
conterit reading strategy terms than do more experienced
teachers and less experienced teachers with between 1 and 5
years of experience at grade level. The results also indicate
that EFL, secondary. schools teachers with 1 to 5 years of
experience at grade level appear touse reading strategies
more. than experienced teachers. It, was found also that
attendance; a;content.reading workshop, and course work in
content area. readmg have positive effect in EFL secondary .
schools teachers recommendatlon -about . a strategy’s -
effeetweness or appl1cab111ty and. the,lr reported use of the
strategy Not  surprisingly, . -specific. instruction in content
area reading appears to increase use of strategies.

What stratégies used by EFL ‘teachers at the secondary "
stage ‘were réported as most effective? For the last variable,
petceived apphcablhty the highest responses - included -
questioning: techmques ‘noldmg, “'vocabulary clo_zez
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Table (9)
 _EEL Learners’ Reading Preferences

- Reading Material ' i
Which of the following do you read most often? | YES | NO
I like to read books assigned for class - . 100%| -
I read books outside of class for pleasure 60% | 40%
I liké t6 read religious books 95% | 5% |
I prefer to read newspapers . . 164% | 36%
I like to read fashion . 160% | 40%
I prefer to read entertainment magazines .. |55% |45%
I like to read school papers or other newsletters - 1100%
I prefer to read sports magazines 20% | 80%

I like to read puzzles/games/humor magazines 54% | 46%.|

I prefer to read comic books or graphic novels 53% [ 47% !

I like to read news magazines L 59% 141% ;-

o | I prefer to read magazines about Viideo' gamés 65% | 35%

|1 like to read computer manuals or other | 64% | 36%
4 electronic equipment manuals :

:| L prefer to read online websites . . 20% | 80%
| None of the above S e

Concerning reading preferences ,the majority of EFL
students enjoy reading religious books whether they are
Muslims or Christians. They like to read books outside of
class for pleaSure, newspapers, fashion, entertainment
magazines ,puzzles/games/humor magazines , comic books
or graphic novels , news magazines , magazines about video
games , computer manuals or other electronic equipment
manuals ,and online websites. All of them stated that most
of their time is spent on assigned readings for school.

Examples of the students comments:

"I like to read holy Koran".
"I like magazines and newspapers because I can choose
what I like to read. "
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reason for not reading too much. Most of them indicate that
they are too busy with homework and studying their lessons.
Others said that they prefer watching television to reading
.Some leartiers justify. their inability to read . Enghsh to
difficult words and hatmg Enghsh as a subject...

The following are some extracts from the learners
comments:

" I don’t read because I don’t have &nough time. After -
school I study my lessons. " o
"I don't read because my lessons take tost of my time . " -
"] think that readlng is boring The only thmgl hke to read is |
a magazine" '
"I don't read any other books during 'fH : school year
"Bedause I like to watch televisio, ¢
"I read more in the summers When I have free time"

If you dont read English much or dont like readmg
English, why not?

" I.don’t enjoy reading English because I do not know the
meaning of some words"

"because there are some words that I can not read . "
"Because I do not réad too much. " |

"Because I didn’ thke read Enghsh"

"Because I feel anxious if I don’t know all the words"
"Because I don’t like English. " "~

" Because I hate English. "

"Because I dislike English. "
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are also required to read about subjects that they aren’t
necessarily .interested in for school,. 95% of the EFL,
students report they read about: subjects that appeal to them.

.,; Table(8)

EFL Learners’ Reading Interests and.Passions
B towards Reading

) | Yes | No
Do you ever read about the thing or things’

you’re passionate about? | '

a).all the time | _195% | 5%

b) sorfietimes T a% T oe%
| ¢) No,-never ’ 1% | 99% | .
d) No answer - -

.- Table(8) shows that the majority of the learners read
about the thing or things they are passionate about al the
time .

Here are some extracts from the students comments
related to whether . they enjoy. reading English or not.(All
quotations are given verbatim and have not.been corrected) .

Deoryou enjby reading English? Why or why not?

" like reading English because I read English quickly .
"Because I like English very much; " w
"Because I'like English. " - - |
"l'understand the teacher in the class, "

"Ircan read: well. "

"Because I can read ithe new words." .

"Ag1 read more English in my spare time. "
"Because I like to read a lot of stories. "

"Because the teacher helps me. "

"Because I like to read English books. "

Ifiyou don’t read much or-don’t like reading, why not?

o 49% ‘of the 'su;ijeét»év'i confess that_they do not_enjoy
reading English .They state that lack of time is the primary

-
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.- Table(6)

EFL Learners’ Attitudes towards Readmg

Part A (Affective reactions)

Ttem - Yes | No
I - I feel anxious if I don't know all the words | 92% | 8%
2 - I feel anxious if I'm not sure whether 1| 93% | 7%
understood what I read. L
3 - Even if I cannot understand what I read 27% 73%
completely, I don't care. o
- If it is not necessary, I prefer to avond :27% 73%
reading as much as possible. |
S - Reading is enjoyable 84% | 16%|
6 Reading is my hobby. 66% | 39% |
- I feel tired when I am presented with a long 60%:: 40%
text. o e
Table(7)
EFL Learners’ Attitudes towards Reading
PartB (Cogmtlve reactions)
Item Yes | No |
1 - I think reading enables me to acquire depth 100% ;-
of knowledge and sophlstxcatlon e =
2 -1 think reading is useful to shape| 84% | 12%
personality. R :
3 - I think can read quickly. 28% | 72%
- I think my reading ability is advanced. 79% | 21%
S - I'think Iread alot. 44% | 56%

As for EFL learners reading interests and passions at
the secondary stage, results’ designate that 51% of the
subjects enjoy reading English . Most of the teens surveyed:
indicate that they generally read subjects that they are either
passmnate about or-are of mterest to them Although most.
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As’ for Question' No.(28),(20%) of the subjects state

that their- inability to understand the meaning of the text
hinders them,(80%) of theé respondents indicate that difficult
words stop them when reading and (3%) of them mention
noise and translation as obstacles of their reading. ...

. Conceming EFL learners’ attitudes towards readmg at

the secondary stage, Table (6) and (7) demonstrate their
affective and cognitive reactions towards reading in both
Lland FL language as follows

92% of the sub_]ects feel anx1ous 1f they dont know all
the words .

93% of the respondents feel anxious if they are not sure
whether they understood what they read. -

73% of the participants state that thelr 1nab111ty to
understand hinders them.

73% of the subjects like reading.

- 84% of the respondents state that reading is enJoyable;

66% of the. participants reveal that reading is thgir

‘hobby.

_66% of the subJects confess that they feel tired they are
presented with a long text.

100% of the respondents think that reading enables them
to acquire depth of knowledge and sophistication.

84% of the participants think that reading is useful to
shape personality.

72% of the subjects think that they can not read quickly.
79% of the respondents think that their readlng ability is
advanced.

57% of the subjects do not think that they read a lot.
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Students’ responses to question No.(24), indicate nine

reading strategies. used after they finish reading in
language, these strategies are as follows:

® & o6 & & > o

Checking understanding by answering the text
questions(53%). | |
connecting what they read with what they already
know(8%). |

Thinking about the text(3%).

Asking themselves questions(7%).

" Guessing the meaning of difficult words(4%).

Translating the text into Arabic(4%)
Summarizing the main ideas(8%)
Evaluating the text(6%).

Asking EFL teacher questions(7%).

Question No.(25) indicate that (100%) of the

respondents deem difficult words and meanings as the main
obstacles when they try to understand what they read .

Students’ responses to question No.(26) signify (9)

strategies used to be better at understanding what those
students read; they are as follows:

¢ 6 o ¢ o o o o

Asking EFL teacher questions(8%).
Summarizing (9%).

Checking understanding(9).

Asking EFL teacher questions(8%).
Guessing the meaning of difficult words(8%).
Translating the text into Arabic(27%).
Thinking about the text(28%).

Consulting the dictionary (3%)

As for Question No.(27),(100%) of the subjects affirm

that they consult the dictionary when they come to a word
they do not understand.
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76% of the subjects think-that try.to.guessior predict
what the next part of the text will be about ‘while they
are’ readmg

- 71% of the’ lespondents indicate that they check whether

their guesses or predlcnons about the text were, rlght

" while'th&y are reading

72% of the learners state that they ‘ask questlons of

' themseWes and of the text while they are readmg

55% of theé subjects indicate that try to summarize what

they haVe réad ‘while they are readmg
'80% of the leariers state that they try to connect What

they are reading w1th what you already know while’ they

Tare readmg

75% of the respondents indicate that they try to make

- ‘connections between the earher and later parts of the text

" while they are' reading.”

61% of the subjects confess that they do not evaluate the

- text while hey are reading or after they are finished.

88% of the ‘respondents 1ndlcate that they think about
how well they understood it, ‘ :

 The subjects responses to questlon No. (23) reveal

their reading strategies if they do not understand something
when reading; analyzmg data designate that those students
utilize the followmg strategles :

® & © & o .o

Asklng EFL teachers (59%)
Guessing the meaning(6%)
Using prior knowledge(S%)

- Translating into Arabic(4%).
. Asking members of the family(4%).

Consulting the dictionary(16%).

6% of the students had negative responses as(l do not
know,, I do not read the text again, I do nothlng, I stop

readmg, I give up reading, I feel anxious.)
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Tabie (5) reveals the foliowing:

o 68% of the learners state that they are good readers.

e 69% of the partmlpants reveal that they can understand
:words in context,

e 75% of the learners state that they are able to locate the

~ main idea of passages. ,

o 66% of the participants show that they can recogmze an
author purpose and point of view as they read. -

o 54% of the learners state that they can distinguish
between fact and oplmon in order to detect bias, as you

 read. )

o 64% of the part1c1pants show that they are able to draw
valid inferences and conclusions when they read. 4

e 58% of the subjects show that they are able to assess the
credibility or objectivity of the source and of the author
as they read a passage. o

o 62% of the learners state that  they can
underline/annotate texts for effective comprehension. .

e 70% of the participants show that, they are able to
monitor their comprehension by creatmg _questions
before they read.

o 88% of the subjects show that they can organize their
reading notes in order to study for a test.

o 75% of the learners state that they can recogmze the
author's tone in a piece.

e 55% of the respondents indicate that they thmk ‘about
what the text will be about before they read.

e 55% of the subjects show that they try to guess or
predict what the text they are reading will be about
before they read. : '

o 79% state that they imagine pictures in their head or
imagine they are part of the story whlle they are
reading. S :
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11

Can you recognize the author's tone in a
piece? . ., | o

T25%

12"

- | what the text will beabout (This means
|'that you look at the title, the subtitles, |
| the pictures, and any ’gx*etphjg's s_}l'ch as |

Before you read, doayoﬁ thiﬁk -about

" .Ihaps in the text.)?

4%

13

‘Before you read, do you try.to-guess’or-
redict what the text you are reading will

e about?

45% |

7N

| While you are reading | do you imagine
pictures in your head or-imagine you are |

part of the story? . -,

21%

15

While you are reading, deryou try io’
guess or Eredlct what fghe next part.of the |

text will be about? ' "

124%

16

While you are reading,; do,you check

whether your guesses - Oty predictions |

abouit the text were right?

29%

17

While you are reading, Do you ask
| questions of yourself and of the fext?: - |

28%

18

- While’you are reading or after you are
| finished, do you try to -summarize what: |
| you-have read?”

1 45%

19

While you: are reading, do you try to |

connect what you are reading with what

| You already know? (For example, ifd'm:| =
‘reading -an article about edycationiin|

America T try to compare .edueation: in

country).

| America with educ'atlon:A..,ingmy.;frownja A

120%

20

While you are reading, do you. try to]-
- |imake" connections between - the: earlier | .

and later parts of the text? . .-

125% |

21

[While you are reading’ or after you are |
*| finished, do you evalyate the text? For | .

example, you decide if you think the text |
is written well or written poorly. © -

161%

| After you read, do you think about fiow
’."'WGH you-understood it? S N

12%
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arrange, and evaluate their own learning. Such strategies
include directed attention and self-evaluation, organization,
setting goals and objectives, seeking practice opportunities,
and so forth. In the context of reading, self-monitoring and
correction of errors are further examples of metacognitive
strategies. Learners also use affective strategies, such as
self-encouraging behavior, to lower anxiety, and encourage
learning. Lastly, social strategies are those that involve other
individuals in the learning process and refer to cooperation
with peers, questioning, asking for correction, and feedback;
for example, while reading, a student may ask another
individual for feedback about his/her reading responses.

Table (5)
EFL Learners’ Reading Strategies at the Secondary Stage.

Yes | No

1| Do you think that jy"Qu are a good reader? | 689, | 32%

Can you understand words in context? 69% |31%

| Are you able to locate the main idea of | 759 | 259,
passages? -

Can you recognize an author purpose | 66% |34%
and point of view as you read?.

4 N VO Y

As you read, can you distinguish | 549 46%
between fact -and opinion in order to ‘
detect bias?

6 | Are you able to draw valid. inferences | 64% |36%
and conclusions when you read? .

7 | Are you able to assess the credibility or [ 589, [ 429,
objectivity of the source and of the
author as you read a passage? |
8 |Can you underline/annotate texts for 62% |38%
' effective comprehension?

9 [Are you able to monitor your | 70% |30%
comprehension by creating questions
before you read?

10 | Can you organize your reading notes in | ggoy, 12% |
order to study for a test?

—]




Table (4) was designed to ascertain if differences exist
between teachers who attend a content reading workshop,
and course work in content area reading in their
recommendation about a strategy’s  effectiveness or
applicability -and their reported use of the strategy. The
results indicate that attendance a content reading workshop,
and course work in content area reading have positive effect
on their recommendation about a strategy’s effectiveness or
applicability and their reported use of the strategy.

Concerning the fifth question , it is clear that the
current explosion of research in foreign language reading
has begun to focus on readers' strategies. Reading strategies
are of interest for what they reveal about the way readers
manage their interaction with written text and how these
strategies are related to text comprehension. This research
indicated that EFL learners at the secondary stage used a
variety of strategies to assist them with the acquisition,
storage, and retrieval of information. Within the broader
context of reading strategies, the following six strategies can
more appropriately be referred to as sub-strategies.
Cognitive strategies are used by learners to transform or
manipulate the language. In more specific terms, this
includes note taking, formal practice with the specific
aspects of the target language such as sounds and sentence
structure, summarizing, paraphrasing, predicting, analyzing,
and using context clues. Techniques that help the learner to
remember and retrieve information are referred to as
memory strategies. These include creating mental images
through grouping and associating, semantic mapping, using
keywords, employing word associations, and placing new
words into a context. Compensation strategies include skills
such as inferencing, guessing  while reading, or using
reference materials such as dictionaries. Metacognitive
strategies are behaviors undertaken by the learners to plan,
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* F. means Familiarity, L
. Table(3), indicates " the ~relationshi between _EFL,
secondary schools teachers familiarity with the strategy and
their current years of experience at grade level. The resilis
show that EFL secondary schools teachers with 6 to- 10+
years of experience at grade levil appear to be more familiar -
with content ..reading:: strategy ‘terms than do more
experienced: teachers and.:less ‘experienced teachers with
between 1 and'$§ years, of experience at grade level. ‘The
results ‘also indicate that . EFL secondary schools teachers:
with 1 to 5 years of expetience at grade level appear to use
reading strategies more than experienced teachers. : .
RN Table(4)
Differences Between Teachers Attending Reading
Workshops / Courses and. their Re orted Use of the Strate
Content Area Workshop Attendance 32) ‘ Content Reading Course(31)

Reported Use of the Aﬂ:lica ility of Reported Use of the gﬂhcabglity_of
“strategy ) ¢ strategy - _Strategy e strategy )

yes(32):- | - no (23) " Yes(32) “No(23) Yes(3]). No(24 Yes(31) No(24)

100. 81 ] 100 83 100 81 100 83
100 | 81 100 83 100 81 100 83
100 | - 81 100 81 | - 100 81 100 . 81
100 81 106 -1 81 | - 100. 81 100 81
100 - 8 1 100 | 81 100 | 81 100 - 81
81 721 1005 1 81 81 72 100 81
% |\ 76 | 100 | 81 | 9 .76 100 81
90 76 | 100 71 90 76 : 100 71
90 .76 -2 4T 90 - 76 - 92 71
94 - 78 92 71 94 8 19 71
94 80 92 71 94 80 92 71,
LI 67 92 .63 94 67 - 92 63
94 | 67 92 ] 63 u 67 92 | 63
94 1. 69 1. 92 | 67 | 94 69- 92 | 67
9 | 69 98 | 67, 9% | 60 | o8 :: g7l
92 Ly 87 | o8- gy | gy o 1 8 | .98 . | e |
92 | 83 98;.-k 80 - 92 | g3 98 80, |
N2 4 8- g 76 | g o 891 98 gl
92 ) 100 i 96k 890 9y |' 1gp 9 | 89 .
9% - 94 | 94 89,1 96 94 194 | gy
9 1 98 | o4 |7 96 98- 94 87
) 90, oo 81 76 |99 81|
98 e L 89 98 5 ‘ 89 ' L 1
76 8 et gy

76 SRR SR | _ 85 ] .81
85 L 8L | gy 81
83 . 81. 0. . .78 | ro gy
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Table (1) shows the percentage for each of the three
groups:(1) familiarity with the strategy;(2) reported use of
the strategy; and (3) applicability of the strategy to the
secondary classroom situation. EFL teachers appear to be
familiar with reading strategies as implemented at the
secondary stage. Table(2) indicates the relationship between
EFL secondary school teachers familiarity with the strategy
and their years of teaching experience .The results show that
EFL secondary school teachers with 11 to 20 years of
experience appear to be more familiar with content reading
strategy terms than do more experienced teachers with more
than 20 years of experience and less experienced teachers
with between 1 and 5 years of experience. Workshop
attendance and participation in content reading courses
appear to affect perceived application of content reading
instructional strategies.15 EFL teachers with 11 to 20 years
of experience attended content reading courses as they were
in scientific missions to the U. S. A.
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2~ 6-10 years of experience;(15)
3- 11-15 years of experience;(7)
-4 - 16-20 years of experience;(2)

5 - over 20 years of experience.(9) |

C. Content Area workshop Attendance( Yes or No)
D. Content Reading Course(Yes or No)

- Table 1
EFL Teachers’ Content Area Questionnaire-Frequency responses
_of content area strategies

Famil L How often do you Would you recommend | Content
M use this strategy” "‘”q‘sn}g this strategy ? area
Yes"' ;'{’Nb Oftq_n__ ‘Seldom | Never Often ”Seldom Never | Strategies
e T .| questionin
945 | 55 | 87.2 10.9 1.8 |8727] 9 3.6
__| techniques
9271 73 | 72.2 10.9 16.3 | 63.6 | 10.9 | 25.45 | phonics
: , y A : guided
945 | 5.5 | 633 29 072 |58.18 | 21.8 1.8 writing |
- ’ journal
945 | 5.5 |58.18 | 127 29 527 | 1097 23.7 writing
S A o 1 R I enrichmen
94.5 1 5.5 56-36 38 18 - 5.45 ] 67.2 ¥ -i. :l 32.7 t activities
90.9 | 9.1 | 50.9 29 20 | 656 |. 20 .| 14.5 | prediction
9271 7.3 | 78.18| 16.3 54 | 763 21 8 | 18 molding
R ' summarizi
98 2 | 672 | 2181 |12.72 | 655 e,_<3:.0.9 ‘3.6 ng
' " _ | modeling
90.9 |- 9.1 58.18-" 38 18' 3.6 | 509 | 454 3.6 | from text
U ‘ I rior
90.9 | 9.1 | 41.81 38 18 20 | 654 309 3.6 kngw]edge
computer
92.7 7.3 32-7 23.6 41.8 4 60 g 16-3 23.6 programs
9271 73 | 345 | 418 | 23.6 | 363 |- 47.2 16.3 | think aloud
89 | 21 [29.09| 345 | 363 | 363 | 272 | 454 puzzles
insert
833| 67 | 654 | 272 | 72 | 49 | 40 | 108 | goertel
- oral
89 | 21 | 563 | 30.9 9.09 | 60 |29 16.9 conflict
resolution
92.7| 73 | 69.9 | 2900 | 18| 618 | 345 | 36 | Cieussion
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Procedures: .
The Content Reading Area Questionnaire was personally
handed to each of the first through third grade EFL teachers
at their schools . The researchers collected the questionnaires.
after a week'and the results were analyzed. '

The EFL students’ Content Reading Strategies Inventory
as well as Learners’ Reading: Interests and Passions Survey,
Learners’ Reading Preferences survey and their Attitudes
Questionnqire towards reading at the secondary stage in L1

“and FL teading were administered during the teachirig
.y, practice period in May 2005 at El Zahraa Secondaljy School ¢
+:», for Girls, Hehia, Sharkia Governorate o :

... Results:

Responses from a total of 55 respondents were included

1n the data analyses. The: instrument “used for the study
yielded three scores which were treated as dependent

variables. These scores Were the totals from each of the

- thfee, columns in section two of the Gontent Area

- Questionnaire. Four independent variables derived from

 section one of the Gontent Area Questionnaire were used to

- determine what §,,,fggtors,,__rr_pi ght affect teachers’ familiarity
with, frequently of use , and applicability to classroom

instruction of ‘the 40 content area strategies. The"

independent varigbles are as follows:

A.Years of Teaching Experience

- -5 years of experience or lessy(8)
2-6-10 years of experience;(2) |
3-11-15 years o}"éXpéfi‘eribe:;U)
4 - 6-20 years of experience;(11)
5 -over 20 vears of experience. (17).

~:B: Current years of Experience at Grade Level

1 -5 years of experience or less;(22) " -
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The EFL Students’ Content Reading Strategies Inventory
at the secondary stage consisted of 30 questions . The aim of
this inventory was to investigate’ EFL students’ content
reading strategies at the secondary stage. It was divided into
two parts; the first part contained 22 yes or no questions and
eight open—ended questlons

Concemlng Attitudes Questionnaire, it was d1V1ded into
two sections: one asking about students’ L1 reading and the
other about their FL reading.-Each section ‘contained two'
parts (A" and B).' Part A-probed’affective reactions to
reading, ‘and part B cognitive reactions. There were seven’
and 5 items in parts A and B respectively. The wording of
each questionnaire item, written in Arabic, was identical in
the L1 and FL sections, except that the word "English" was
inserted into the FL section (e.g., "Reading is enjoyable." in’
the L1 section’became "Reading in English is enjoyable." in
the FL -section).The aim of this questionnaire was to revéal
EFL students attltudes in L1 and FL reading .

As for EFL leamers Readmg Interests and Passmns
Survey ). the _goal was to encourage young people to
consider . the value and . fun of readmg, and to- educate
ourselves about young people's views. about readmg By
heanng dlrectly from teens, we can better understand their.
interests and habits and, thus, find and develop more
effectlve strategies to raise and maintain’ 'their 1nterest m
readlng -

The aim of the EFL Learners’ Reading Preferences
Survey was to reveal their readlng preferences

Validity of the instrumlents;

The tools of the study were submitted to a group of
EFL specialists, some 1tems were modlﬂed till they took
their final shape. -

e
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3 - EFL Students Attltudes Questlonnalre at the secondary
stage in L1 and FL. reading (see Appendix C)

4 -EFL Learners Reading Interests and Passions Survey at
the secondary stage (see Appendix D)

5-EFL Learners’ Reading Preferences Survey at the
“secondary stage (see Append1x E)

Description of the mstruments.-

The main aim ‘of EFL Teachers’ Content Reading Area
Questionnaire was to collect ~demographic’ data and
‘information 'regarding content ‘reading strategies. The
questionnaire consists of two sections:*(1) a request for
demographic information related to group membership (i.e.,
years of teaching experience, grade level taught,: years
teaching the specific grade level, attendance: at content
reading workshops, and previous enrellment in content
reading courses), and (2) a list of 40 reading strategies. Fhe
second section of the questionnaire requires the respondent
to rate each of the 40 strategies three times: (1) if the
strategy is familiar (yes/no);(2) how frequently the strategy
is used (often, seldom, never) and (3) if the strategy is
applicable to secondary grade classroom instruction
(yes/no). L B

The list of items contained in the second section of the
Content Reading Area Questionnaire was compiled after a
review of literature which included a search of ERIC
“Citations, textbqoks Dissertation Abstracts ,and the
snowball method , which involves a follow —up search of
pertinent references extracted from articles (Weitzel,1990).
Forty reading -related strategies were.identified from the
review :of - literature and are included as items in the
questionnaire with the specific sources-.of information
supporting inclusion of each item.
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The affective domain of reading has received much less
attention than the cognitive domain, despite the great
amount of research accumulated in the field of second
language (L2) reading. According to Day and Bamford's
(1998) model, one of the factors influencing L2 reading
attitude is first language (LL1) reading attitude. They remark,
"Assuming that students are. already literate in their first
language one source of attitudes toward second language
reading is the attitude that students have toward reading in
their native - language" (Day and Bamford, 1998: -23).
Indeed, this sounds plausible, but evidence is necessary.
Results of these studles have generally . supported the
linguistic ‘threshold hypothesis, and -the importance: of -
acqumng some basic level of L2 proﬁmency for L2 readers
in” oi*der to read as well as they do in their L1 has been

stre“ss’éd
Methodology'
Subjects: ‘

 The subjects were 75 EFL students at the first grade
secondary and 80 EFL teachers at the secondary stage,
Sharkia Governorate; 55 of those teachers completed the
Content Reading Area Questionnaire ( see Appendix A).
The subjects included first grade (n=20 ), second
grade(n«S) and third grade (n=30 ) EFL secondary stage
teachers. Partlclpants ranged from first year classroom
teachers to teachers with more than 20 years of experlence '

instruments:

1 - EFL Teachers’ Content Readlng Area Questionnaire (see
Appendix A ).

2- EFL Students’ Content Reading Strategies Inventory at
the secondary stage (see Appendm B )
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eading attitude L

Several studies over the past three decades have.
demonstrated significant positive correlations between
reading attitude and achievement (Bruns, 1992; Harris &
Sipay, 1990; Henk & Melnick, 1995; Roth, Worrell &
Gabelko, 2002). Contemporary models of reading
motivation include both cognitive ability and affective
stance toward reading at their foundations, the two factors
linked together in a mutually reinforcing feedback loop
(Baker & Wigfield, 1999; Guthrie & Wigfield, 2001; Moss,
1999; Smith & Wilhelm, 2002; Wilhelm, 2002). However, a
teacher with a class of unmotivated, underachieving readers
might find liﬁtl'e instructional ‘guidance in such models as
they do not resolve the question of whether students would
develop better attitudes toward reading if they were more
skillful readers, or whether they would develop into better
readers if they were to have better attitudes toward reading.

Reading attitude is a complex theoretical construct. It is -
defined in various ways, for example, "a system of feelings
related to reading which causes the learner to approach or
avoid a reading situation" (Alexander and F iller, 1976: 1) or
"a state of mind, accompanied by feelings and emotions,
that make reading more or less probable" (Smith, 1990:
215). According to an extensive and in-depth review of
literature by Reeves (2002), there is considerable agreement
among contemporary researchers that. reading. attitude is
defined by three components: cognitive (personal,
evaluative beliefs), affective (feelings and emotions), and "
cognitive (action readiness and behavioral intentions). This
tri-component view is most explicitly stated by Mathewson
(1994), and these components can also be identified in other
major models dealing with reading attitude, such as those of
McKenna (1994) and Ruddell and Unrau (1 994).
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allows the ':s}trtfu;ggli'ng' _reader to. adapt and internalize
strategic reading.

As struggling readers are learning strategic reading,
they need frequent, sustained periods of reading connected
prose (Hansen, 1987), such as opportunities to read
uninterruptedly from a book, newspaper, magazine, or other
whole piece of text for at least 15 to 20 minutes. But
1ndependent silent reading, conducted without guidance or
feedback, is.not sufficient to build reading improvement
(National Readmg Panel, 2000). This suggests that students
also need the .opportunity to talk aboui ideas in texts, in
order to. move comprehension beyond the word level
(Pressley & Wharton-McDonald, 1997), that is,. gulded_;
practice in building consensus. |

Students who choose reading for a personally relevant
purpose. likely will be more motivated to accomplish that
task. For adolescents, that purpose likely addresses their
fundamental questions, "Who am 1?" "Where and how do 1
fit?"l,and "What can or should I do with my life?" -
Practically, students should be helped to- articulate their -
personal -learning;:and reading goals at the outset of any
instructional wséssion (Block, 1999). This goal- directed
reading provides: purpose and direction, which.is inherently
motivational and engaging. :

Reading success may not be enough to build self-
efficacy, but it can be helped by these approaches: (a) .
allowing a choice of tasks and materials that are personally
meaningful (Alexander, 1997, Taylor, 1999) and (b)
changmg student expectations or schema about what it
means to engage in academic activities and use strategies to
accomplish goals (Brophy, 1999). |
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particularly the skills of self-assessment and  self-
management, as the major difference between beginners and
advanced language learners (e.g. Rivers, 2001; Wenden,
1999).

As shown from the discussion above, there is a strong
correlation between a learner’s second/foreign ‘language
proficiency and learning strategies. Reading strategies are
effective tools for comprehending (Pressley, 1999); they
represent procedural rather than declarative knowledge,
stressing "how" as much or more than "what." Strategies
help readers to' engage ‘with the text, to monitor their
comprehension, and to fix it when it has failed. Rather than
a single strategy applied in a'reading class, Faculty of
Specific Education students need to have a repertoire of
strategies that they learn and apply in many reading contexts':
and not just in a reading class.

To learn a: strategic approach to reading, struggling
readers typically must be taught how, why, and when to use
it. An effective way to teach a reading strategy is to follow
the. Pearson and Gallagher "Gradual Release of
Responsibility" model (1983). Teachers model through a
think-aloud (Davey, 1983; Wade, 1990), sharing their self-
talk about how they strategically approach reading, making
their expert thinking visible to struggling readers. Guided
practice in the strategy follows the modeling as students
attempt the reading strategy within a context of support
from peers with the teacher evaluating its effectiveress,
adapting it as needed, and generating a conséngus_as to its
effectiveness. Most important is sufficient independent
practice of the strategy in different texts and contexts as
stidents take ownership of these strategies, adapting them to
these different reading situations. The shifting of
responsibility for learning from ‘the teacher to the learner
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1995). Advanced leamers and beginners, regardless of their
disciplines and ﬁelds differ in encoding, organizing,
memorising and using information for reasoning or
problem-solving' (Etringer & Hillerbrand, 1995 Hormk &
Ruf, 1997).

Mislevy (1993) and Schenk and Vltalarl (1998)
compare differences between advanced learners and
beginners in conceptual structures and procedural skills, and
state that the orgamzatlon of advanced learners’ conceptual
knowledge is more complex; advanced learners restructure
the elements into abstract underlymg pnnc1ples of the task,
Whereas ‘beginners focils more on the surface elements of
the task. Advanced learners also show more flexibility in
reorganising their knowledge (McLaughlin,1990; Rayneri et
al., 2003).

As for second language acquisition, 'Young and Perkins
(1995) propose an architectural view of language
proficiency in which the factors underlymg the language
performance of advanced learners are different from those
of the begmners and the Ways those factors interact are
dlfferent as well. Advanced learners control more facts and
concepts than beginners, and have richer, qualitatively
differerit interconnections among the facts and concepts than
beginners do.

Furthermore, advanced learners use more language
learning strategies appropriate to the nature of the task, as
well as to the individual’s goals and stage of learning
(Wharton 2000; Oxford, 2001). While some research states
that advanced learners use substantlally more verbalization
and " vocal ‘practice, mnemonic devices, - ‘positive affect
reinforcement, more sources of information, and more risk.
takmg ‘and less fear of errors (Rivers,. 2001), many.
researchers suggest that the metacognitive strategies,
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- A good language learner attends to meaning.  Sthe
understands that in order to' understand the message, it is
not enough to focus on i:he grammar of the language.

Likewise, the “Toronto Study of the Good Language
Learner” (Naiman et al., 1978) adopted Stern’s and Rubin’s
concept as well. It was a famous large-scale survey study,
which also used classroom observations, interviews, and
testings on aptitude, attltude and ability as the main
methods.  Conclusions were very much’ similar to Rubin’s.
In addition, it added ‘many useful technlques such as
watching and recording’ TV programs asking for correctlon
or explanations, mentally rehearsmg phrases or sentences,
making lists of vocabulary, orally practicing difficult sound
combinations, and drawmg graphs showmg grammatlcal
structures.

Willing (1988) summarizes the conclusions of Stern
Rubin, Naiman et al. and others, and outlines language
learning strategies Wthh help make language learning
successful. Thé most" 1mportant general language learning
strategies are valuing’ (thé¢ culture, the language and its
speakers), planning, evaluating, monitoring, mternahsmg,
hypothesizing, rehearsing,’ communicating, persxstmg, risk-
taking, practicing, inferencing, attending to meamng,
attending to form, and absorbing.

Although the search for the “good language learner”
declined for more than a decade, in the nineties research on
the performance of successful learners increased, and
researchers carefully used “advanced learner” or “successful
learner” instead of “good learner”. More and more
literature - shows that the distinction between advanced
learners and beginners does not lie on the fact that advanced
learners accumulate more of what beginners lack (e.g.
Laufér & Glick, 1996; Rivers, 2001; Young & Perkms
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increase their second language proﬁmency in the learning
process.

Level of megggegggy ggaé é&eg&age Lesms;sg
Sérategy Use

In the seventies; there was a trend towards research on
good language learners.  One of the most influential studies
was done by Rubin (1975). She adopted the theoretical
framework designed by Stern (1975), and conducted an
empmcal study of the “good language learner” (as defined
by scorés on tests of language aptitude, achievement, marks
in classes, and remarks by teachers). The term the “good
language learner” is misleading here;: for a good language
learner- does not necessarily mean:the:same thing:as an
advanced language learner. Rubin’s findings, however, help
to identify some strategies that'learners apply in order to
achleV‘e successful language learning. - The' methods she
used were mainly interviews and observations.... She
identified the following general strategies. as the most
significant: - s :

- A good language learner | is willing to guess. 2

- A good language. learner likes to communicate or Iearn
from communication with others.

- A good language learner is often not inhibited. S/he does
‘not mind appearing foolish for the cause of a reasonable
‘communication.  S/he does Hiot fear to maké mistakes, or
~live with a certain degree of ambiguity.

- Besides focusing on communication, a good language
learner is also prepared to pay attention to form, consta.ntly
“looking for patterns in the language.

- A good language learner practices. _

“A good language learner monitors ~his/her " own
performance as well as others. o

RER PN
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Strategies are generally classified into two categorles
direct and indirect (Oxford, 1989; Rubin, 1981). They
mutually support, one another and work closely:together:
Direct strategies are made up of memory strategles for
remembering and retrieving information, cognmve
strategies for comprehending and producmg the. language,
and compensation strategies for 1 using the. language desplte_f
limitations of knowledge. Oxford, ( 1989) provides a useful
analogy Dlrect strategies can be compared as the performer
in a stage play, dealing with the language itself under a;;
Vanety of c1rcumstances '

Indlreet strategies are composed of metacognitive
strategies . for managing the learning process, affective
strategies for managing emotions, and social strategies for
learning language with others. Indirect strategies c¢an be
compared as the director of the play, serving to orgarnze
coordinate, guide, correct, support and:encourage ‘the!
performer. The performer and the director have 'to work'
closely in order to obtain the best possible outcome (Oxford,
1989) G DT

" As reséarchers understand the s1gmﬂcance of learning
strategy research, its various research methods, and its
classification, it is also 1mp0rtant to n,ote that most research
on Tanguage learning strategies to date ‘has been conducted
in' the United States either on native speakers of English
learning a foreign language or on learners from
11n0u1st1cally diverse backgrounds studying English as a
second language. As a result, the deﬁmtlon of good
language learning strategies mlght be biased with an
ethnocentric perspective (Gremmo & Rlley, 1995; Oxford &
Buﬂy-Stock 1995; Wharton, 2000), Researehers need to be
aware of this possible bias as further research is conducted
on language learning strategies as to how they help students



~¥\e-

Steadman 1996) learning strategies are methods learners
can use to improve their understanding, integration, and
retention of new information. Learning strategies include a -
wide variety of cognitive processes and behavioural skills,
(Weinstein and Meyer, 1991). General learning strategy .
components include rehearsal, elaboration, organization,
comprehension, metacognition, and resources management
(Weinstein and Meyer;.1991;Cross andSteadman, .1996).:

The importance of learning strategy use in second
language acquisition ~ has. been recognized by many
researchers (Ehrman & Oxford, 1990; Ellis, 1994 and Hsiao
&:Oxford, 2002 ). Research on language learning strategy is
based on widely accepted premises that the learner is an
active participant in the langudge leatning process, that
language leamners use strategies regardless of their
proficiency, that some learners do ‘not take advantage of the
full range of available strategies, and ‘that it is possible and
generally advisable to teach learners how and why to use;
transfer and evaluate strategies when it is appropriate-to' do
so' in certain: situations (Bull & Ma,'2001; Carson ‘&
Longh1n1 2002 Oxford & Crookall, 1989) : -

o There are several clasmﬁcatlon systems for language
learnlng strategy (e.g. O’Malley & Chamot, 1990; Oxford,
2001; Rubin, 1981) ~ Researchers debate about the
deﬁn1t10ns and cIa351ﬁcatlons of certain strategies. For
example, using gestures is c1a551ﬁed by some researchers as
merely a communication strategy which 1,s not useful for
learning, but is regarded by other researchers as learning
strategies as well. Despite mconSIStencws in defining and
classifying strategles research contmues to show that
strategies help learners enhance autonomy and proficiency, .
(Hsiao & Oxford 2002; O’Malley & Chamot 1990‘
Oxford 001) e
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school ‘year, ‘Assessments of-student reading 'development
on muluple measures were not only statlstlcally 51g111ucant

reading development and contlnued their growth as readers

!..eammg Strateg:es .in Second Language

Acquisition., "

Motlvat;longl and learmng strategies are. crucial .
aspects of self rr.egulated;leammg_ Learning “strategies” are
often discussed as an integral element of learning styles but
must not be confused with the ,sty];e?Sfthemselves. There is a
basic difference between...the.. concepts “style” and:. .
“strategy”. Style has a psychological basis and is relatively...

permanent state for the individual. ““Style” refers to the way:,. -

in which a person thinks. It is a person’s “...preferred and -
habitual approach to; organising and representing
information”. Learning Strategies on the other hand are
behaviours or methods that learners use to improve their -
understanding, integration and retention of new information .
in the learning process (Cross and Steadman, 1996). And
self-regulated learning involves use of motivational and
learning strategies to the degree that students are
motivationally, meta-cognitively and behav10urally active
participants in their own learnmg ‘processes (Zimmerman,
1989 and Pintrich, 1995). Like" é‘htefature on learning
styles, the literature on lea.rmng S’trategles explores different
ways: bf Tearning. However, in 4Ssuihing’ stablhty as well as
lack '8f individual control, leatiiing sfyfe literature suggests’
* that it may be difficult for studénts t6’¢hange their learhing
styles * (Pintrich and Johnson, - 1990) ‘Whereas learning
strategy literature assumes that student§" motivation arid use
of learning strategies can be controlled by learners and
changed through teaching. According to (Cross and




il

Briefly summarized, Reading Apprenti-zship involves
teachers and their students as partners in : collaborative
inquiry ‘into reading and reading processes as they engage in
subject-area texts. This instructional framework explicitly
draws on students’ strengths and abilities to provide crucial
resources for the inquiry partnership... how we read and
why we read in the ways we do become part of the
curriculum, accompanying what, we read in. subject-matter
classes [emphasis in original] (Greenleaf, Schoenbach,
Cziko, & Mueller, 2001, p. 89). | ‘

The framework consists of four integrated dimensions
of classroom life that teachers and students explore together:
social, personal, cognitive, and knowledge-building. The
social dimension centers on bui_}'_&ipg a community of
readers who use literacy to make connections between their
intérests, each other, and the larger social world they are
engaged in learning about. The personal dimension of
Reading Apprenticeship develops students' awareness of
themselves as readers, of their purposes in reading, and of
their goals for improvement. Adolescents' resources and the
multiple literacies that are part of their daily lives are part of
the ‘teaching and learning that occurs. The cognitive
dimension is the part of the framework that incorporates
instruction in and the use of comprehension strategies,
providing tools for monitoring comprehension, for problem-
solving to assist comprehension, and for developing
flexibility in reading. The knowledge-building dimension
focuses on such areas as developing content knowledge
(building schemata), knowledge of the discipline-specific -
vocabulary, and text and language structures. B :

Greenleaf, Schoenbach, Cziko, and Mueller (2001)
report on the implementation of this framework in a course
in academic literacy offered to ninth graders in one of the
poorest neighborhoods in San Francisco for the 1996-1997
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the class. After assemblmg sentence strips--or paragraph
strips, groups can check with. other groups .or-:scan ‘the
reading again to see if the assembled strips follow the same
order as the reading. Students can use their. personal-
dictionaries or index cards to test themselves on knowledge :
of vocabulary words. Teachers can ask 'students to discuss
their answers to the cloze exercises to check - for
comprehensmn Students could present a final product to the
class, such as creating an informational poster or’comic
strip.

Finally, when the teacher and student are satlsﬁed that
the student understood the text matep{al it is time to expand
on the knowledge learned. One idea.that comes to mind is to
have students choose an article from the newspaper and use
any comblnatron of the strategies for .pre-reading , reading
and post reading listed above. The student could then share
the information either with another student or the teacher
and check for’ comprehens1on Students could work together
to write a news-type article using text reading material and
print it in a newspaper layout. A passage from-a-text could
be role-played with students writing the SCI‘lpt and creatlng

props.

One.model devéloped from the reconceptualization of
contentreading is' Reading - Apprenticeship  (Schoenbach,
Greenleaf,  Cziko, & Hurwitz, 1999). This 1nstructronal
framgwork  is based on the dual notions of 11teraey as a
complex - cognitive. and social process and of teaching as
cognitive apprentlceshlp In order for adolescents to move
from being novices to experts in specific content area
practices, an expert practitioner (the subject matter. teacher)
guides, models, makes explicit, and supports the novrce in: -

his or her development.
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exercises consist of gmng the student a handout with a
paragraph printed on it that has blanks in place of some of
the words. SR

After students have read the ’textbook passage, they
need to practice the new material knowledge. By following
the steps of SQ4R, students are already practicing what they
have learned. Also when students use vocabulary words in
‘their own sentences either in their personal drct1onar1es or
on index cards they are practicing,.

Teachers can also use sentence strips to: help with basic
reading. comprehension. Each line of a paragraph is written
-on a strip of paper separately. Students work in small groups
to decipher the meaning of each sentence strip. The group
tapes the strips onto paper in a sequential order,so that a
logical paragraph is formed. Groups compare their
| paragraphs to other groups’ and discuss the correct order for
the strips. (Cantoni-Harvey l987) This method is similar to
Jigsaw Learning in that each’ member of the groups insures
‘that all members understand each sentence. The pieces of
the "puzzle" are assembled by each group and then
" dlscussed as a whole class

Elina Raso uses the mformatron gap activity for post
reading practice. Students are paired up with each having an
information chart about the reading. Each student’s chart
has information ‘on it that the other student’s chart is
missing. Students have to ask thelr partner questions to
complete their own chart. This encourages communication
through questioning, reading a chart ‘and oral language
skills. ( Raso 1996)

e
After practicing with the material that has been read, it
is time for both the student and the:teacher to evaluate the
.students’ level of understanding. If: using the information
grids, students can compare their information with others in
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The next step would be the presentation of the reading
passage. Richard-Amatoi-and: $Snow recommend silent:
reading instead of reading dloud.i". . . childten who worry
about their ability to perform adequately often try to:locate
the lines they will have to. -read_alowd, and rehearse them
surreptitiously. While they , coneehtra,te o, them they rn1ss:
the cues provided by the precedmg, ; ssages as. weTl as ‘the

ig7udliie

teacher’s discussion of the . words and concepts they
contain," (Richard-Amato & Snow. 1992) When reading
sﬂently, encourage students to focus on the context of
unknown words instead of stopping to look up every word.
Students should first finish reading the sentence to see if
they can guess the meaning. Next they should try’ to:
recognize any parts of the word. Flnally, the: students should:
consultad1ct1onary - ~ : SR

......

SQ4R is another techmque students can use to‘;
comprehend content reading. First, students survey thei
chapter by sklmmmg it and looking at all visuals, Secondf
students questlon wr1t1ng down any questtons they have
about the first. subheadmg ‘The thlrd step is to read the body
of the passage ‘The. fourth step is reciting, where students
answer their questions from what they learned in the
reading. The fifth step is recording, when students write
down their answers. Finally, the students review what they
wrote. (Rlchard Amato & Snow 1992) B

Teachers may want to record passages from the
textbook on tape for students to be able to access after their
attempt to read the passages. This technique is designed as
an addition to silent reading but should not be used for
extended time periods because students may rely too heavily
on it.This aide can be gradually removed as students’
reading comprehension expands. (Richard-Amato & Snow
1992) The use of cloze exercises may help beginning level
ESL  students’ with basic reading comprehension. Cloze
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Another method for pre-reading is to present new
vocabulary depending on the knowledge base of the
students. Students can create a personal dictionary that
could be set up as follows:

Word' Page Seritence from reading Definmon (your word)
Your Sentence ( Anderson 1999)

Each vocabulary word could be listed first, then the
student could fill in the rest of the chart as he or she reads
the passage. Snow and Brinton suggest having students
make vocabulary study cards using index cards. The front
side of the card conialns the new word with its part of
speech, pronunciation,” and related word forms. A first
language translation can’be wntten here also. The back of
the card is where the student writes where they first saw or
heard ‘the word, such 45 e’ example sentence. Next the
student writes the dlcnonary definition, the dlctlonary
example, and a sentence created by the student using the
word. (Snow & Brinton 1997) Any portions of the index
card method could be used. This example seems qulte
tedlous

) Gina Cantom—Harvey presents another pre-readlng
strategy that involves vocabulary. The teacher makes a
handout with lists of words that pertain to the passage to be
read along with words that do not pertain to the passage.
The teacher briefly introduces the topic that the reading will
present, then asks students to place a checkmark before each
word that they expect to find in the reading. Students are
told not to worry about incorrect answers; that this i is not a
test. They leave words they either do not recognize or that
do not'belong in the passage blank. The class discusses why
each word should or should not have been checked and
students explain why they checked the words ( Cantoni-
Harvey- ]987)
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demonstrations. 3) Practice — The students employ strategies
to acquire the new material. Some examples are, .
summarizing, making diagrams, inferring, asking questions,
or working in groups. 4) Evaluation — The teachers and
students assess students’ level of understanding using self-
check strategies, cooperation with peers, or clarifying
questions. 5) Expansion — Students integrate new
knowledge they have acquired into other applications.

How should the teacher prepare his students to read?
There are several pre-reading strategies that may.be used. .
Neil Anderson recommends activating a student’s prior
knowledge. He suggests pre-readmg discussions on the
topic because " . . . sometimes students may not realize that
they have prior knowledge on a particular subject, but as -
they listen to other students share information, they come to
realize that they indeed know something about the reading .-
topic." (Anderson 1999). The teacher can lead a discussion .,
at the beginning with a journal wrltlng activify called the -
Dally Thought. The teacher reads the question aloud, (which
is written on the chalkboard), and asks students to write
their response in their journals. Next, Students’ responses
are discussed and-elaborated with pictures drawn on the
chalkboard. The Daily Thought pertains to the  subject
matter to be introduced or a topic that was taught
previously. In this way the class can come up with some
common information about the question and the teacher
writes that on the chalkboard. Students who were not able to
write an entry in their Journal may copy the class feedback.

Semantic mapping is a good way to help students
discern what they know, what they need to know, and what
they learned. Maps can be used at any point of a unit,
beginning, middle, or end. Creating a web or brainstorming .
a topic on the chalkboard helps students to connect ideas
they know with the new concept in the reading.
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students than EFL classes that focus on languagé only." -
(Richard-Amato & Show 1992). Lo

(Rese_arch indicates that ‘teaching students . specific
leartiing strategies increases understanding of content while
they promote critical thinking. skills. One model that was
developed for ESL students is the Cognitive Academic
Language Learning Approach (CALLA). CALLA utilizes
instrubtion:in learning strategies, grade-appropriate content,
and i:the ‘development of academic language -as: tools for.
students to comprehend and expand their content knowledge
as well as their use of English. Richard-Amato and Snow::. -
list three main types.of learning strategies that are activated:

through CALLAy 1.

1. Metacognitive strategies — which involve executive

processes in planning for 1earr}mg, monitoring one’s
comprehension and production, and evaluating how well
one has achieved a learning objective.

2. Cognitive strategies, in which the learner interacts with
the material to be learned by manipulating it mentally (

as in making mental images, or elaborating on previously .*
acquired concepts or skills) or physically ( as in grouping::
items to be learned in meaningful categories, or taking .t

notes on important information to be remembered.)

3. Social-affective strategies, in which the learner either
interacts with another person in order to assist learning,
as in cooperation or asking questions for clarification,or
uses some kind of affective control to assist a learning
task. (Richard-Amato & Snow 1992) .

'CALLA lessons have five stages: 1) Preparation —
What do the students know already? What type of learning
strategies are they now using? 2) Presentation — The new
information is presented along . with visual ,aidés_'elznd /or
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Vacca, 1999). Emphasis on the integrated nature of the
language processes of listening, speaking, thinking, reading,
and writing within the context of content-specific
classrooms has emerged as a key element for training
preservice and practicing secondary teachers (Readence,
Bean, & Baldwin, 1998; Postman, 1979; Tierey
&Shanahan, 1991).

Many teachers now accept the view that reading is the .
result of a two-way communication between the reader and -
the text, achieved through the simultaneous interaction of
bottom-up information processing (which involves word
recognition, sound/spellmg correspondence, etc.,) and top-
down processing (which involves skills like prediction,
inference, etc.) Carrell (1983) distinguished between formal
schemata (knowledge about the structural configuration of
texts) and content schemata (know] edge about the subject
matter of text). She found that a reader might fail to
understand a text if it does not follow a formal schema
(coherent organization) or if content schema was lacking.
Carrell (1984);Alderson and Urquhart (1988) documented
the discipline-specific effect of content schemata in their
work with students who found it difficult to read texts Wthh -
did not relate to their area of study.

Research on forelgn language acquisition asserts that
English as a Foreign Language (EFL) students need
numerous rich opportunities ‘to practice their language-
acquisition. One method of enriching language exposure is
Content Based Instruction (CBI). Limited English Proficient ::
(LEP) students are taught in content area classes ‘with
modifications to help them learn English in meaningful
contexts. Patricia Richard-Amato and Marguerite Snow

suggest that "Content based English language development
is not only 1mp0rtant for developmg academic language .
skills, but it is also inherently more interesting to many
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percentages of eighth and twelfth graders scoring above the

proficient level have increased (33% and 40% tespectively), -
these percentages still suggest that high levels of literacy are -
not being attained by most secondary students. Some -
research indicates that an emphasis on reading solely as a-

cognitive process has not adequately addressed the needs of
adolescent readers as they face learning from texts in'the
various subject areas at the secondary level. :

The work of sociolinguists, cultural anthropologlsts :

and critical theorists has shown that it is not possible to
separate classroom practices such as strategies for activating
background knowledge from the larger social and cultural
contexts in which the practices are enacted (e.g., Heath,
1983; Gee 1996).

Drawmg from sorne recent studies, Moje, Young,
Readence, - & -Mobore (2000) call for a conception of

adolescent - ‘literacy that includes adolescents' literacy
practices beyond the secondary classroom, their expanded
notion of text (i.e.; the Internet, television, and magazines), -
and the relationship. between literacy and the development -
of identity. But theypalso caution that the issues of teaching -

and learning in thelscontext of secondary school content
areas are still critical ‘areas for research. For example, what
constitutes best practices depends on many factors: how

students percelve themselves as readers, what their interests -

are at the time, the interactions of teacher and student, of
student and student, the classroom environment in which the
strategy is being used, and how institutional structures shape
daily events that occur in classrooms and schools

Moreme.cently, content area literacy, rather than content

area reading,. has been the focus of teacher training*
resources (McKenna & Robinson, 1993} ‘Alvermann &
Phelps, 1994; Readence, Bean, & Baldwin, 19985 Vacca & -
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a reader's background‘..-fknowledge (schema) of 2 topic and
the reader's ability 10 make sense of a text addressing that
topic. The term ngchema" refers 10 a set of cognitive
structures of interrelated ideas and concepts built from a
person's gxperience (Alvarez & Risko,1989). According to
some views of schema theory, a reader’s existing knowledge
of the subject matter is the single most influential factor in
what he or she will learn from reading a text about that
subject matter (Anderson, 1984; Steffensen, Joag-Dev, &
Anderson, 1979). Thus, theofiiing and research in cognitive
psychology led 1o the development of many instructional
strategies that secondary  teachers could use to increase
students' comprehensidn of course materials. For example,
the use of a pre—reeiding"st'rategy such as an anticipation
guide can serve to activate students' prior knowledge to
improve, comprehension. It .can also enable students to
confront misconceptions about the topic at hand, or to arrive
at new understandings by revising oOf constructing new
schema (Dufflemeyer, 1994). Numerous content area
vocabulary development strategies focus on activating
students' existing word/concept knowledge so that they may
build on the schemata they have, or develop new schemata
for new concepts (Alvermann ‘& Phelps, 1994; Lenski,
Wham, M. A. & Johns, 1999; Ruddell, 2001).

While the focus on the cognitive dimension of reading
has helped some students become more proficient readers of
content area texis (Ruddell, 2001), some assessment data
indicates the need to reconsider adolescent literacy and
content area learning. Greenleaf, Schoenbach, Cziko, and
Mueller, (2001) note that there are still persistent gaps in
student achievement between students who are members of
the dominant culture and those who are not. They also draw
on data from the 1998 National Assessment of Educational

Progress Reading Report Card. It ‘ndicates that although the




