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Abstract
The dissertation is dedicated to the problem of teaching styles and strategies in teaching EFL
reading in universities. The research was held in Iraq, Ishik University.
Reading skills are essential in education. Reading in English skills today has become decisive for
professionals in practically all spheres, as all recognized research is published in English. Thus, EAP
/ ESP reading skills in English are indispensible for a university graduate, even if his / her education
is not carried out in English. For those who study at international universities reading in English is
the main tool through which education occurs.
Unfortunately, school graduates often do not come to university with adequate for university
education reading skills, so, when reading is taught in the freshman year, it is very important to
teach it via efficient methodologies. Effective student-centered approach is needed, which will stress
not simply learning styles, but learning and comprehension strategies. The dissertation is dedicated
to working out an effective framework for teaching reading.
The hypothesis of this research is: teaching reading in English to undergraduate students can be
considerably more efficient and motivating if students are allowed to make their choice of the topic,
text, activities and assessment formats. This means that the generally accepted motto of studentcentered teaching should be applied to teaching reading, which, unfortunately, today is seldom so,
and even when it is, only on fragmentary level, not systematically (materials selection, practice,
assessment).
Based on the offered approach an experiment was held, in which 46 freshman students of Ishik
University participated for one semester (19 weeks), which supported out hypothesis, at least for the
involved participants. Permitting students to select reading texts/topics/genres, activities and
assessment format not only motivated the students, but also increased the level of their reading
skills.
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INTRODUCTION

Context
We live in a rapidly changing world, where both the quantity and type of written
materials are increasing and where more and more people are expected to use these
materials in new and sometimes more complex ways. It is now generally accepted that our
understanding of ‘reading literacy’ evolves along with changes in society and culture. The
reading literacy skills needed for individual growth, economic participation and
citizenship 20 years ago were different from those of today; and it is likely that in 20
years’ time they will change further still. (OECD, 2009, p. 21)
Though education in Iraq is still very much under the impact of ages-old traditions (including
teacher-centered education), the internationalization of higher education is a natural result of the
internationalization of the world’s material and intellectual development, which means the modern
types of organizations that could maintain worldwide cooperation and competition of commerce,
industry and education (Mohamed, 2012). International curricula, students, admission standards, and
scholarships, collaborative student programs, intercultural communications, foreign languages,
especially English, textbooks, conferences, and workshops are becoming more widely spread.
Lindsey (2012) mentions that the Ministry of Higher Education and Scientific Research of Iraq now
has a bigger budget and new, ambitious plans. Iraqi universities are looking to the outside world,
hoping that international partnerships will help them reform their curricula and retrain their staffs.
This situation enhances the role of English language skills, in particular, reading skills.
Mohammed-Marzzouk (2012) calls to Iraqi educators to establish a collaborative and
cooperative endeavor for a reformation of the Iraqi educational system. The current educational
system of rote memorization has governed Iraqi schools and universities for almost one century.
Mohammed-Marzzouk analyzes the experience of the last three decades and envisions a new
educational system that would be based on new teaching and learning approaches that cultivate
students’ critical thinking skills, as well as teachers’ pedagogical skills.
English language teaching has deep roots within the past two (even three) centuries. The
effects of Industrial revolution had shown directly itself in this land. Today, in connection with
technological and scientific developments, English language has got a great popularity in the region.
1

In public schools it is taught as one of foreign languages, while in some private schools it is used as
the language of instruction. In private schools most of the needed equipment exists, the books come
from the countries of the language and the teachers are foreigners among whom there are native
speakers from the USA and the UK. As for the characteristics of the students, grammar-translation
methodology-based education shows itself very quickly. Any mistake done in the classes especially
related with pronunciation are immediately corrected and punished.
Due to the scarcity of information published in English about the education system in Iraq, I
had to use Wikipedia (n.d., a), according to which “it is generally agreed upon that before 1990, the
educational system in Iraq was one of the best in the region in addressing both access and equality.
However, the situation began to deteriorate rapidly due to several wars and economic sanctions.”
Today Iraq is trying to build up a new sense in its educational understanding. With this reason, it
allows internationally accredited schools to serve in the country. Among them, there are American,
British, Lebanon, and Turkish schools from primary to higher system.
Ishik University (IU) (Wikipedia, n.d., b), where my experiment was held, is a private
university established in 2008 with the permission of the Ministry of Higher Education and
Scientific Research of Kurdistan Region, Iraq. This region is an “oasis in Iraq” (Krieger, 2007)
where stability and tranquility have permitted universities to develop effectively. However, to some
degree teachers and the majority of the students are used to traditional, teacher-centered approaches
to education. Ishik University has the following colleges in its new campus: College of Dentistry,
College of Economics and Administrative Sciences, College of Education, College of Engineering,
College of Arts and Sciences, College of Law. The university also hosts a Language Prep School, a
Continuing Education Center and a Prometric Testing Center. The tuition language is English. The
proficiency exam in English defines whether the applicant can directly start studies at one of the
faculties or she / he will need to improve one’s English at a language Prep School. However, after
learning at the prep school or being admitted directly to faculties students continue to have certain
problems with English, in particular with reading skills, while they have to study in English. This
fact stimulated me to study the conditions, under which teaching reading can become more relevant
to the undergraduate students’ needs.
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Importance / Urgency of Research
The demand on communicative English language skills all over the world is increasing due
to its contemporary status as a lingua franca. Graddol (2006) argues that the Internet is now the
communication tool of choice for multilinguals to link diasporic linguistic communities, and it
includes not only the western countries, but also the growing numbers of Mandarin, Spanish, Hindi,
and Arabic speakers. On the other hand, while in the majority of countries the greatest demand is on
oral communication (listening and speaking) English skills, however, in other economically less
developed and politically less open countries, such as Iraq and Afghanistan the focus remains on
reading skills as the resource of information, especially professional information. Interest towards
learning English (including reading skills) has increased in these countries due to the role and the
possibilities of the Internet. Tilfarlioglu (2011) study which embraced 534 students from 6
universities and high schools in Turkey and Iraq, including the Erbil Ishik University where I work
and where I conducted my study, at which students’ mother tongues are Kurdish and Arabic,
confirms the increased interest towards learning English since 2004 due to Internet developments.
Native language reading skills are emphasized at universities in all countries, as a huge
volume of reading has to be done by all students. Reading skills an EAP (English in Academic
Purposes) and ESP (English for Specific Purposes) are emphasized in those countries where they are
indispensable for technological and industrial development, while a vast majority of population,
even educated, does not need English so much for oral communication. (GE - General English, ESP
and EAP are three main directions of teaching English, whether as a native or a foreign / second
language. In this dissertation I will deal with teaching university students for whom English is not a
native language and whose majors are other than English, so I will mainly refer to ESP and EAP.
However, the findings are relevant to teaching EFL in general, so this approach is quite compatible
with the title, mentioning EFL.) They are especially important if the university is an international
one, delivering all or the majority of classes in English. This means that students have to be able to
read in English (almost) as well as in native tongue. Ahmed (2007) states that even postgraduate
international students for whom English is not their native language and whose majors are both
English and other subjects often have reading comprehension problems which seriously hinder their
education process, however, students whose specialty does not deal with English, have greater
problems.
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As an intellectually demanding activity (decoding a written text, especially an academic or a
scientific one demands background knowledge and high level cognitive skills) reading depends on
and simultaneously contributes to the intellectual development of a person.
Shaywitz (2003) states that reading comprehension is an important life skill. It is one of the
most important domains in education, because it is the best predictor of success in higher education
as well as in job performance. It is a prerequisite for life-long learning (Elley, 1994).
Though teaching / learning reading is relatively easy psychologically (the text remains in
front of reader’s eyes as long as necessary, which permits to use a dictionary, apply guessing
strategies or more qualified reader’s help), students still have certain difficulties due to the linguistic
difficulties (EAP and ESP require a very rich vocabulary, including terminology; sentences are long
and complex), complicated contents and the need in general background knowledge. As a result,
students’ reading skills are too often not relevant to the tasks that EAP and ESP courses pose in
front of students.
Burchfield and Sappington (2000) report that, on average, only about a third of all students
complete their text reading assignment on any given day. This finding confirms a body of research
conducted over the last 30 years (McDougall and Cordiero, 1993; Self 1987; Marshall, 1974).
Hobson (2004, p. 1) found that over 70% of the students will not have read the assigned course
reading. A study by Brost and Bradley (2006) names among the causes of university students’ lack
of desire to read by low quality of reading skills brought from school, lack of desire to learn in
general, lack of understanding of the role of reading skills in education, and teacher behavior who
often give some reading tasks, but later do not deal with the materials in tutorials or exams.
According to Hamra and Syatriana (2012, p.1), the reading test results of the final semester of the
freshman year and TOEFL prediction of the first semester undergraduate students are low. The
reading comprehension of Indonesian students’ needs improvement (Kweldju, 2001, Syatriana,
1998; Mardiana, 1993; Hamra, 1993, 1996a, 1996b; Hamra and Syatriana, 2010); it is far from the
needed level, which does not permit them to go to exchange programs to universities in other
countries. The reading difficulties are caused by various reasons: surface interpretation of the texts,
poor vocabulary stock, the use of inefficient reading strategies, and poor grammatical competence
(Behroozizad and Bakhtiyarzadeh, 2012). Hamra and Syatriana (2012) conclude that the
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improvement of reading comprehension of the students should be the focus of teaching and learning
process.
A lot of research has been carried out concerning various aspects of teaching reading to
undergraduate students (there are dozens in the references of this dissertation), however, the
situation, as it has been shown above, is still unsatisfactory. Besides, such an aspect of the topic as
reading text selection for undergraduate students has been much less studied. And the teachercentered practice in the sphere (students are seldom or never asked which topic they would like to
read about and which text is interesting for them) does not contribute to the improvement of the
situation. All this makes the topic of my research important /urgent.
Problem
The fact that students’ reading skills are often inadequate for the purposes of academic study
constitutes a serious problem. Some students too often do not read for classes, others do read but fail
to provide deep comprehension which corresponds to university studies’ level. Finally, many
students fail some courses and become unmotivated to learn. The research questions I ask in this
dissertation are:
9 How can reading skills become adequate to academic reading requirements?
9 What can motivate students to read more and better?
9 What teaching approaches / strategies should teachers use to increase the efficiency of
teaching reading, and, correspondingly, to improve the quality of reading skills?
Goal of research
My goal in this dissertation was find an effective way of teaching reading to undergraduate
students that would be proved in the course of experiment. I intended to make the teaching of
reading more student-centered and, due to it, more efficient and motivating. By more studentcentered is meant that students are given a possibility to make choice everywhere where possible in topics for reading, texts to be read, activities to develop reading skills and tasks to assess them.
All these measures have to involve students in decision-making process, make them more
responsible for their learning, be more interested, active and motivated. Students’ learning styles,
desires and interests have to be taken into consideration. Such an overwhelming change in
5

organizing the process of teaching / learning reading has to bring fruit – make students better and
more motivated readers. To achieve this goal, the aims of research are:
9 In psycholinguistic respect – to analyze the nature of reading skills;
9 In pedagogical and psychological respect – to analyze the teaching / learning strategies and
styles, activities for teaching reading and tasks for assessment of reading skills;
9 Based on these analyses to develop a model of teaching reading (for students not majoring in
English) and test its efficiency.

Novelty
Both teaching in general and language teaching in particular is mostly teacher-centered, so
introducing student-centered teaching methodologies to language teaching in Iraq (as well as
research of its possibility) is innovative.
Though strategies of teaching / learning reading as well as student-centered approach are in
contemporary stream, but not new as such, the practice of teaching reading to EAP / ESP students is
rather outdated and inefficient all over the world. This is why I have tried to work out such a model
of student-centered teaching reading which involves all levels of the process, from text selection to
assessment, which is rather new.
Traditionally reading motivation is viewed in connection with the process of reading. I offer
to start earlier – at the point of choosing the text.
Besides, I view activities for teaching reading in connection with both skill and strategy
development, while the traditional way is to view them only in connection with reading skills.
Hypothesis
The hypothesis of this research is: teaching reading in English to undergraduate students can
be considerably more efficient and motivating if students are allowed to make their choice of the
topic, text, activities and assessment formats.
While making choice, teacher’s and students’ learning styles, teaching / learning strategies,
students’ gender, interests, and needs have to be considered.
6

Methods of Research
To solve the above-discussed problems, I applied the following methods of research:
9 review and critical analysis of existing literature on the topic under study
9 observation of the educational process
9 student questionnaires
9 experiment
9 testing, to assess the students’ reading skills
9 statistical analysis of obtained through questionnaires and experiment results
Theoretical value of research
The dissertation offers an analysis of teaching and learning styles/strategies, EAP / ESP
students’ needs analysis in reading,
The theoretical bases of this research are:
9 Theories of learning and teaching styles / strategies (Witkin and Goodenough, 1981; Kolb, 1984;
Biggs, 1999; Fleming, 2001; Grasha, 2002)
9 Student‐centered approach (Baxter and Gray, 2001; Weiner, 2002; Brown, 2008) and productive
pedagogy (Van Driel, Verloop, and De Vos, 1998; Gore, Griffiths, and Ladwig, 2004)
9 Attribution theories of motivation (Deci and Ryan, 1985; Weiner, 1992)

I did my best to apply these to solve the problem of teaching reading skills’ improvement. I tried
to make my modest contribution to development of these ideas from the angle of reading skills’
formation. The model that I suggest is an effort to unite these theories concerning the teaching of
reading.
Practical value of research
Today student-centered education is becoming an absolute demand. This research offers how
to apply student-centered education to teaching reading to undergraduate students. The suggested
models viewed in chapter 2, the approach to reading activities as the ones which not simply practice
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reading, but also develop reading comprehension strategies, hopefully, will help language teachers
make teaching reading more efficient and motivated.
Structure of dissertation
The dissertation comprises an introduction, three chapters, conclusions and an appendix. In
chapter 1 I reviewed the literature on teaching and learning styles and strategies. In the second
chapter, I analyzed the methods of teaching reading skills, psychological and linguistic
characteristics of reading, text genres, the motivation of reading, activities for the development of
reading skills and tasks for their assessment. The third chapter describes the research held in two
groups, control and experimental, to compare the efficiency of teacher-centered (control group) and
student-centered (experimental group) approaches to teaching reading. There are 26 tables, 6
figures, and an appendix in the dissertation.
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Chapter 1
TEACHING AND LEARNING STYLES AND STRATEGIES IN ELT
(READING) – LITERATURE REVIEW

1.1.Teaching and learning styles
Experts generally agree that there are three factors which are essential in the educational
process, that is, the learners, the teacher, and the educational materials. Teaching style is especially
important as it not only directly influences the quality of student knowledge, but also has an indirect
impact on it via the learning styles developed. This means that the ways in which teachers teach and
learners learn are essential for the efficiency of the educational process.
The student population in universities is very diverse: various ages, experiences, culture,
background knowledge, level of language skills, and learning styles. This diversity presents
language teachers with increasing challenges to motivate and promote student understanding.

1.1.1. Definition of teaching styles
There is no single definition to say what is a teaching style. However, different authors offer
their own definitions in order to clarify and characterize the concept itself. In the study of Diaz
Larenas, Rodriguez, Moran and Poblete Rivera (2011, p. 112) definitions for teaching are introduced
in a chronological order (see table 1.1.).
Table 1.1. What is a teaching style?
Author

Definition

Bennett (1976)

Teaching styles refer to the teacher's pervasive personal behaviour and media
used during interaction with learners. It is a teacher's characteristic approach
whatever the method used. (p. 27)

Heimlich and Norland
(1994)

Teaching styles refer to style as a predilection toward teaching behaviour and
the congruence between educators' teaching behaviour and teaching beliefs. (p.
34)
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Campbell and
Kryszewska (1995)

There are three classifications to identify teaching styles: (a) a didactic style
which was teacher-controlled through lectures and students' note taking; (b) a
Socratic style which was teacher directed through the use of questions to which
the students responded; and (c) a facilitative style in which the teacher prepared
the learning environment and the students were responsible for their own
learning. (p. 132)

Grasha (1996)

Teaching styles represent those enduring personal qualities and behaviours that
appear in how teachers conduct their classes. It is both something that defines
us, that guides and directs our instructional processes, and that has effect on
students and their ability to learn. (p. 44)

Brown (2001)

Teaching styles refer to a teacher's personal behaviours and media used to
transmit data to or receive it from the learner and involve the implementation
of the teacher's philosophy about teaching. (p. 231)

Thus, though the definitions differ, as it is possible see in table 1.1., all researchers more or
less agree that teaching style deals with teacher’s personal qualities (temperament, character,
learning style), his/her adherence to certain views on education (teacher or student-centered,
behaviorist or cognitive), and his/her behavior (application of various teaching methods, such as
deduction or induction, democratic/authoritative or authoritarian relationships with students, pure or
interactive lecturing, application of auditory, visual and kinesthetic activities, extraverted or
introverted, etc.).
Although all researchers have their own views, there is a common element that refers to
teachers’ behavior and its impact on teaching. Teacher knowledge is the total knowledge that a
teacher has at his or her disposal at a particular moment which, by definition, underlies his or her
actions (Carter, 1990). This does not imply that all the knowledge a teacher has actually plays a role
in his or her actions. Teachers can, consciously or unconsciously, refrain from using certain insights
during their teaching. The basic idea is that a reciprocity exists between the whole of teachers’
cognition (in the broad sense) and their activities and that, consequently, it makes sense to
investigate teachers’ knowledge (Verloop et al, 2001).
In research on teacher knowledge focusing on specific content domains, many investigators
have built on the work of Shulman (1987) on pedagogical content knowledge. Pedagogical content
knowledge (PCK) is different from content knowledge, on the one hand, because of the focus on the
communication between teacher and student, and from general pedagogical knowledge, on the other,
10

because of the direct relationship with subject matter. Shulman (1987, p. 8) described PCK as ‘‘that
special amalgam of content and pedagogy that is uniquely the province of teachers, their own
special form of professional understanding’’. PCK can be considered as a specific form of teacher
knowledge. After analyzing the ways in which various authors have elaborated on the concept of
pedagogical content knowledge, Van Driel, Verloop, and De Vos (1998) found that two elements of
PCK are considered essential by all authors. They are (a) knowledge of teachers about specific
conceptions and learning difficulties with respect to this particular content domain and (b)
knowledge of teachers about representations and teaching strategies with respect to this particular
content domain.
In the table 1.2. (Gore, Griffiths, and Ladwig, 2004, p. 378) Gore et al. suggest that, to
improve teaching practice, Productive Pedagogy provides an analytical framework for more
descriptive models of teaching practice that can be developed theoretically and applied in the
teachers’ development. The 20 items making up the four dimensions of PP provide a reasonably
comprehensive account of teaching practice, while the four dimensions capture the critical elements.
Table 1.2.Productive pedagogy dimensions, items and key questions addressed
Intellectual quality

Questions

Higher order thinking

Do higher order thinking and critical analysis occur?

Deep knowledge

Does the lesson cover operational fields in any depth, detail or level of
specificity?

Deep understanding

Do the work and response of the students provide evidence of
understanding of concepts or ideas?

Substantive conversation

Does classroom talk break out of the initiate/respond/evaluate pattern and
lead to sustained dialogue between students, and between teachers and
students?

Problematic knowledge

Are students critiquing and second-guessing texts, ideas and knowledge?

Metalanguage

Are aspects of language, grammar, and technical vocabulary being
foregrounded?

Relevance
Knowledge integration

Does the lesson range across diverse fields, disciplines and paradigms?

Background knowledge

Is there an attempt to connect with students' background knowledge?
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Connectedness to the world

Do lessons and the assigned work have any resemblance or connection to
real life contexts?

Problem based curriculum

Is there a focus on identifying and solving intellectual and/or real-world
problems?

Supportive classroom environment
Student control

Do students have any say in the pace, direction or outcome of the lesson?

Social support

Is the classroom a socially supportive, positive environment?

Engagement

Are students engaged and on-task?

Explicit criteria

Are criteria for student performance made explicit?

Self-regulation

Is the direction of student behaviour implicit and self-regulatory or
explicit?

Recognition of difference
Cultural knowledge

Is diverse cultural knowledge brought into play?

Inclusivity

Are deliberate attempts made to increase the participation of all students
of different backgrounds?

Narrative

Is the teaching principally narrative, or is it expository?

Group identity

Does teaching build a sense of community and identity?

Citizenship

Are attempts made to foster active citizenship?

It is possible to conclude, then, that productive pedagogy is student-centered, as it does its
best to create effective learning environment and cares about students’ cognitive development, not
just stuffing their memory with certain facts, definitions, etc.
After establishing a productive pedagogy, teaching methods come into the center of
attention. It is necessary to be clear about learning aims; the range of learning aims of higher
education is broad; and one way of impoverishing the learning experience of students is to lower our
aspirations as lecturers in terms of learning aims (Bourner, 1997).
The higher education teaching and learning literature distinguishes between two main
approaches to classroom teaching: teacher (or teaching) - centered or student/learner (or learning)centered.
12

Whitman and Schwenk have suggested four (medical) teacher behaviors characteristic of
student-centered approach, which can positively influence the professional development of learners
(Whitman and Schwenk, 1984, p. 17-18).
1. Be capable: Demonstrate your belief in competency and excellence in providing the best
possible care to your patients. By demonstrating the highest quality of patient care, you will
help promote a similar value system in your learners.
2. Be sensitive: Demonstrate sensitivity to patient concerns as well as to the anxiety and
needs of the learner. Learner sensitivity to patient issues is best promoted by the preceptor’s
visible sensitivity to patients and to learners.
3. Be enthusiastic: Share your enthusiasm for patient care, teaching and learning – it can
result in more enthusiastic (and fun) learners. Learners respond most to teachers who
demonstrate a genuine interest in them and in patient care
4. Be yourself: Demonstrate your approach to patient care and honestly dealing with the
uncertainty and ambiguity of clinical care. Be willing to share how you deal with the
uncertainties and challenges that all practitioners’ face. Often the words, “I don’t know” are
the best answer.
Teacher-centered instruction has a distinct path of learning designed by the teacher. The
most common form of this method of instruction is the lecture. The key features of teacher-centered
instruction tend to include a low level of student choice, a high level of student passivity, and the
power in the classroom, which is primarily with the teacher.
Student-centered instruction is also designed by the instructor, but it allows a greater
amount of student involvement/engagement or student choice and control over the activities they use
to learn. The power in a student-centered classroom resides primarily with the student learner. The
outcome of the activity is less predictable and less controlled. Some of the more popular studentcentered approaches include group work, problem-based or inquiry-based learning, or experiential
learning. Weimer (2002) has found that that moving toward learner-centered teaching will lead to
greater success for students and increased job satisfaction for teachers. This is supported in the
pedagogical literature: there is recognition that the affective and cognitive domains interact to
determine classroom effectiveness.
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Though the issue is to some degree contradictory and there is evidence that teacher-centered
approach and direct leaching in certain cases (when basic skills have to be formed) are efficient and
can be used (Rosenshine, 1979; Good, 1983), there is much more research proving the educational
benefits of student-centered approach compared to teacher-centered approach (e.g., Baxter and
Gray, 2001; Weimer, 2002; Slunt and Giancario, 2004; Brown, 2008; Yilmaz, 2009; Kennedy,
2009). The major reason why student-centered approach is preferable today is its far-reaching
nature: students not only master the material under study, as in teacher-centered approach, but
develop self-confidence, independence and creativity, so needed for lifelong education.
No teacher thinks and/or behaves in a 100% teacher-centered or student-centered way. But
the majority of teachers have a rather clear-cut position and behavior, inclining more to teacher or
student-centered one. Thus, these two general categories (teacher-centered and student-centered) can
be conceived as two sides of a continuum about how instructors conceptualize teaching.
There are many different ways of conceptualizing teaching, but a commonality among them
is that they are always linked to learning and to the subject matter which is being taught.
Correspondingly, instructors, who hold conceptions of teaching that relate to transmission of
information are more likely to conceive learning as the accumulation of information. And instructors
who conceive teaching as a process of facilitating conceptual change in students are more likely to
see learning as conceptual change.
Very simply, these ideas (Sochor, 1959)can be represented as:
Teacher-centered (TC)
9 Low level of student choice
9 Student is passive
9 Power is primarily with teacher
9 Teaching is focused on transmission of content
Student-centered (SC)
9 High level of student choice
9 Student is active
9 Power is primarily with student
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9 Teaching is focused primarily on conceptual change in learners
Hains and Smith (2012) mention that, with the recent promotion of learner-centered
philosophies, educators are beginning to accept the idea that learning is a constructive process. But
this philosophical shift has been met with some resistance from both students and faculty. They
held a case study which examined the development of a student-designed experiential course from
both student and faculty perspectives. They observed faculty and student hesitation, student
motivation, faculty selection, course evaluation, and interpersonal development, and came to
conclusion that long-term, systematic work is necessary to persuade both faculty and students in the
necessity of adopting this approach. Only after the adoption of this viewpoint it starts bearing fruit.
To link this issue to my research topic I made up table 1.3 to compare teacher and studentcentered approaches to teaching reading.

Table 1.3. Comparison of teacher and student-centered approaches to teaching reading
Teacher-Centered
Focus is on instructor who alone selects texts and topics
for reading, activities to develop reading comprehension
skills and carries out assessment
Focus is on language forms and structures (what the
instructor knows about the language)
Instructor talks providing reading comprehension;
students listen
Students work individually
Instructor monitors and corrects every student answer

Instructor pre-teaches unfamiliar language
Classroom is quiet

Learner-Centered
Focus is on both students and instructor who cooperate
in selecting texts and topics for reading, activities to
develop reading comprehension skills and (self-)
assessment
Focus is on language use in typical situations (how
students will use the language)
Instructor models; students interact with instructor and
one another, developing and demonstrating reading
comprehension
Students work in pairs, in groups, or individually
depending on the purpose of the activity
Students work without constant instructor monitoring;
instructor provides feedback/correction when questions
arise
Students, in case of necessity, use the instructor as an
information resource
Classroom is often noisy and busy

Regardless of students’ learning styles, or the instructional approach used by the instructor of
a course, the process of teaching needs to be balanced with the content requirements of the course.
There is an emphasis in contemporary educational literature towards focusing on process over
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content, and indeed research has shown that teaching techniques that are more process-focused
have better learning outcomes than content-focusedtechniques (Prosser and Trigwell, 1999).
Viewing teaching reading as a process means focusing on how the selection of topics and
texts is done, how the activities and assessment methods are selected and carried out, while viewing
reading as a contents emphasizes only success and failure of activities and assessment, thus not
contributing to thoughtful teaching or learning and demotivating students whenever the results are
not as high as they hoped. The viewpoint I “advertise” in my thesis is student participation in
selection of reading topics and texts.
Education or teaching can be done to shape the learner to use the information in the future. It
means education should offer authentic activities and assessment. One should do it across all
disciplines and they are likely to be:
9 transformative (its potential effect, once learned, often results in a significant shift in the
students’ perception of a subject);
9 irreversible (in that once learned the chance of that perspective being forgotten is highly
unlikely);
9 integrative (in that it exposes the previously hidden interrelatedness of subject matter);
9 bounded (in that the conceptual space has frontiers or thresholds into new conceptual
areas); and
9 troublesome (in that students often struggled to ‘pass through the threshold’ to truly
understand that conceptual space) (Meyer and Land, 2006, p. 39 ).
As students master these threshold concepts over the course of their education, they are
increasingly able to think or practice effectively in their disciplines (for example, rather than
thinking and acting like a student in science, they think and act like a scientist).
Every instructor in higher education must teach these concepts to students, whether they are
conscious of them or not, and must explore how best to help students overcome the barriers of
troublesome knowledge, which leads us to consider the best instructional approaches used to
facilitate students’ learning.
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When a teacher (instructor) starts to educate people who have individual learning styles, he
or she needs to take into consideration that teachers also have learning styles that work best for them
and they tend to use them as teaching styles as well, forgetting that they may contradict the students’
learning styles. Some instructors prefer to lecture, some others – to demonstrate or discuss the
issues, some focus on rules and others on examples, some emphasize memory and others demand
understanding from the students. This (unless the teacher takes into consideration student learning
styles) may even lead to teaching / learning style wars (Oxford, Ehrman, and Lavine, 1991).The
teacher who has a global /synthetic style may too often use such activities as open-ended role plays
and “jigsaw” listening, avoid the use of the blackboard, and be tolerant towards a classroom
characterized by “organized chaos.” In contrast, the teacher with an analytic style may insist on
systematic presentation of difficult issues, pursue a detailed lesson plan, and emphasize error
correction. Those students who share their teacher’s style will feel comfortable with the learning
environment and corresponding classroom techniques, but those who do not will miss classes or be
passive during activities.
This is why it is so important to be aware of both one’s and students’ preferences when
creating and delivering instruction and to use a multitude of teaching / learning styles in class, in
order to create optimal conditions for all students to feel happy with the methods and also to develop
multiple learning styles, which eventually makes them more adaptive to any learning environments
and materials.
Grasha’s study views many aspects of teaching styles and develops a multi-component
model of teaching styles. Each cluster unites specific teaching theories, behaviours, methods,
sensitivity to students’ learning styles, willingness of the teacher to build/maintain a certain type of
relations, control over the educational process, etc.
(roles, functions, strategies, behaviors) as:
1. expert
2. formal authority
3. demonstrator or personal model
4. facilitator
5. delegator (Grasha, 2002, p. 154)
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He categorizes the clusters of teaching styles

An expert teacher has knowledge and cares mostly about transferring this knowledge to
students in detail. A formal authority style of teaching cares about providing feedback and
classroom management. A teacher who is a personal model serves as a model to his/her students
(they imitate the ways she or he teaches). A facilitator emphasizes teacher-student interactions. A
delegator stimulates the students to learn independently. All these styles have advantages and
disadvantages, discussed by Grasha, so a combination of them is the best answer to an effective
teaching style, however, each next style in the list demonstrates a higher level of cognitive process,
so, eventually, delegators are the best teachers. The advantage of this style is helping students to
perceive themselves as independent learners, which best prepares them for their future work. Do not
forget that a wise delegator will never misinterpret the level of students’ independence and will,
correspondingly, never give them a task beyond their zone of proximate development, using
Vygotsky’s (1978) term.
In their research Diaz Larenaset all (2011, p.113) developed Grasha’s ideas of teaching
styles in a descriptive table (table 1.4.).
Table 1.4. Teaching styles / strategies / behaviours
Teaching style
The expert type

The formal authority

Definition
The expert possesses knowledge and expertise that students need. She or he strives
to maintain status as an expert among students by displaying detailed knowledge and
by challenging students to enhance their competence. The teacher is concerned with
transmitting information and ensuring that students are well prepared.
This teaching style is an instructor-centered approach where teachers are responsible
for providing and controlling the flow of content. The 'formal authority' type
possesses status among some students because of knowledge and role as a faculty
member. The teacher is concerned with providing positive and negative feedback,
establishing learning goals, expectations and rules of conduct for students.

This type is also an instructor-centered approach where the instructor demonstrates
The personal model type the skills that students are expected to learn. This approach encourages student participation and instructors adapt their presentation to include various learning styles.
The demonstrator/personal teacher believes in 'teaching by personal example' and
establishes a prototype for how to think and behave. This instructor oversees, guides
and directs by showing how to do things, encouraging students to observe and then
to emulate the instructors' approach.
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The facilitator type

The delegator type

This is a student-centered approach. The instructor acts as a facilitator and the responsibility is placed on the student to achieve results for various tasks. This
teaching style fosters independent as well as collaborative learning. The instructor
typically designs group activities which require active learning, student-to-student
collaboration and problem-solving.
This is also a student-centered approach where the instructor delegates and places
the control and the responsibility for learning on the students and/or groups of students. The teacher is concerned with developing students' capacity to function in an
autonomous fashion. Students work independently on projects or as part of autonomous teams. The delegator style often gives students a choice in designing and
implementing their own complex learning projects while the instructor acts in a
consultative role.

Teachers of different disciplines tend to demonstrate various teaching styles, which can be
explained both by the nature of the course they teach and the traditions in the sphere. According to
Grasha (2002, p. 166) a nationwide research in the US showed that teachers of foreign languages,
unfortunately, more often demonstrate the formal authority style. The same research showed that
male teachers more often use expert and formal authority styles, while female teachers – facilitator
and delegator styles. It is possible that a teacher uses all these teaching styles, but the facilitator and
the delegator style should prevail if one wishes to teach independent learners who can be involved in
life-long education, which is indispensible nowadays. Being student-centered, the facilitator and the
delegator types of teaching styles are if not the best, then, at least, the most corresponding to
contemporary demands. It is these styles that view selection of reading materials as an area of
teacher-student cooperation. It is these styles that are relevant to the hypothesis of this research.

1.1.2. Definition of learning styles
In the years that universities were picking up highly, for selected students the traditional
teaching methods seemed to work well enough. Today the situation is different. Because of the
change in university students’ diversification, and higher numbers of students wanting to continue
their education on a university level all over the world many students seem not to volunteer to study
at the universities when compared with many decades before. This situation resulted in some
lecturers thinking in the way that these new students should not be at the university at all.

19

A well-established precept of educational psychology is that people are most strongly
motivated to learn things they clearly perceive a need to know. In reality, simply telling students that
they will need certain knowledge and skills some day is not a particularly effective motivator. A
preferable alternative is inductiveteaching and learning. Instead of beginning with general principles
and eventually getting to applications, the instruction begins with specifics - a set of observations or
experimental data to interpret, a case study to analyze, or a complex real-world problem to solve. As
the students attempt to analyze the data or scenario and solve the problem, they generate a need for
facts, rules, procedures, and guiding principles, at which point they are either presented with the
needed information or helped to discover it for themselves (Prince and Felder, 2006).
According to dictionary.com (2013) a learning style is an individual's mode of gaining
knowledge, especially, a preferred or best method. Learning style is an individual's unique approach
to learning based on strengths, weaknesses, and preferences. It seems simple. However, according to
DeBello (1990, p. 203), "there are nearly as many definitions of learning styles as there are
theorists". Sternberg (2001), for example, offers his own definition of styles: habitual patterns or
preferred ways of doing something that are consistent over long periods and across a variety of
activities. He defines five dimensions of learning styles: function (creative, task-oriented, or
evaluative), forms (singular or distributed focus, flexible, or prioritized), levels (concrete or global),
scope (intrapersonal or interpersonal), and leanings (liberal or conservative). Another prominent
definition was put forth by Riding and Rayner (1998), who saw learning style as an individual's
repertoire of learning strategies (the ways in which learning tasks are habitually responded to)
combined with cognitive style (the way information is organized and represented). Having so many
definitions and typologies is definitely confusing not only for a teacher, but also for a beginner
researcher. This is why, in the end of this subchapter, after enumerating the various types offered by
various researchers I will try to make it more applicable for a teacher by uniting them according to
similar criteria of classification.
Besides the term “learning style” another term is used “learner type”. No dictionary
definition, however, is offered. The majority of authors, as it will be shown below, use it
interchangeably with the term “learning style” (a learner type deals with a learner who typically uses
the given learning style).
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Biggs (1999) gives a quite descriptive example like this: there were two students named
Susan and Robert. Susan was academically committed; she was bright, interested in her studies, and
wanted to do well. She had clear academic and career plans, and what she learnt was important to
her. She was studying in an “academic” way. She was attending the courses with relevant
background knowledge. She was asking questions in the lectures and was having answers for those
questions during the lectures. For a lecturer Susan was a model as student because she was teaching
herself without any help. On the other hand, Robert was at university not out of a driving curiosity
about a particular subject, or a burning ambition to excel in a particular profession, but to obtain a
qualification for a job like the majority of the students at universities nowadays, especially in Iraq,
are. He was not studying in his first choice. He was placed according to university exam results. He
was less committed than Susan, and had a limited background compared to Susan. He was not
coming to the lectures with questions to ask as required the pre-study at home. He wanted to only
somehow pass the exams with least necessary requirements. He preferred to memorize some points
for the exam, nothing more. Susan is a deep and Robert - a surface learner.
Students like Robert probably are in higher proportions in today’s classes than was the case
some 20 years ago. They will need help if they are to achieve the same levels of understanding that
their more committed colleagues achieve spontaneously. To say that Robert is “unmotivated” may
be true, but unhelpful. What that really means is that he is not responding to the methods that work
for Susan. The challenge we face as teachers is to teach so that Robert learns more in the manner of
Susan and becomes more motivated.
According to Biggs (1999), academic students will adopt a deep approach to learning in their
major subjects, often despite the way they are taught, while non-academic students are likely to
adopt a deep approach only under the most favourable teaching conditions. "Good teaching" carries
most students to use higher cognitive level processes that the more academic students use
spontaneously. It is proved that good teaching narrows the gap between academic and non-academic
students.
Biggs (1999, p. 60-61) says that education is about conceptual change, not just the
acquisition of information. After this explanation she suggests that there are four points to pay
attention to in order to give such a good education.
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1. It is clear to students (and teachers) what is “appropriate”, what the objectives are, where
all can see where they are supposed to be going, and where these objectives are buried in the
assessment tasks.
2. Students experience the felt need to get there. The art of good teaching is to communicate
that need where it is initially lacking. “Motivation” is a product of good teaching, not its
prerequisite.
3. Students feel free to focus on the task, not on watching their backs. Often, attempts to
create a felt need to learn, particularly through ill-conceived and urgent assessments, are
counter-productive. The game then becomes a matter of dealing with the test, not with
engaging in the task deeply.
4. Students can work collaboratively and in dialogue with others, both peers and teachers.
Good dialogue elicits those activities that shape, elaborate, and deepen understanding.
Students have different levels of motivation, different attitudes to the course under study and
to the classroom environment (including teaching styles), as well as different learning styles.
No two students are alike. They have different backgrounds, strengths and weaknesses,
interests, ambitions, senses of responsibility, levels of motivation, and approaches to studying
(Felder and Brent, 2005). Students learn by seeing and hearing, reflecting and acting, reasoning
logically and intuitively or memorizing and visualizing. As learning styles vary like these, effective
for these students teaching methods also vary. Student’s learning and reproduction after in a class is
governed by that student’s innate ability and prior preparation, but also by the compatibility of his or
her characteristic approach to learning and the instructor’s characteristic approach to teaching.
Learning styles have been discussed for decades in psychology and over 30 learning style
assessment instruments have been developed in the past three decades (Guild and Garger, 1985;
Jensen, 1987). Let us view the most famous / recognized ones.

The Myers-Briggs Type Indicator
In the literature one of the most reputational classifications was done by Myers-Briggs. The
Myers-Briggs Type Indicator (MBTI) has been recognized in education as the most widely validated
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learning style instrument utilized for adult learners. Research supports the Myers-Briggs Type
Indicator as a valid means of identifying the types of cognitive styles (cited in Rosser, 2007).
People are classified on the MBTI according to their preferences on four scales derived from
Jung’s Theory of Psychological Types (Felder and Brent, 2005):
extraverts (try things out, focus on the outer world of people) or introverts (think things
through, focus on the inner world of ideas).
sensors (practical, detail-oriented, focus on facts and procedures) orintuitors (imaginative,
concept-oriented, focus on meanings and possibilities).
thinkers (skeptical, tend to make decisions based on logic and rules) or feelers
(appreciative, tend to make decisions based on personal and humanistic considerations).
judgers (set and follow agendas, seek closure even with incomplete data) or perceivers
(adapt to changing circumstances, postpone reaching closure to obtain more data).

Kolb’s Experiential Learning Model
In this schema learners are classified as four types:
9 Type 1 (concrete, reflective)—the diverger. Type 1 learners respond well to explanations
of how course material relates to their experience, interests, and future careers. Their
characteristic question is “Why?” To be effective with Type 1 students, the instructor should
function as a motivator.
9 Type 2 (abstract, reflective)—the assimilator. Type 2 learners respond to information
presented in an organized, logical fashion and benefit if they are given time for reflection.
Their characteristic question is “What?” To be effective, the instructor should function as an
expert.
9 Type 3 (abstract, active)—the converger. Type 3 learners respond to having opportunities
to work actively on well-defined tasks and to learn by trial-and-error in an environment that
allows them to fail safely. Their characteristic question is “How?” To be effective, the
instructor should function as a coach, providing guided practice and feedback in the methods
being taught.
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9 Type 4 (concrete, active)—the accommodator. Type 4 learners like applying course
material in new situations to solve real problems. Their characteristic question is “What if ?”
To be effective, the instructor should pose open-ended questions and then get out of the way,
maximizing opportunities for the students to discover things for themselves. Problem-based
learning is an ideal pedagogical strategy for these students. (Kolb, 1984).

The Felder-Silverman Model
Felder and Henriques (1995) gave several dimensions of learning styles in five different
categories. They defined those learning style dimensions:
1. According to students’ perception of the given information: sensory or intuitive;
2. How effectively sensory information can be perceived: visual or verbal;
3. The way of processing information: actively or reflectively;
4. How does the student progress toward understanding: sequentially or globally;
5. In which way of teaching students feel comfortable: inductive or deductive.
Compared to Myers-Briggs classification, in which just a list of learner types is given,
Felder and Silverman (1988) offered five different dichotomous learning dimensions derived from
Myers (Myers and McCaulley, 1985) ideas.
1) Sensors or intuitors
Everyone uses sensation and intuition continuously, but most people tend to favor only one
of these faculties. Moody (1988) contributed sensor-intuitor difference according to language
learning aspects.
Sensors tend to be concrete and methodical, intuitors - to be abstract and imaginative.
Sensors like facts and experimentation; intuitors manage to deal with principles, concepts, and
theories. Sensors are patient when compared to intuitors in complicated issues; intuitors can become
bored easily by details, but get along with complicated jobs. Sensors are more capable in
memorization in learning strategy and are comfortable in implementing rules and standards into
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their lives. Intuitors do not like routines, love variety and volunteer to accept new ideas when
compared to sensors. Intuitors are fast in completion of the job, but careless in details, while sensors
are slow, but careful in their jobs.
According to studies done for language learners by Ehrman and Oxford (1990), the sensors
tend to use memorization in class tasks and feel more inclined to volunteer in well-organized or
structured classes with clear goals, they consider this kind of class environment a chance for
achievement. On the other hand, intuitors’ learning consists of a variety and complexity in the
topics, they easily got bored with drills in the lesson and do not get influenced by teacher’s choice of
teaching style.
When the class environment, especially in public high schools, is examined, basic teaching
style, unfortunately, is a great deal of memorization and repetition of the given information. When a
foreign language is taught in this way, the teaching style is better suited to sensors than intuitors.
When the language is taught in this way with intuitors without a break, they become bored and
deteriorated. On the other hand, the teachers who prefer intuitive language teaching styles can move
too quickly in topics and can dig more rules of grammar and can think that those activities are
interesting. While this kind of teaching may satisfy intuitive students, the sensors in the class may
fall behind and achieve less success in their homework and exams (Felder and Henriques, 1995).
2) Visual or Verbal Learners
Visual learners prefer pictures, charts, diagrams, movies and demonstrative information.
Verbal learners prefer spoken or written information to visual ones. This way of learning matches
the criteria of Kolb’s (1984) active or reflective dimensions. In all areas and for most of the people
visual presentations are more informative than spoken ones. Most of the learners get bored by purely
verbal lectures and preferably perceive visual information on boards or screens.
Visual learners can learn better when they see and hear words in the target language, while
verbal learners prefer listening, however, they also benefit from the visual input. When teachers
supply non-verbal visual materials in the verbal classroom presentation, it helps students retain the
information easily.
3) Active or Reflective Learners
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In mental processing the information gathered is treated by different learners in two ways:
active experimentation and reflective observation (Kolb, 1984). In the active processing the learner
is involved in the process in the external world by discussing and manipulating the information.
Active learners can learn in situations that give chance to do something physical. On the
other hand, reflective learners prefer to ponder on the information.
There are some motivated students who participate in all exercises. But there are some
exercises in which the majority if not all the learners participate - like group work. To find the
answer, in group work all students need to contribute (to be active). This kind of exercises break the
monotony of non-stop lectures. Maybe only five minutes of such study will be enough to rescue the
lesson.
4) Sequential or Global Learners
Global learners need to understand the general borders of a subject, they need to understand
how the information is presented and what kind of connections it has with the prior knowledge and
experience. Due to this, global learners seem slow and their result from tests may be poor. On the
other hand, sequential learners can succeed in understanding of only broken into pieces
information. They are good in understanding with limited information, but they are not so good in
understanding the whole concept of the subject.
Sometimes sequential and global learners can be termed in the literature as analytic and
global (Kirby, 1988) or field-dependent and field-independent (Witkin and Goodenough, 1981).
Oxford (1990) proposes that these learning style dimensions can be explained through
studies of brain lateralization (right and left hemisphere having different functions). She cites studies
of Leaver (1986) suggesting that left-brain (sequential) thinkers deal more easily with grammatical
structures and contrastive analysis, while right-brain (global) thinkers are better at learning language
intonation and rhythms. Sequential learners gravitate toward strategies that involve dissecting words
and sentences into component parts and are comfortable with structured teaching approaches that
stress grammatical analysis; global learners prefer holistic strategies such as guessing the meanings
of words and searching for main ideas, and may respond well to relatively unstructured approaches
like community language learning that might not appeal to sequential learners.
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5) Inductive or Deductive Learners
Induction is reaching the result by using small pieces to find the whole or general. Deduction
proceeds in the opposite direction from general to specific.
In the deductive way of presenting the idea one starts from principles and rules, then reaches
formulation of an application. In the inductive way one needs a classroom study with small
materials or clues and making observations, then working out some correlations or connections with
previous information.
In foreign language learning there is a big distinction (Krashen, 1981) between language
acquisition and learning. To acquire a language means to perceive it in a natural way, through the
corresponding environment, gradually, gaining the ability to communicate with it without
necessarily being able to speak or express the feelings. Day by day learners can grasp all they hear
or perceive and their ability to understand, retain or use in language environment improves. By these
experiences they create new assumptions about the new language, formulate the new information
into the already tried and perceived chunks. In the progression of a foreign language form specific to
general, acquisition is an inductive process, while learning is a deductive process.
According to Fleming’s VAK (VARK) model (Fleming, 2001), learning styles are:
9

Visual learners – people who benefit more from seeing the material. Visual aids are

especially beneficial for them.
9

Auditory learners - people who benefit more from hearing the material. Oral

rehearsal is more useful for them, than written tasks.
9

Kinaesthetic (kinesthetic) learners - people who benefit more from doing what they

say.
9

Tactile learners (not a very widely spread group) in the process of memorization

rely on the sense of touch.
9

Reading and writing learners – those who better memorizes the materials she or he

has read or written.
According to Grasha (, p. 169), there are 6 learning styles:
9

competitive

9

collaborative
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9

avoidant

9

participant

9

dependent

9

independent

Competitive learners do their best in order to win the competition. Collaborative learners
like sharing their ideas with peers. Avoidant learners are not enthusiastic and avoid participation in
classes, even attendance to classes. Participant learners enjoy group work. Dependent learners show
little curiosity and creativity, they prefer to memorize what is offered. Independent learners like to
think for themselves and are curious and creative.
It is possible to view these styles as dichotomies of competitive versus collaborative,
avoidant versus participant and dependent versus independent. However, Oxford (2003, p. 3) states
that “learning styles are not dichotomous (black or white, present or absent). Learning styles
generally operate on a continuum or on multiple, intersecting continua. For example, a person might
be more extraverted than introverted, or more closure-oriented than open, or equally visual and
auditory but with lesser kinesthetic and tactile involvement. Few if any people could be classified as
having all or nothing in any of these categories”. Garrett (2008), for example, held case studies of
three teachers, Bethany, Raquel and Mike, and found that none of them was purely following
teacher or student-centered behavior, however, Bethany and Raquel were more student-centered and
Mike was more teacher-centered.
Oxford (2003, p. 2) makes a distinction between learning styles and learning strategies.
Learning styles, according to her, are the general approaches – for example, global or analytic,
auditory or visual – that students, often unconsciously, use in acquiring a new language or in
learning any other subject, while learning strategies are “specific actions, behaviors, steps, or
techniques -- such as seeking out conversation partners, or giving oneself encouragement to tackle a
difficult language task - used by students to enhance their own learning” (Scarcella and Oxford,
1992, p. 63).
As research has shown, there is a direct connection between the cognitive strategies students
use while reading and the quality of comprehension of text material (Linderholm and van den
Broek, 2002; van den Broek et al., 2001), so to know students’ strategies and to suggest them
efficient ones is very important.
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Pearson, Roehler, Dole, and Duffy (1990, p. 13-14) believe that traditionally reading
programs dealt with reading skills, such as getting the main ideas, sequencing, finding cause and
effect relationships, etc. For example, finding the main idea of a paragraph is sometimes taught
through the repeated practice of reading short paragraphs and choosing from four possible variants.
Today strategy is a more popular term, as skills are isolated automatic activities, while strategies
refer to conscious and flexible plans that readers apply and adapt to particular texts and tasks. For
example, when teaching students to find the main idea of a paragraph, teachers might model how
they use a flexible plan for figuring out what's central to the content of particular paragraphs.
Besides, strategies emphasize the reasoning process that readers go through as they comprehend
text, while skills seldom involve self-conscious behavior.
So, from Oxford’s (2003) and Pearson et al (1990) viewpoint, Grasha’s learning styles
should be viewed as learning strategies.
Call it strategies or styles, studies have shown that greater learning may occur when teaching
styles / strategies match learning styles / strategies than when they are mismatched (Felder and
Brent, 2005), but the point of identifying learning styles is not to label individual students and tailor
instruction to fit their preferences. If instruction is heavily biased toward one category of a learning
style dimension, mismatched students may be too uncomfortable to learn effectively, while the
students whose learning styles match the teaching style will not be helped to develop not inherent
for them, but critical skills in their less preferred learning style categories.
The optimal teaching style / strategy is a balanced one that periodically matches each
individual student’s preferences, eventually matching all of them, so their discomfort level is not too
great for them to learn effectively, and sometimes goes against their preferences, stimulating them to
stretch and grow in directions they might be inclined to avoid if given the option.
One may ask questions to reach the ideals like:
9

Which aspects of learning styles are important in foreign language education?

9

Which learning styles are preferred by most of the learners of English?

9

What can be done to fulfill the educational needs of students of foreign language

(reading) classes?
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If the teaching and learning styles / strategies are compatible and work together, the outcome
should be adequate. On the other hand, if there is no alignment between them, it affects negatively
student learning outcomes. Students tend to be bored or inattentive in class, participate less, get poor
grades in tests and get discouraged about the course or start not to attend classes. It may even result
in less learning in the course or giving up the course forever (Felder and Silverman 1988; Oxford
1990).
To sum up these two sub-chapters, and to show, what kind of impacts teaching and learning
styles and strategies can have on teaching reading, I have made up the figure 1.1. and tables 1.5. and
1.6. In figure 1.1. I tried to show the impact of teacher views and learning styles on teacher
behavior, on the one hand, and student satisfaction and involvement in the learning process, on the
other hand. In table 1.5, as it is often very confusing for teachers how to use the various typologies
of learning styles, I tried to unite various terms for approximately the same learning styles and to
show what teaching behaviours in the process of teaching reading they can stand for. In table 1.6.the
alignment between teacher and learner behavior with teaching/learning reading (as the topic of my
dissertation) is shown. In teacher-centered approach results are not under student control, thus,
students avoid participation, have low motivation and satisfaction, students are uninvolved and
concentrate on factual information and rote memorization. Thus, in student-centered approach
students have a say in material and activity selection, which enhances student motivation,
satisfaction, involvement, and stimulates higher order thinking.
Therefore, to provide effective teaching (of reading, in case of this research), it is necessary
to know one’s students’ and one’s own learning style, not to emphasize one learning style, but to
offer a variety of teaching styles / strategies in order to develop student’s various learning styles and
strategies and to satisfy all students.
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questionn-answer
true/falsse/no evidencce (accompannied by
naming the supporting
g sentence)

Behavior in a group

competitive

contests

collaborative

pair and group work, projects

participant / active

brainstorming, discussion, pair and group
work, role play, hand-on activities

dependent

all kinds of drills (matching, substitution,
gap-filling, etc.)

independent

creative and critical writing

Table 1.6. Alignment between the teacher views and behaviours / strategies with students’
needs while teaching reading
views

teacher‐centered

student‐centered

teacher behaviours

teacher strategies

ignores
student
difference,
their
interests,
background
knowledge
and
students’ culture,
emphasizes
outcomes (grades),
creates
tense
atmosphere
recognizes student
difference, takes
into consideration
their interests and
background
knowledge,
considers students’
culture;
treats
reading
as
a
process,
creates
student‐friendly
atmosphere

demonstrates expert,
formal authority, and
demonstrator/personal
model

applies facilitator and
delegator strategies
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student
behaviours
and
learning strategies
more often surface
learning; avoidant
strategy

more often deep
learning,
participant
strategy

consequences for
teaching reading
reading
is
unmotivating (only
external
motivation),
boring,
comprehension is
on the surface level

reading
is
motivating,
interesting,
comprehension is
on the deep level

1.2. Students’ needs analysis
If we are employing a learner-centered approach, student needs analysis has to be held. This
analysis of student needs has been regarded as a necessity since language curriculum reform started
in the 1970s (Berwick, 1989). Needs analysis“…contrasts with the assumption underlying many
methods, namely, that the needs and goals of learners are identical, that what they need is simply
‘language,’ and that Method X is the best way to teach it” (Richards and Rogers, 1992, p.156).
To find out students’ learning styles and preferences, students’ needs analysis has to be
carried out. Unfortunately, coursebook authors simply cannot do it. O’ Neill (1993) stresses that the
problem of the majority of language coursebooks is that they are written for an imaginary group of
learners who are assumed to have similar profiles. More than that, according to Alptekin (1993),
they are written by representatives of the target culture who normally have no idea about the
interests of students of other cultures, and, of course, they are never tailored to the class you teach
in. This is why teacher’s role in finding out and then matching to students’ needs is so great.
Due to such problems, Munby (1978) introduced in his book needs analysis, which earlier
was compulsory for business sphere only, to second/ foreign language teaching. Since then, needs
analysis has had a vital role in the process of designing and carrying out any language course,
whether it is English for Specific Purposes (ESP) or a general English (GE) course. On the other
hand, as Hamp-Lyons (2001) points out, EAP begins with the learner and the situation, whereas
General English begins with the language. Thus, university students’ needs analysis in the sphere of
EAP / ESP reading is especially important.
For teaching reading, we need to hold three kinds of analysis: linguistic needs, content
needs and pedagogical needs. The term “pedagogic needs analysis” was proposed by West (1997)
as a general term to describe the following three elements of needs analysis: deficiency analysis,
strategy analysis or learning needs analysis, and means analysis. Deficiency analysis can become
the basis of the language syllabus because it should provide information about both the gap between
present and target skills and learning strategies. It is essential to find out why (for what purposes, in
what way) the learner is going to acquire the given skills. In case of teaching reading, we need to
find out, whether they study the language just for academic (educational) purposes, or are they
going to apply it in the future for professional applications and growth. Dudley-Evans and St. John
(1998, p. 125) suggest that means analysis provides us “information about the environment in which
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the course will be run” and thus attempts to adapt to ESP course to the cultural environment in
which it will be run.
Preparing an EAP / ESP course, we need to find out both students’ and potential employers’
need, to make the learning interesting and engaging and the future career successful.
To write a syllabus (its final version, after modifying the preliminary syllabus draft
according to your students’ needs), it is necessary to carry out students’ needs analysis in ESP,
which, according to Dudley-Evans and St. John (1998, p.125), includes consideration of the
following aspects:
A. Professional information about the learners: the tasks and activities learners are/will be
using English for- target situation analysis and objective
B. Personal information about the learners: factors which may affect the way they learn such
as previous learning experiences, cultural information, reasons for attending the course and
expectations of it, attitude to English- wants, means, subjective needs.
C. English language information about the learners: what their current skills and language
use are- present situation analysis- which allows us to assess (D).
D. The learners’ lacks: the gap between (C) and (A)- lacks.
E. Language learning information: effective ways of learning the skills and language in (D)learning needs.
F. Professional communication information about (A): knowledge of how language and
skills are used in the target situation - linguistic analysis, discourse analysis, genre analysis.
G. What is wanted from the course.
H. Information about the environment in which the course will be run – means analysis.
According to Dudley-Evans and St John (1998, p. 121), “initially obtained data on needs
analysis allow researchers to set course objectives and determine a scientific approach to teaching.
Ongoing needs analysis allows teachers to revise objectives and to modify teaching techniques and
materials. In ongoing needs analysis the conclusions drawn in the initial analysis have to be
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constantly checked and re-assessed”. In addition, the researchers said that a needs analysis must be
“…interrelated with course design, materials, teaching/learning, assessment / evaluation” and be ongoing”. They concluded that a needs analysis is the first important stage in an ESP course, and that
is an on-going process of “…establishing the what and how of a course”.
While preparing a syllabus, if doing it in a student-centered way, it is essential to carry out
students’ needs analysis. The purpose of conducting needs analysis is to find out what students
already know, what they need to know, and what their preferences are. Needs analysis, ideally,
should be held before the education process starts. However, in majority of cases it is hardly
possible, so in this case, the first lesson is a good time.
In teaching reading, if we want to choose the texts interesting for students, especially for
ESP students, we should not offer texts which do not contain any new for the students’ information.
Texts which do not contain any new information may help form or develop vocabulary and grammar
skills, but they will not enhance reading skills as one of communicative skills, as the procedure of
reading will not be communicative, so they are not very useful. To find out where student
knowledge of the subject is we can hold a survey (questionnaire) or at least ask their major course
lecturers whether the text contains any professionally useful for the students’ knowledge.
As for linguistic knowledge, the teacher can hold a brainstorming activity in the beginning of
each reading session to find out, what vocabulary related to the topic the students know. If the
students demonstrate the knowledge of some vocabulary that the teacher was planning to pre-teach,
he or she can save time and avoid making his / her class boring by not wasting the limited class time
on teaching it.
The responses to questionnaires should be collected and analyzed to find patterns, identify
students interested in certain topics, students who may have difficulties, or students who may need
extra help. If the topic of the reading text is interesting for the whole class or at least for the majority
of students, it can be used for compulsory reading (as I did during the experiment), while a text /
topic, which is interesting for a small group within a class, it may be used in pair or small group
work, also for projects in reading.
At prep programs in international universities ESP classes often unite students who are
planning to choose different majors, so for them choosing reading materials not for the whole class,
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but for a group of students may be a relevant approach. In English classes for freshman students
also, due to grouping of students according to the level of their language skills, students from
different majors can happen to be in one class. For them this approach is also appropriate.
Unfortunately, when the teacher wants to involve the students in topic / text / activity
selection, he or she cannot offer an unlimited choice, as he or she has to be prepared for the class. In
this case a questionnaire which lets students to select one of the topics / texts / activities offered by
the teacher is a good compromise between the students’ needs and the teacher possibilities. This is
what I did during the experiment.
Needs analysis for reading classes may deal not only with topic / contents and linguistic
difficulty of the text, but also with preferable for students types of activities (form or content
focused, written or oral, concrete tasks).
Needs analysis is good way to make students motivated and involved, but it does not
guarantee motivation or involvement, as students sometimes are unable to exactly define their needs.
What if ESP students say they want to read only fiction texts? Can an ESP teacher permit them do
so? Or should he or she persuade students, as a more competent person, to read certain texts and
fulfill certain activities? I think the teacher has to finally base the choices on his / her professional
experience as well as on students’ perceived needs. Both students and teacher should have a say in
the process of decision making.
The needs analysis for reading classes also has to clarify, how much of vocabulary and
grammar teaching do students need to be able to deal with texts under study. It is also important to
find out, whether they need to link reading with speaking, listening and writing and to what degree.
Generally, to teach “pure” reading is rather dull and passive, but we need to remember that reading
classes cannot totally turn into, say, oral discussion of the text read at home.
As for the need in a certain learning style, it may be more efficiently found out by
corresponding psychometric tests as well as observation over the educational process than by a
questionnaire. Unfortunately, questionnaires alone are not a very reliable tool, as some students
perceive them as a formality and do not fill them in a responsible, thoughtful manner.
To sum up, students need motivating texts, which means the reading materials should
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9 contain new and professionally applicable information,
9 be based on students’ world and professional background knowledge
9 be in the proximate development zone (contain enough, but not too much new
information and language, to make them learnable)
9 simply correspond to students’ interests
9 be various by topics and genres

1.3. Principles of reading matter selection

Benson (2001) speaks about the autonomy or Self Directed Learning (SDL). From this
viewpoint the possibility for the students to select the topics and/or the texts for reading is crucial. It
is necessary to provide a variety of topics and genres for choice. Other researchers (e.g., Holec,
1987) share his view that learner autonomy is an important goal in second language acquisition.
Topics of reading passages are an important issue, while a teacher is selecting the reading materials.
Ur (1999, p. 185) underlines the fact that topics must be relevant to and interesting for the language
learner. While the relevance is usually connected with their majors, the interests may not completely
coincide with them.
Harmer (2001) recommends language teachers to try and choose topics in which their
students will be interested. He, of course, realizes that individual learners have individual interests
and that it is impossible in every lesson to please every student, bur the inclusion of a variety of
topics and genres will help us to take into consideration their interests.
Among the requirements towards the selected topics / texts should be novelty: as Shih (1992)
states, any reading selection should present substantial new information on topics appropriate to
students’ ages, educational levels, and interests.
Selecting the materials for reading the teacher may (and most often does, as this is the least
time consuming and the easiest way) take a commercially published book and pursue it completely.
Or he/she may behave in a more student-centered way and either modify it to some degree by
additional texts, adding and omitting some tasks (this is what the majority of creative and
responsible teachers do, as this is relatively not too time consuming, and simultaneously permits the
teacher to tailor the costume made by another person more or less to his / her students’ needs) or
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else, choose the texts, based on students’ needs analysis him/herself and then prepare corresponding
activities (this is very seldom done, as teachers do not feel that self-confident and creative and
normally do not have that much free time to do so). I do not view the first approach (mechanically
following the commercially prepared books) as relevant and recommend teachers to follow if not the
third, then at least the second, compromising, way.
According to Dole and Osborn (1989, p. 2), some classroom observation researches (Duffy
and McIntyre, 1982; Hodges, 1980; Jackson, 1981; Woodward, 1986) have found that reading
classes in the US are dominated by commercially developed reading materials. Teachers not only
use the texts, but also follow to a greater or lesser degree the directions that appear in the teachers’
guides that accompany the materials, fulfill the suggested activities, without analyzing how suitable
they are for their students. This is not student-centered and not always suitable.
Provided that “the teaching of reading must do more than simply exercise reading in the
target language” (Brumfit, 1987, p.188), the criteria for selection must recognize different students’
needs and expectations.Brumfit lists basic criteria for the selection of texts of any kind:
1.Linguistic level, measured in terms of lexicon or syntax.
2.Cultural level: Different works of literature will be close to the cultural and social
expectations of different groups of learners.
3. Length.
4. Pedagogical role. Books can be deliberately selected in relation with the topic.
5. Genre representation. Different sorts of literature have to be made available.
6. Classic status or “face validity”. Some text may be more motivating for students than
others.
The necessity to represent various genres is also mentioned by Friese, Alvermann, Parkes
and Rezak (2008, p. 77). Research on informational or expository text (Kobayashi, 2002) has
indicated that such texts possess distinct organizational patterns, such as sequence or comparison
and contrast, designed to help readers organize their emerging sense of what the text is
communicating. These structures are distinct from “story grammars” typical for fiction texts. The
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nature of texts affects comprehension, and different text types must be read in different ways
(Pearson and Camperell 1994).
Schleppegrell and Bowman (1986, p. 69) offer an interesting methodology of defining the
difficulty of an ESP text:
1. Choose a passage of approximately 250 words from the text you are considering for use in
the classroom.
2. Delete every 5th word (except names and numbers) substituting it with a blank.
3. Ask students to fill in the gaps.
4. Accept as “correct” answers only the words you deleted (not their synonyms, even if they
match the context).
5. If students can fill in 60-70% of the “correct” words, the text has a normal level of
difficulty. If they can do 44-59%, the text may be used for home reading (with a dictionary),
if they do below 44% - the text is too difficult.
They (Schleppegrell and Bowman, 1986, p. 70-71) offer the following difficulty criteria for
text selection:
1) text length
2) internal complexity (structure, sentence length)
3) density of new information (not too much)
4) presence of supportive graphics
5) organizational pattern (logically built texts)
6) degree of abstraction.
This recommendation is especially useful for ESP teachers, as no graded readers for ESP
exist, also texts quickly become outdated due to the quick development of science and technologies
and, anyway, teachers have to do the selection themselves.
The majority of selected texts should be authentic (not written for teaching purposes, such as
newspaper or journal articles, popular science books, conference proceedings, etc.), however, some
semi-authentic (written by an educated native speaker or adapted from original for pedagogical
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reasons, but otherwise maximally resembling a text, not written for course book, but produced for
real life needs) may be used.
Lima (2010, p. 111) suggests the following criteria for reading text selection: they should
a) engage affectively,
b) challenge cognitively,
c) promote language awareness, and
d) help learners to reflect critically about and respond imaginatively to the world where they
live.
Lima (2010, p. 111-112) also mentions Prowse (2002, p. 142-4) who offered the following
principles for the selection of extensive reading material (I omitted those principles which are
adequate only for selection of fiction):
a) Choice: as far as possible, let your students choose the text they want to read.
b) Ease: finding a text with the right language level is crucial. It should neither be too
difficult that students cannot infer the meaning of particular lexical items and are forced
to look up words too frequently; nor too easy that there is no challenge and no
vocabulary gain.
c) Texts to engage with and react to: texts should engage readers cognitively and
affectively.
d) Teachers’ participation: teacher should read all the texts offered for selection and thus
serve as a model.
e) Visual arts: illustrations should be available and make the text more comprehensible and
attractive.
According to Doghonadze (2011, p. 89), the following principles of text / topic selection
should be followed:
9 thematic and functional (the text should be dedicated to the topic under study and
involve the learned functions)
9 availability (it shouldn’t be too complicated either linguistically or professionally)
9 motivation (useful and/or interesting)
9 typicality (a typical for this sphere genre)
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Schleppegrell and Bowman (1986) state that the topic / text has to be professionally useful
(p. 12). Miller (2011) offers an interesting idea: if a text contains sufficient vocabulary from
Academic Word List (AWL), it is professionally useful for EAP / ESP learners. He complains that
existing textbooks of EAP do not teach sufficient academic vocabulary.
Alvarez (2012, p. 105), discussing the criteria of text / topic selection, states that some
teachers will claim that students lack “reasonable” criteria to make a good choice but, what are the
student’s criteria? Do they differ from the teachers’? And, in case they are different, are these
criteria necessarily wrong?
She enumerated the following criteria for text / topic / genre selection obtained through her
research:
The teachers’ criteria:
9 title (preferably if it’s representative of a cultural moment, or if it has connection with a
current affair, or if it has literary value)
9 difficulty of grammar and vocabulary
9 -number of pages
The students’ criteria
9 -title (some references to the availability of a film with the same title)
9 -difficulty of grammar and vocabulary
9 number of pages (Alvarez (2012, p. 109).
It is easy to see that, surprisingly, the criteria coincide, so students are not so “unqualified” in
their selection as some teachers and researchers think. The students were expected avoid difficult
and/or long texts, but they did not (Alvarez, p. 111). But, of course, texts used for reading in class
cannot be longer than the lesson time permits.
Though teachers and students in Alvarez research very much agree about the selection
criteria, 70% of students in her study find it necessary to do topic / text selection themselves: 55%
would prefer to choose among 3 or 4 proposed by the teacher, 15% would prefer to read any book
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selected by themselves (ibid, p. 110). They are ready to take the responsibility for selecting the
topics and the texts, after which they will be more motivated to study them.
One of the conclusions of her study (ibid, p. 112) is that if the main difference in the
selection of a book to read in the classroom are genre and topic preferences.
The National Assessment of Educational Progress (NAEP) is a continuing and nationally
representative measure of trends in academic achievement of U.S. school students in various
subjects. NAEP (2012, p. 32) offers a very good table for text selection for assessment of reading
skills. However, it is quite applicable for reading texts’ selection as well (see Table 1.7). As NAEP
recommendations deal with school, while I would like to apply them for university teaching, I
permitted myself to substitute “grade appropriateness” for “age / language level appropriateness”.
Table 1.7.Considerations for selecting texts
Literary text

Informational text

Graphical displays of information

Essential characteristics
Ability to engage readers
Well-written, rich text
Recognized literary merit
Theme/topic appropriateness by grade
level

Essential characteristics
Ability to engage readers
Well-written, considerate text
Coherence
Theme/topic appropriateness by grade
level

Essential characteristics
Coherence
Clarity
Relevance (when embedded)

Age / language level
appropriateness
Complexity of characters
Number of characters
Vocabulary
Sophistication in use of literary
devices
Complexity of dialogue
Point of view
Complexity of theme
Multiple themes (major/minor)
Use of time (flashbacks,
progressive/digressive)
Illustrations
Balance
Reflective of our literary heritage
Style
Variety of sentence and vocabulary
complexity
Appropriateness of mode (prose vs.
poetry)

Age / language level
appropriateness
Topic
Vocabulary
Concepts (number, familiarity,
abstractness)
Curricular appropriateness at grade
level
Integrity of structure
Types of adjunct aids
Explicitness of perspective
Style

Age / language level
appropriateness
Structural complexity
Topic
Vocabulary
Concepts (number, familiarity,
abstractness)
Number of categories of information
presented
Amount of information within
categories

Balance
Varied content areas
Style
Genre
Variety of sentence and vocabulary
complexity
Appropriateness of mode

Balance
Embedded documents balanced with
stand-alone documents
Format
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Classical as well as contemporary
Representative of varied historical
periods, cultures, socioeconomic
backgrounds, etc.
Genre

Thus, it has been shown that among such principles as quality of the text, its linguistic and
contents complexity, genre and topic representation, etc. one of the most important principles of
reading text selection in a student-centered approach is student involvement in the process of
selection. Text length, its language and contexts complexity and genre representation have to be
taken into consideration.

1.4.

The impact of the reading syllabus and teaching/learning styles on efficiency of
teaching reading

Naturally, teaching reading largely depends on the syllabus: the posed goals and the
expected outcomes, the selected topics and genres, the activities that have to bring to the desired
outcomes and the ways in which reaching these results will be assessed.
When the students’ needs are embedded into the syllabus before the educational process
begins, teachers are deceiving themselves, because previous students’ needs are taken into
consideration, but they may differ from the current students’ needs.
If the syllabus was first (before the semester begins) drafted by the teacher and then modified
according to student needs assessment (i.e., if it is a really student-centered syllabus), it will have a
more positive impact on students’ achievements. Also, if it takes into consideration the variety of
students’ learning styles and strategies, learning will be motivated and efficacious.
Pashler, Mcdaniel and Rohrer (2009) believe that teachers should worry about matching their
instruction not only (and not so much) about students’ learning styles, but also (and mainly) to the
content they are teaching. In their view, some concepts, for example, are best taught through handson work, some are best taught through lectures, and some are best taught through group discussions.
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My idea about students choosing the topic of the text to be read is in congruence with this idea, as
teaching may be done quite differently, depending on the topic and contents of the text.
Linderholm (2006 p. 70) states that research has shown that the particular purpose for
reading influences readers’ cognitive processing of texts in terms of time spent reading and
strategies employed, which in turn influences the amount of text information recalled (e.g., Brannon,
1998; Lorch, Lorch, and Klusewitz, 1993; Narvaez, van den Broek, and Ruiz, 1999; van den Broek,
Lorch, Linderholm, and Gustafson, 2001). When students are reading for an ordinary class or for an
exam, for example, their comprehension level differs (van den Broek et al., 2001; Lorch et al.,
1993). When students are reading the text just in order to be assessed by the teacher, they cannot be
as much motivated as when they are reading for deepening their professional knowledge or for some
practical application.
Schleppegrell and Bowman (1986, p.18) remark that the ESP reading syllabus has to
enumerate types of reading skills required: identification, decoding, synthesizing, analyzing, and
predicting. It also has to include texts for intensive classroom study and extensive home reading (the
latter is, unfortunately, seldom practiced). While intensive reading involves close analysis of a short
passage and can be used to develop vocabulary, grammar skills and simple comprehension,
extensive reading of longer passages demands analytical skills and higher level comprehension
(writer’s organizational strategies, focus of main ideas), also skimming (looking through for the gist)
and scanning skills (searching for particular information).
Correspondingly, while setting goals for a reading ESP course, teachers need to take into
consideration the ability to read for detailed comprehension as well as the ability to read just for the
gist of information that the text contains. It is essential to let students select texts for extensive
reading, while when teaching intensive reading we may be relatively teacher-centered, as we cannot
satisfy all students’ needs simultaneously, anyway.
Davis (2010) held a research on reading skills taught to primary school (!) English as a
native language (!!) students. Children, involved in shared-control, were allowed to select books for
independent reading, choose between partnerships or independent work and a range of skill-building
tasks from games, puzzles, and some written activities. They unanimously more positively reacted
to the possibility to select reading texts than to texts given for reading by the teacher without asking
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their opinion. For them the texts selected by them were stimulating interest, challenge, collaboration,
and goal orientation and their reading skills developed faster and better. It is rather strange, that,
theoretically knowing very well the benefits of the possibility of choosing the reading topics / texts
by students, we stubbornly keep teaching reading to university (!) students without such a possibility
of choice. I mean, there are no textbooks permitting such choice and teachers too seldom do it
themselves, as they have to spend time on it and as they may be even punished for not following the
prescribed syllabus which is textbook based.
Paulson (2006, p. 51) states that
“Despite college developmental educators calling for learner-centered approaches
like reader response, a direct instruction, skills-based approach has a solid foothold in
college developmental reading programs. The influence of the latter is evident in even
the most cursory glance at many college reading textbooks, which show a focus on
word-level skill building, with exercises that emphasize analyzing the roots of words
and defining and memorizing vocabulary items. When text excerpts longer than a
paragraph are provided in these textbooks, they are often followed by discrete point
questions about factual, objective aspects of the text”.
Really, unfortunately, though the majority of contemporary research publications and course
books on methods of teaching, as well as official instructions coming from the ministry of education
and university quality assurance service, tell teachers to be student-centered, this often remains on
paper. Textbooks have to enable teachers to provide topic, text, activity, assessment format choice,
because only very enthusiastic teachers find time to compensate this gap in the books themselves.
Regularly providing these choices to students is a very time-consuming and qualified job which not
all teachers want or can do.
Grambrell (1996), Snow, Burns, and Griffin (1998) share the opinion that opportunities for
choice arm students with real motivation to invest, commit themselves, thus becoming highly
motivated “engaged readers” (Grambrell, 1996, p. 16). Atwell (1998) asserts that free selection of
reading materials has a strong impact on learners’ reading rate and depth of comprehension.
Samway and Whang (1996) express the opinion that giving choices is not only motivating students,
but also freeing the teachers from the necessity to force students read.
Nababan (1993, p. 3) emphasizes that the materials for language for specific purposes are
defined by two major sets of factors:
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1) The specific areas in which the language will be used
2) The types of learners who will be learning the language.
The learner’s factor will require the materials’ writer (compiler) to start from what the
learners know, to make the materials “user-friendly”.
An important issue arises: should teachers make the reading syllabus in ESP classes
connected only with the wide / narrow professional texts or can they also involve general English
(GE) texts in it? The traditional answer is that the book (and syllabus) should involve only texts
dealing with students’ majors. Rahimy (2008, p.4), for example, writes that ESP texts are “the texts
used in particular specialist environments, whether that be academic writing, business or other
professional activity or wherever the ESP need lies, have particular characteristics that distinguish
them from other texts and from the generalised summaries of linguistic features that arise from an
approach to text analysis that uses a corpus of differing texts.”
Technical English syllabus, for example, normally consists of technical terminology and
grammatical features most often encountered in publications and discussions in this sphere, different
types of texts (read and written) and a few language functions (e.g., to prove, to disprove, to express
interest, doubt, agreement/disagreement, to describe). But such a syllabus has no “spine” (something
that organizes and determines the logical order), so teachers usually just follow the row of texts
proposed by the author of the given course book. Sometimes the syllabus is organized topically,
according to different technical sciences (mathematics, physics, chemistry), if the teacher is taking a
wide polytechnic approach. If the approach is narrower, the syllabus may alternatively be organized
by the branches of that science (e.g., mechanics, optics, thermodynamics, etc.). This approach helps
to master the terminology, but it is not linked with the language functions necessary for
communication. In addition, it is rather boring for students and not very informative. If the sphere of
science is that which students learn in their majors, then texts usually seem primitive from
professional viewpoint (their contents are oversimplified to remove language difficulty). Students’
professional knowledge is normally more than any ESP course book may provide. This, on the one
hand, simplifies comprehension and supports learning, but, on the other hand, being not informative,
is rather boring. If it is not from students’ professional sphere, they view it as useless. What
Doghonadze (2011, p. 77) offers related to this is to use general English topics as a spine to which
technical and even business topics are attached. Her Doctor of Science dissertation research proved
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that it is not only possible, but also very successful and motivation for students. I share this opinion
and believe that, at least at initial stages of teaching reading to ESP students combining, based on
student needs analysis, texts whose topics deal with students’ majors with texts not linked with it is
a good idea. This was part of my experimental research as it will be shown in detail in chapter 3.
Thus, making up a students’ needs-based syllabus and writing course books containing
surplus topics, texts, activities and assessment tasks which will enable teachers to use the studentcentered approach, is an essential goal for course book writers.
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Chapter 2
TEACHING READING TO UNIVERSITY STUDENTS - DISCUSSION

2.1. Psychological and linguistic characteristics of reading

Reading is a written receptive skill (however, students, whose reading skills are not good
enough, tend to make the silent reading like the aloud one by moving their lips while reading).
Linguistically it is more difficult than listening and speaking, as written texts are usually more
complicated: they apply a much richer vocabulary, sentences are longer and have a more complex
structure. However, psychologically a reader is more relaxed, as the text will not disappear, and the
reader has enough time to use a dictionary, try to guess the meaning of the word based on context,
knowledge of word-building models, parts of speech, collocation, on the one hand, and knowledge
of the world, on the other.
Reading is without doubt one of the most important of all four verbal skills. Reading is the
only way in which a person can increase one’s vocabulary so as to move from Upper Intermediate to
Advanced (B2 in EU classification) and Native-like (C1 and C2) level. According to Krashen
(1981), receptive skills (listening and reading) are the basis for L1 acquisition (vs. language learning
at school via grammar rules explanation, drills, etc.). Only learning based on receptive skills is
natural according to him. Reading skills are essential for academic studies, professional success and
personal development. This is true especially for L2 (English) skills, since much professional,
technical and scientific literature is published in English. Besides this, reading has become
inevitable for those who want to benefit from the internet – this means practically for everybody.
Thus, reading skills are often a need for learners of English as a foreign language (EFL), especially
for ESP, where most of professional publications are in English. However, despite this specific
need for the foreign language reading skills, it is common experience that too many students fail to
learn to read in the foreign language adequately to their goals. Results of research support the view
that reading in a language which is not the learners’ first language is difficult (Alderson and
Urguhart, 1984). Students encounter many problems, such as identifying the topic or message of a
text and inferring the meaning of unfamiliar words, understanding details, drawing inferences,
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understanding the grammatical and semantic relationships between the sentences and paragraphs in
the passage. These difficulties gain even much more importance in a second / foreign language
context, as linguistic constraints such as limited vocabulary or grammar knowledge interfere with
meaning.
PISA is a Program for International Students’ Assessment. It is an international study that
was launched by the OECD (Organization for Economic Cooperation and Development) in 1997. It
aims to evaluate education systems worldwide every three years by assessing 15-year-olds’
competencies in the key subjects: reading, mathematics and science. To date over 70 countries and
economies have participated in PISA. According to it (OECD, 2009, p. 23), “reading literacy is
understanding, using, reflecting on and engaging with written texts, in order to achieve one’s goals,
to develop one’s knowledge and potential, and to participate in society “.“Today, the need for higher
levels of education and skills is large and growing. Those with below average skills find it
increasingly difficult to earn above average wages in global economies where the restructuring of
jobs…. Reading literacy skills matter not just for individuals, but for economies as a whole“
(OECD, 2009, p. 21). The average literacy level of a nation’s population is a better predictor of
economic growth than educational achievement (Coulombe, Trembly, &Marchand, 2004).
Widdowson (1979, p. 56) views the reading process “As not simply a matter of extracting
information from the text. Rather, it is one in which the reading activates a range of knowledge in
the reader’s mind that...may be refined and extended by the new information supplied by the text”.
Communicative reading is described by Grabe (1991) as fluent, purposeful, interactive,
flexible, improving step by step and including comprehension. According to Ur (1996, p. 138),
reading involves understanding and according to Anderson (1999, p. 1) reading is not a passive
process, but an active fluent process which involves the reader and the reading material in building
meaning. Sheorey and Mokhtari (2001) view reading as the interaction between the text, the reader
and the context in which reading occurs as well as being a process in which metacognitive
knowledge and the deliberate use of strategies take part.
Haas and Flower (1988, p. 169) write that teaching reading today is shifting from teaching
texts to teaching readers. Specifically, educators now teach learners reading skills/strategies for
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understanding such elements as content, textual features, rhetorical elements, and cultural
background.
Reading research in the first language in part was inspired from Goodman’s (1967, p. 127-8)
theory of reading which sees it as a psycholinguistic guessing game involving “an interaction
between thought and language”. For him reading is not a linear process of word recognition and then
assigning meaning to the utterance, but as a process in which readers constantly make guesses, test
their predictions and use their prior experience to attach meaning to the text. For Urquhart and Weir
(1998, p.22), reading is a language activity which involves all cognitive components related to
linguistic performance at a certain time. They describe reading as “the process of receiving and
interpreting information encoded in language form via the medium of print” (p. 22). In their
framework, reading integrates cognitive aspects, like reading strategies of making inferences,
memorizing, activating prior knowledge, and decoding skills with syntactic and lexical knowledge
of language. It also involves fix-up (repair) strategies in case of wrong comprehension which needs
to be improved and the language learner realizes it (Pearson et al, 1990, p.9).
To be able to deal with meaning, the second / foreign language student needs to read
fluently. Fluent reading is described by Alderson (2000, p. 14) as “rapid, purposeful, motivated,
interactive (in terms of component skills as well as in the relation between knowledge and the
printed word), it is comprehending… , flexible, and it develops gradually”. For me “motivated” is a
key word here, as the goal of my research is to motivate students in the process of learning to read
ESP texts. Alderson argues that extrinsically motivated readers mostly do surface reading, while
intrinsically motivated ones – deep reading. This is why I pay so much attention to the possibility
for the students to select the topic / text for reading.
Kern (1989, p.135) states: “Reading in a foreign language is cognitively demanding and it
includes coordination of attention, memory perceptual process and comprehension process along
with separating main ideas from details, searching for cohesive elements and contextual guessing. In
fact when one begins to read in another language many of these processes are not used and students
begin to translate word by word.”
There are some contradictions among researchers about the reasons of these difficulties. For
example, Jolly (1978) argues that success in reading in a second language heavily depends on a
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learner’s first language reading ability, even more than on his/her general proficiency in that
language. Thus, students fail to read in the foreign language because they do not have adequate
reading skills in the native language or because they have failed to transfer them from the native to
the target language.
On the other hand,Yorio (1971, p.108)believes that reading problems of foreign language
learners are largely due to imperfect knowledge of the target language and due to native language
skills interference in the reading processes. His view involves four factors for effective reading:
knowledge of the target language, ability to predict or guess in order to make the correct choices,
ability to remember the previous cues, and ability to make necessary associations between the
different cues that have been selected. Thus, whatever the role of the target language is, the aim of
teaching reading should be to overcome the difficulties encountered in reading classrooms and to
make students aware of the clues for effective reading.
There were some attempts towards an effective reading instruction in the history of ELT.
Beginning with Thorndike in the early 1920s and 1930s, behaviorist psychologists considered
learning as a series of Stimuli-Response bonds. This approach led to some psychological research
on human skills and performances and psychologists began to conduct analyses of subskills that
make up skills and performances. Smith (1965) explains how reading was viewed as a skill that
could be divided into component subskills involved in both decoding and comprehension.
Examples of comprehension subskills included sequencing events in a story, predicting outcomes
of a story, drawing conclusions, finding the main idea and so forth. Further it was believed that
reading could be improved by teaching each of these necessary subskills at a minimal level of
mastery (Rosenshine, 1980).
Most of the reading curriculum as it is known today emerged from task-analytic behavioral
concept of reading (Dole, Duffy, Roehler and Pearson, 1991). Guthrie (1973) described this
curriculum as an assembly-line model of skill acquisition. In such a curriculum, it is assumed that
each skill can be mastered and these subskills constitute reading comprehension.
Davis (1968, p. 109) enumerated four sub-skills for reading known as recalling word
meanings, drawing inferences from the content, recognizing a writer’s purpose, attitude and tone,
and following the structure of a passage.
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Gough (1976) proposed an influential reading model whereby the reader is thought to begin
reading when the eyes first meet the letters on the page.
A basic sequential processing pattern for young and old readers of the bottom-up model is
best illustrated by Davies (1995, p. 58) as consisting of:
1. Eyes look
2. Letters identified and 'sounded out'
3. Words recognized
4. Words allocated to grammatical class and sentence structure
5. Sentences give meaning
6. Meaning leads to thinking
Teaching reading according to this model consisted of asking specific questions about the
selection that students read. It was hoped that if students practiced answering questions, they would
get better at it (Pearson and Dole, 1988). In other words, reading instruction overemphasized
instruction and practice on literal comprehension, such as answering detail questions. Traditionally,
instructional theorists and teachers have relied on drill and practice model of instruction that
contained an introduction to a passage through pre-reading questions that is repeatedly exposing
students to tasks such as comprehension questions and completing skill exercises (vocabulary,
referring expressions, finding the main idea, true-false statements, etc.), until they have achieved
mastery (Duffy and Mclntrye, 1982; Durkin 1978-1979). Although they gave many workbook
assignments and asked many questions about the text content, Durkin (1978-1979) judged that these
exercises mostly tested students’ understanding instead of teaching them how to comprehend. Each
lesson contained an introductory reading part followed by traditional "who/what/when/where"
comprehension questions.
In the traditional view, beginner readers acquire a set of skills that sequentially build
towards comprehension ability. Once the skills have been mastered, readers are viewed as experts
who comprehend what they read. In this view, readers are just passive recipients of information in
the text. Also the textbooks used in this traditional reading instruction continue to deal with the
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skills in the old way. For example in guessing difficult words study, prefixes and suffixes such as "r, -tion, etc." are presented as drill exercises isolated from real reading (Durkin, 1981).Again, the
main idea is presented as a task of reading paragraphs and selecting the best main idea from
the choices. Even if they are able to do these exercises, they never use this ability when
actually reading, since real readers do not select the appropriate main ideas for the
paragraphs and articles they read. Instead of real-life-like reading, students are required to
do isolated exercises which have little relevance to the task of making sense out of text (Duffy
and Roehler, 1987).
According to the results of the studies conducted by Alderson and Lukmani (1989), when
skills are taught through automatized isolated exercise, the learning is not effective. When this
happens, students associate skills with paper and pencil exercise (Duffy and Roehler, 1987) rather
than with reading.
Some researchers criticize a discrete comprehension skills curriculum based on behavioristic
analyses of the reading process. For example, Sochor (1959, p. 47-48) argued:
“Much of the variability in what constitutes reading is due to insufficient research
evidence on reading abilities themselves and on basic and related factors which might
contribute. Research workers have been able to clarify sufficiently the nature,
independence or difficulty levels of comprehension abilities in reading.”
Over the last 20 years, research in reading has provided some answers to the problems
identified by Sochor (1959). Such researches have resulted in a new understanding of the reading
process and a different view of what is important to teach.
Smith (1973, p. 188) says that “fluent readers do not read words, they read for meanings-in
order to read one must constantly form expectations that reduce the uncertainty of what one is
reading, and therefore reduce the amount of visual information required to extract its meaning.” This
is further supported by research (Bernhardt, 1991, p. 73-74) in the eye-movement protocol of a
fluent native (college-level) and a fluent non-native reader of English: The native reader of English
fixates or "sees" about 84% of all the content words in a passage titled "Acid Rain" and about 17%
of the function words. The non-native reader sees more.
This new view is a cognitively based view of reading comprehension (Doleet al, 1991). In
this view, reading is seen as a more complex process than what early reading researchers assumed;
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above all, it is no longer considered a set of skills to be mastered (Anderson, Hiebert, Scott and
Wilkinson, 1985).
Davies (1995, p. 58) illustrates the top-down model as a processing sequence comprised of:
1. Eyes look
2. Thinking-predictions about meaning
3. Sample sentence as a whole to check meaning
4. To check further, look at words
5. If still uncertain study letters
6. Back to meaning predictions.

Cognitively based view of reading comprehension emphasizes that all readers use their
existing knowledge and a range of cues from the text and the situational context. According to this
view, even beginner readers can behave like experts when presented with texts (Dole et al, 1991).
Thus, two important characteristics of readers - the background knowledge the students bring to the
text and the strategies they use to foster and maintain understanding - play important roles in
distinguishing traditional (bottom-up) and new (top-down) views of reading comprehension. Expert
readers possess a set of flexible and adaptable strategies that they use to make sense of the text and
to monitor their ongoing understanding. They also possess a set of concepts about those strategies.
This cognitive view of comprehension gives much more emphasis to reading strategies than to
reading skills. Good readers make decisions about which strategy to use, when to use it and how to
adapt it to a particular text (Pressley, Goodchild, Fleet, Zajchowski, and Evans, 1989).
There are several distinctions between skills and strategies. Skills are more or less automatic
routines. Strategies are inherently flexible and adaptable. Readers modify strategies to fit different
kinds of texts and different purposes. By contrast, skills require consistency in application across a
variety of texts. Besides, there is a distinction in cognitive sophistication. Strategies emphasize
reasoning. Readers use reasoning and critical thinking abilities as they construct meaning from the
text. Skills, on the other hand, tend to be associated with lower levels of thinking and learning.
Also, there is a distinction in awareness. Strategies imply metacognitive awareness, good readers
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can reflect on what they are doing while they are reading (Baker and Brown, 1984, as cited by Dole
et al., 2009, p. 7): “Good readers make hypotheses about the most likely interpretation of a text and
then check that interpretation against the new, incoming information in a text”. “As they read, the
original hypotheses are either confirmed or discarded for new hypotheses.They are aware of
whether they understand or do not understand and this awareness leads to regulation and repair. On
the other hand, in the traditional skill curriculum it is assumed that with repeated practice and drill,
readers would automatically apply the skill they learn to whatever they read. There is no place for
the intentional or conscious use of these skills, it is simply assumed that they will be used
automatically or unconsciously” (Dole et al, 1991, p. 242).
The cognitive view of reading presents a different view of the reader. The traditional view
assumes a passive reader who has learned a large number of skills and automatically and routinely
applies them to all texts. The cognitive view requires an active reader who constructs meaning
through combining existing and new knowledge and the flexible use of strategies to foster, monitor,
regulate and maintain comprehension. Therefore reading comprehension instruction based on a
cognitive view of reading emphasizes teaching a set of strategies that students can use to
comprehend a text. The goal of instruction is to develop a sense of conscious control or
metacognitive awareness over a set of strategies that students can adapt to any text they read
(Pressley et. al, 1989). Also, in a cognitively based view of comprehension instruction, the teacher
becomes a mediator who helps students to construct understandings about the content of the text
itself, strategies that aid in interpreting the text and the nature of the reading process itself.
In short, this cognitive view emphasizes strategic instruction more than isolated skill
exercise-based instruction. A study conducted by Duffy and Roehler (1987) showed that when
teachers provided explicit explanation about how skills are actually used, students conceptualized
reading as a strategic process and used skills strategically rather than automatically to remove
blockage to meaning in real texts. In contrast, when teachers taught skills as procedures to be
followed, they were not successful in using them in real reading situations. This research implied
that skills should be presented as strategies, not simply as automatizedprocedures. This view is topdown.
As both models were fairly criticized, a new, interactive model was developed, which is a
compromise between the two. The model is widely regarded as the current reading model by reading
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psychologists (Harrison and Cole, 1992). It assumes an interaction of information drawn from the
readers’ knowledge (top-down) and the text (bottom-up). A good reader is viewed as both a
‘decoder’ and ‘good interpreter’ who makes use of every source of information in order to
reconstruct the message.
Grabe (1988) summarizes five interactive models of reading process: McClelland and
Rumelhart’s interactive-activation model, Stanovich’s interactive-compensatory model, Taylor and
Taylor’s bilateral cooperative model, LaBerge and Samuel’s automatic-processing model, and
Perfetti’s verbal efficiency model. He briefly defines interactive-activation model as the activation
of all related linguistic, contextual and background knowledge for the automatic process of
comprehension.

2.2. Teaching reading strategies

According to Dole, Noke and Drifts (2009, p. 4), at its simplest level, a strategy is a routine
or procedure for accomplishing a goal. A cognitive strategy is a mental routine or procedure for
accomplishing a cognitive goal.
I would also like to differentiate between reading comprehension strategies described by
many authors and teaching/learning reading strategies, suggested by me, which, besides the
above, involve strategies of student motivation and student organization.
Everybody today admits that reading strategies exist and that they matter for the efficiency
of reading. However, some teachers believe they are innate and cannot be developed. Others think
that it is not the responsibility of a (native or foreign) language teacher to develop strategies
(probably, of mathematics teacher, as strategies deal with the development of logical thinking). Still
others think that the development of these strategies does not contribute much to the quality of
reading comprehension. Whatever the pretext, as practice shows, few EFL / ESL teachers instruct
their students in application of these strategies. Block, Gambrell, and Pressley (2002) admit that
comprehension instruction is not only possible, but also effective in empowering students to make
meaning of different types of texts.
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Hudson (2007, p. 289) describes reading as “a complex activity that involves a combination
of factors, such as: grapheme recognition, phonological representation (perhaps), syntactic structure,
background knowledge, processing strategies, text structure, understanding vocabulary (mixed with
background knowledge?), and the context of reading act”. He interprets reading comprehension
strategies as the interaction process between the text and reading skills involved to reach the
meaning. Sheorey and Mokhtari (2001, p. 436) describe cognitive strategies in the process of
reading as
…the actions and procedures readers use while working directly with the text. These
localized, focused techniques are used when problems develop in understanding textual
information. Examples of cognitive strategies include adjusting one’s speed of reading
when the material becomes difficult or easy, guessing the meaning of unknown words,and
re-reading the text for improved comprehension.
Mullis, Martin, Kennedy, Trong, and Sainsbury (2009, p.12) in the book dedicated to
assessment of reading skills write that before, during, and after reading the reader uses a repertoire
of linguistic skills, cognitive and metacognitive strategies, and background knowledge (Baker and
Beall, 2009; Pressley and Gaskins, 2006). The text contains certain language and structural elements
and focuses on a particular topic. The context of the reading situation promotes engagement and
motivation to read, and often places specific demands on the reader. Discussing what they have read
with different groups of individuals allows students to construct text meaning in a variety of
contexts (Almasi and Garas-York, 2009; Guice, 1995). Social interactions about reading in one or
more communities of readers can be instrumental in helping students gain an understanding and
appreciation of texts (Galda& Beach, 2001; Kucer, 2005).
Brantmeier (2002: 1) enumerates reading strategies: skimming, scanning, guessing,
recognizing cognates and word families, reading for meaning, predicting, activating general
knowledge, making inferences, following references, and separating main ideas from supporting
ideas.
Silberstein (1994) believes that semantic maps allow students to show their understanding
of the relationships in the text by giving them a chance of demonstration through drawing.
Sinatra, Brown and Reynolds (2002) also suggest mapping as one of the efficient reading
comprehension strategies. Thompson (1987) offers writing hierarchical summaries, dealing with
titles and subtitles as forecasting instruments, using pre-reading questions to find out students’
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background knowledge. Urquhart and Weir (1998), Alderson (2000), Grabe (2004); and Nuttall
(2005) view prediction based on the background knowledge as a very important reading strategy.
Setting reading goals are emphasized by Royer (1984) and Alderson (2000). Analysis of text
structure is another strategy recommended by Anderson, 1999; Maria, 1990) and Silberstein
(1994). Increasing students’ background knowledge necessary for reading text comprehension via
reciprocal teaching is one of the pre-reading and while-reading strategies. If students work on text
comprehension in pairs or small groups, students can “borrow” from each other’s background
knowledge as well as strategies for reaching comprehension. Students’ experience in reading is
essential in overcoming comprehension problems. Rosenshine (2008) recommends students to
read a variety of materials, explain the new material to someone else, compare material from
different sources, justify their conclusions, write papers and engage in inquiry or write daily
summaries of the read texts.
Simpson and Nist’s (2002) model of reading comprehension strategy instruction follows these
processes: first modeling the process, next providing examples, practicing the use of strategy and
last evaluating strategy use. The steps of teaching reading strategically then should follow the steps
of first teacher’s modeling the strategy, next teacher’s scaffolding and support and then students’
independent use of strategies gradually for better comprehension (Grabe, 2004).
Ozek and Civelek (2006) describe a survey of pre-reading, while-reading and post-reading strategies
at a university in Turkey. Students answered a self-report interview and were involved in an
interview. The researchers discovered that relating the title to the text content was used by students
on the pre-reading stage, using the dictionary parsimoniously, guessing the meaning of a word from
the context, skipping some unfamiliar words, thinking-aloud during, reading, and assimilating the
text with the background knowledge - on the while-reading stage and no cognitive strategies were
applied on the post reading stage.
Skipping the unfamiliar words otherwise called avoidance strategy, however, is more
adequate for reading in GE, not in ESP (especially, if the word is a term).
Pearson and Dole (1988, p 8) in their report on teaching reading strategies describe an
instruction model which emphasizes the implementation of the above mentioned conditions in a
classroom environment. This model is called Explicit Comprehension Instruction Model and it
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includes four steps:
1) modeling
2) guiding
3) consolidation
4) application
The modeling step emphasizes the first three conditions mentioned by Duffy and Roehler
(1987) above in their definitions of “recasting skills as strategies”, and second and third steps
(guiding and consolidation) emphasizes the fourth condition. Finally, since it is for classroom
implementation, the last step (application) is used to assess the students’ achievement through
exams and quizzes. Coming to the details of these steps, Pearson and Dole (1988) explain these
steps as follows:
a) Modeling: Usually in this step teachers emphasize what a given strategy is and how to
apply that strategy in a given reading selection. To illustrate this, teachers begin by modeling for
students how to apply the strategy. Often, this involves teachers thinking aloud as they are reading
and "sharing the cognitive secrets of the teacher's success". Guided Practice: In this step teachers
and students work together to figure out how they went about applying the strategy. Teachers' role is
work with students to discuss why they rejected some information and what they found difficult or
confusing and why. Teachers also provide feedback and encouragement for students as they share
their cognitive secrets.
b) Consolidation: Here teachers consolidate, helping students see what the strategy is and
how to apply it. They may also ask students why they should use the strategy.
c) Application: Teachers ask students to apply the strategy to real texts. Students look for
examples of the strategy in the selections they read. They realize the true "ownership" of the
strategy.
To make reading successful, not only cognitive, but also some metacognitive strategies (i.e.,
understanding about the process of learning) are needed. Hudson (2007, p. 113) offers the following
metacognitive strategies which can surely be useful to increase the quality of reading skills:
9 Understanding the conditions under which one learns best
9 Analyzing the problem at hand
9 Allocating attention
9 Identifying which important aspects of a message apply to the task at hand
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9 Separating important information from less important information
9 Understanding explicit and implicit task demands
9 Determining what performance components are important for the particular task
9 Determining how to strategically proceed
9 Monitoring to track attention and comprehension
9 Internal checking to determine success of achieving goals
9 Revising, modifying, or terminating activities strategically
9 Determining what internal and external feedback to explore
9 Initiating and maintaining repair.
During last decades there has been abundant research proving that strategies, in particular,
reading strategies can be taught explicitly and have a positive impact on reading comprehension
(Hosenfeld, 1977; Block, 1986; Carrell, Pharis and Liberto, 1989; Anderson, 1999; Duffy, 2002;
Bimmel and Van Schooten, 2004; Olson and Land, 2007; Zhang, 2008; Ness, 2009; Yen-juHou,
2013). “When teachers explain and model a single comprehension strategy or multiple strategies, as
well as provide guided and independent practice with feedback until students begin to use the
strategy independently, the reading levels of middle and high school students improve” - states
Ness (2009, p.144). Explicit teaching of reading comprehension strategies include teachers’
explanation of strategy before the reading phase, providing students with a model, scaffolding
students during practice and gradually making them apply learned strategies to increase
comprehension independently.
Not only are there many studies reporting the positive impact of application of reading
strategies, but also there are a great number of practical resources for teachers concerning the
application of these strategies (e.g., Harvey and Goudvis, 2000; Blanchowicz and Ogle, 2001;
McLaughlin and Allen, 2001; Outsen and Yulga, 2002; Oczkus, 2004; Keene, 2006;Stebick and
Dain, 2007). However, there are many teachers not introducing the strategies to the students, and,
correspondingly, students, are not well enough familiar with effective reading strategies. Salli
(2002) studied Turkish teachers’ beliefs and practices regarding the place of strategy training in
teaching reading. She held a survey (questionnaire and semi-structured interviews) to have a more
detailed understanding of how teacher’s beliefs and their practices are linked. She found that most of
teachers knew about reading strategies to some extent; but they mostly used pre-reading strategies
and very seldom used post-reading strategies in their classrooms. Besides, as Feryok (2008) shows,
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teachers’ beliefs do not always coincide with their classroom practices. Teachers may be aware of
reading comprehension strategies, but inert to use them with students. Students may neither be very
enthusiastic about applying them, thinking that they are too intellectual and time-consuming. An
additional problem is that many teachers simply do not know how to instruct their students in
reading comprehension strategies (Parris and Block, 2007).
Lubawski, Sheehan and Rauchwerk (2010 p. 29 - 30) have some good ideas concerning it.
After explaining, modeling and guiding through strategic practice, she asks a student to fill in the
following form:

Student Reading Habits Survey
Name: ____________________________________________ Period: ________
Reading Habits Survey
Place a check in the box next to each of the following comprehension strategies you use when
reading. Then explain how you used each one you indicated by using details of the reading
assignment in your description.
I tried the following strategies when I read:
[ ]Ipreviewedthe piece of writing to understand it better before I read.
[ ]I tried to find the main idea of the text.
[ ] I tried to understand the purpose of the text.
[ ] I asked myself questions about things I’d like to know more about.
[ ] I made connections between the text and myself, another text, or the world.
[ ]Ire-read the text.
[ ] I slowed down when the passage became more difficult.
[ ]Idefined key words in the passage so I could better understand the passage as a whole.
Strategy:
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How you used it:
Strategy:
How you use it:
Strategy:
How you used it:
She also recommends teachers to keep records of teaching strategies to students in the format
which permits the teacher to regularly and evenly practice reading strategies with all students.

Sample of Teacher Checklist
Student name
skill

Dates observed

Paraphrase a
detail
Summarize the
main idea of a
passage
Ask a
question that
furthers
discussion at
a deeper
level
Understand the
purpose of the
reading
Infer meaning
of a passage

Carbo (2009) also recommends using a reading style inventory and matching the teaching
method to the student's reading style.
62

The majority of researchers concentrate on strategies to overcome various reading problems
(such as unfamiliar vocabulary comprehension). However, I believe that, as reading motivation is an
essential problem, strategies of student motivation should be also included in the reading strategies.
Some comprehension strategies can be simultaneously motivation strategies, as they make the
process of reading intellectually involving and thus interesting.
Table 2.1. Teaching reading strategies
stage

activities

pre-reading

selecting the
and genre

recommended
format

student-centered?

motivating?

topic

whole class

9

9

selecting the text
according to the title,
subtitles, illustrations
and a short abstract

whole class

9

9

interpreting the title
and subtitles

pair, small group

9

?

prediction
of
contents, based on
the title, subtitles,
illustrations and a
short abstract

pair, small group

9

?

brainstorming
on
vocabulary
which
may be needed, based
on the title, subtitles,
illustrations and a
short abstract

whole class

9

9

providing
discussing
background
knowledge on
topic

/
the

whole class

may be both student
and teacher-centered
(in case students lack
information)

9

whole class

may be both student
and teacher-centered
(teacher may help)

?

the

setting goals (what
sort of application
you are planning;
reading for gist or
detail)
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viewing video (mute,
to
forecast
the
contents)
while-reading

teacher-centered

9

using a dictionary

individual

9

9

guessing the meaning
of unfamiliar words

individual, pair or
small group

9

9

selecting key words
and underlining the
especially important
information

individual, pair or
small group

9

?

writing questions to
ask to classmates

individual

9

?

9

?

comparing / matching
the text with the
illustrations

post-reading

whole class

pair, small group

creating illustrations

individual

9

?

creating
cognitive
maps (text structure,
relationships,
spidergrams)

individual, pair or
small group

9

?

filling in / making up
tables,
building
graphs

individual, pair or
small group

9

?

working
on
vocabulary
and
terminology
(matching,
gapfilling,
multiple
choice)

individual,
then
whole-class (or with
keys)

student-centered only
if fulfilled with a key,
not under teacher
control

making
up
/
fulfillment
of
comprehension tasks
(true / false / no
evidence,
multiple
choice)

individual, can be
checked up by whole
class or individually
with a key

making up is studentcentered

analysis
structure

individual, pair
small group

of

text

reciprocal teaching
(helping each other

pair or small group
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or

?

making
up
motivating

9

?

9

9

is

understand)
drawing conclusions,
giving arguments to
the conclusions

individual

9

9

writing summaries

individual

9

?

providing examples
(from the text, from
their experience)

whole
class,
individual, pair or
small group

9

9

evaluating (e.g., the
applicability,
reliability)

individual, pair
small group

or

9

9

analyzing
the
problem,
perspectives, etc.

small group or whole
class

9

9

viewing video to
check or enhance
comprehension,
to
find differences (if
any)

whole class

may
be
both
student
and
teacher‐centered

9

My opinion / forecasting on whether the given activity is motivating (based on experience) is
given in the last column, I believe this is the opinion typical of the majority of students. A question
mark means that for some (internally motivated) students the activity may be motivating, while for
others (externally motivated) – not. In the experiment I offered the students of experimental group to
choose the activities they liked, on condition that every group (pre-, while- and post-reading) was
represented by at least a couple of activities. Also, it will be shown how much my viewpoint
coincided with that of students of experimental group.

2.3. Motivation in Reading
A positive attitude toward reading may be among the most important attributes of a lifelong
reader. In reading, as in any other language skill, as well as in education in general, motivation has a
dramatic importance. It stimulates efficient learning, however, does not guarantee it, as many other
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factors, such as, for example, the quality of L1 reading skills, some inborn features like curiosity and
intellect type and developed features like responsibility and ability to work hard also have an
impact on the results of learning. Anyway, the factor of motivation has to be considered when
reading is dealt with.
Good readers evaluate the qualities of text, and these evaluations can affect whether a text is
re-membered or has an impact on readers’ knowledge, attitudes, or behaviors (Pressley and
Afflerbach 1995; Ruddell and Unrau 1994). This is why it is very important to use interesting and
useful texts.
Interest is one of the motives why students are willing to learn. Topic interest is one’s value of
and feelings towards reading particular topics (Flowerday, Schraw, and Stevens, 2004; Frick, 1992;
Kintsch, 1980). Topic interest is a stable disposition that is specific to the reader (Schiefele, 1999).
Topic interest is frequently positively associated with a reader’s background knowledge; readers
who are interested in a topic typically read and therefore learn more about that topic thus leading to
an increase in background knowledge (Silvia, 2006). Topic interest is frequently measured using
self-report ratings before a text is read (Wade, Buxton, and Kelly, 1999). The topic interest can be
presented by the title, a summary of the topic, or themes for self-report ratings (Naceur and
Schiefele, 2005). Research findings have shown that topic interest is positively associated with
performance.
Lacking motivation reduces the ability of students to learn a foreign language (Matsuda and
Gobel, 2004; Mills, Pajares and Herron, 2006). Kuru-Gonen (2005) found that freshman students
did not like being “forced

to read a text chosen by someone else. They wanted a more flexible,

rather than rigid reading course content. As a result, they were less motivated to read, which, in turn,
negatively impacted their comprehension.
Alderson (2000) found that extrinsically motivated readers mostly do surface reading to find
some details or facts rather than pay attention to main ideas, the topic of the text, the organization of
information or the background knowledge they have about that content, while Fransson (1984) has
shown that intrinsically motivated student do their best to provide deep understanding.
Gardner and Lambert (1972) distinguish between integrative and instrumental motivation.
Integrative motivation stands for the desire to be integrated in the society (say, professional society),
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while instrumental motivation stands for using the acquired knowledge as an instrument for other
(again, say, professional) goals. It is obvious that in case of ESP integrative motivation is weak, if
exists at all, especially in countries like Iraq which do not very active relationships with the
countries of the target language. As for instrumental motivation (getting and further developing of
professional knowledge), it is certainly strong, as it permits to find good jobs and develop
professionally. Gardner (1988) has discovered that, unfortunately for ESP learners, instrumentally
motivated students have lower achievements than the integratively motivated students for whom
learning the language is an issue of at last adapting to the new environment is not survival. Thus,
EFL students of ESP most probably will not be very motivated intrinsically and the lecturer will
have to do a lot to motivate them extrinsically.
According to Mori (2002) motivation to read English as a FL may consist of four motivation
factors: (a) Intrinsic Value of Reading in English, (b) Extrinsic Utility Value of Reading in English,
(c) Importance of Reading, and (d) Reading Efficacy.
In Guthrie (2001)the 10 instructional elements that form the foundation for engagement and
motivation in reading are: conceptual orientation, real-world instruction, autonomy support,
collaborative learning, praise and rewards, interesting texts, strategy instruction, evaluation, teacher
involvement, and cohesion. The relationships between these bases of motivation, social interactions,
conceptual knowledge and strategy use is shown in figure 2.1.
Figure 2.1. The Engagement Model of Reading Development
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According to Guthrie, to create effective reading environment, teachers can
9

Identify a knowledge goal and announce it

9

Provide a brief real-world experience related to the goal

9

Make trade books and multiple other resources available

9

Give students some choice about the subtopics and texts for learning

9

Teach cognitive strategies that empower students to succeed in reading these texts

9

Assure social collaboration for learning

9

Align evaluation of student work with the instructional context

Masgoret’s and Gardner’s (2003, p. 201) more recent research showed that “the correlations
between achievement and motivation are uniformly higher than the correlations between
achievement and intergrativeness, attitudes toward the learning situation, or integrative and
instrumental orientation”. So, achievement can be used to increase extrinsic motivation in students.
Pearson et al. (1990, p.20) state that the environment for reading instruction is optimum
when students are enthusiastic about reading and have an I-can-do attitude. If students choose the
topics / texts themselves, they will be more enthusiastic about reading them. Also, this enthusiasm
will most probably enhance success, and the feeling of being successful will motivate students to
maintain the motivation.
Because motivation to learn to read includes feeling that you can succeed, it is important for
students to have a strong self-concept about their reading ability in order to continue building on
current levels of learning to move to higher plateaus (McLaughlin, McGrath, Burian-Fitzgerald,
Lanahan, Scotchmer, Enyeart, &Salganik, 2005).
Attribution theories of motivation describe how the individual’s explanations, justifications,
and excuses about self or others influence motivation. Bernard Weiner is one of the main
educational psychologists responsible for relating attribution theory to learning. According to
Weiner (1992), most of the attributed causes for successes or failures can be characterized in terms
of three dimensions:
1. locus (location of the cause: internal or externalto the person, e.g., is the student
responsible for success/failure or something/somebody else is?)
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2. stability (whether the cause stays the same or can change), and
3. controllability(whether the person can control the cause, e.g., whether you are gifted
or not cannot be changed, it is as it is).
Thus, according to issues 1 and 3, reading motivation is very much connected with who does
the choice for reading materials and activities.
According to Deci and Ryan (1985), whose opinion is in unison with Weiner, learners have
three basic needs: a need to be effective in dealing with the environment (competence), a need to
control the course of their lives (autonomy), and a need to have close, affectionate relationships with
other (relatedness). Learners are more effectively motivated to learn subject matter when these three
needs are met. Correspondingly, if ESP readers can choose the topics / genres / texts / activities,
they will be more motivated to study.
Rhem (1995) also states that learners have intrinsic motivation that help them learn better if
there is some level of choice and control.
Recent L2 reading research has discussed potential association between motivation and L2
reading skills (e.g., Day and Bamford, 1998; Hitosugi and Day, 2004; Grabe, 2004). Yamashita
(2004: 12) study suggests that "the performance in extensive reading" measured by the participants'
average numbers of pages read per week was related to "positive feelings towards reading" and
"self-perception".
O’Brien, Millis and Cohen (2008) discuss that there are three fundamental learning
principles and as the third one they point out that students should be aware of where they are headed
and they should check their progress according to learning objectives.
Recent L2 reading research has discussed the correlation between motivation and L2 reading
skills and has mostly found it positive (e.g., Day and Bamford, 1998; Hitosugi and Day, 2004;
Grabe, 2004; Yamashita, 2004).
Many reading problems are caused by using the wrong teaching methods. Teaching students
to read with a particular goal will help students, especially those with limited language and
background knowledge to understand the text (Kaakinen, Hyona, and Keenan, 2002; Kaakinen,
Hyona, and Keenan, 2003). This, in turn, will provide a feeling of success and eventually motivate
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students. Linderholm (2006, p. 76) in this connection recommends teachers to “ask students to meet
with their course instructors to be clear on specific instructional goals. For example, is the focus of
the course to memorize terms or is it to apply conceptual knowledge to solve a real-life problem?
Targeted reading with a particular angle or goal in mind will minimize the strain on readers’ limited
cognitive resources. If the instructor is willing, the student may also ask that instructors provide
orienting cues such as pre-reading questions or relevant textbook themes in order to enhance their
comprehension. Another more active, and perhaps preferred, approach would be for students to
generate relevant themes themselves and then verify the themes with the instructor”.

2.4.Genres of reading texts
The motivation to read, the difficulties that arise while reading largely depend on the genre of
the text. The genre can be intersting, informative, practically appliable, and thus cause motivation to
read.
“Genre” is the term used to describe the various types of literature. “Genre” is a literary term, a
French word derived from the Latin genus, generis, meaning “type”, “sort”, or “kind”. It denotes
the literary form or type into which works are classified according to what they have in common,
either in their formal structures or in their treatment of subject matter, or both. The study of genres
may be of value in three ways. On the simplest level, grouping works offers us an orderly way to
talk about an otherwise bewildering number of texts. More importantly, if teachers and learners
recognize the genre of a text, they may also have a better idea of its intended overall structure
and/or subject. Finally, a genre approach can deepen our sense of the value of any single text, by
allowing us to view it comparatively, alongside many other texts of its type.
Categorization of genres in reading varies according to the scope of the information In
literature genres are classified in broad categories, such as: Drama/Poetry/Prose and Fiction / nonfiction, and in narrower categories, such as:
Fiction:
Historical Fiction
Mystery
70

Fantasy.
Realistic Fiction (“life stories”)
9 Science Fiction
Detective stories
9 Humorous stories
Horror / Gothic stories
Romance / Love stories
9 Adventure stories, travelling, discovery
War stories
Non-fiction:
9 Autobiography: The story of a real person’s life that is written by that person.
9 Biography: The story of a real person’s life that is written by another person.
9 Newspaper article (news, editorial)
9 Popular Sciene
9 Scientific article
9 Textbook
9 Tecnical description / manual
9 History of science and technologies
9 Official documents
(I put ticks for the genres which are useful to teach EAP / ESP students.)
The majority of the fiction genres mentioned above are not actual for teaching reading for
EAP / ESP purposes, however, as I have mentioned, if such is students’ request, it is possible to
include a little ratio of other genres on the initial stages of EAP/ESP teaching. Science fiction may
be to some degree useful, as it contains scientific terminology and descriptions of technologies.
Humour permits students to relax, feel easy, and enjoy reading. Humorous stories linked with
students’ specialty may be chosen (e.g., stories about robots for IT students). Adventure stories may
also deal with students’ specialty (e.g., geography).
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Besides genres pure, it is easy to classify the text into five types as expository, narrative,
persuasive, procedural, transactional. Expository is a genre of writing that informs, describes, or
explains with text types that include: autobiography, biography, descriptive, essay, experiment,
informational report, and media article. This genre is essential for EAP / ESP students. Narrative is
a genre of writing that entertains or tells a story with text types that include: adventure, fairy tale,
fantasy, historical fiction, mystery, personal narrative, realistic fiction, and science fiction.
Persuasive is a genre of writing that attempts to convince readers to embrace a particular point of
view with text types that include: advertisement, editorial, persuasive essay, political cartoon,
pro/con, and review. This genre may also be useful for EAP and ESP students, as they need samples
of persuasive writing. Procedural is a genre of writing that explains the instructions or directions
for completing a task with text types that include: experiment, how to, and recipe. This genre is
extremely useful for EAP /ESP students, as it also involves manuals and documentation
accompanying technical equipment. Transactional is a genre of writing that serves as a
communication of ideas and information between individuals with text types that include: business
letter, friendly email, friendly letter, interview, invitation, postcard, speeches, and weblog entry. It
may also be useful for EAP / ESP students.
Expository text, argumentation, and persuasive text often contain pictures, charts, tables, and
other graphic elements that augment text and contribute to its meaning. Ancillary aids such as
headings, bolded text, or bulleted lists emphasize specific components of the text to reinforce
authors’ messages (NAEP, 2012, p. 10).
NAEP (2012, p. 23, 25) offers informational texts’ matrix which I modified to some degree,
omitting the elements which are not essential for this research. It is presented in table 2.2.
Table 2.2. Informational texts’ table matrix
Genre

Text structures and features

Textbook
News article
Feature article
Encyclopedia entry
Book review
Essay (e.g., informational, persuasive, analytical)
Research report

Organization:
Description
Sequence (e.g., enumeration, chronology)
Cause and effect
Problem and solution
Comparison and contrast
Quotations
Examples
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Logical arguments
Content features
Point of view
Topics or central ideas
Supporting ideas and evidence
Graphic features
Titles
Subheadings
Italics
Captions
Sidebars
Photos and illustrations
Charts and tables

While analysing the difficulties that a text involves, readers might encounter with a text in an
unfamiliar genre. The literature, unfortunately, appears to include very little empirical work
reporting on how readers actually do or do not cope. Hallam and Francis (1998) have not been able
to find empirical studies dealing with genre difficulty in relation to learning in higher education, but
appreciation of the importance of awareness of genre for text reading has been widely discussed in
relation to texts in education. Littlefair (1991) explored the issue quite fully, and reported an
empirical study of the development of pupils’ awareness of aspects of genre and register from the
primary into the secondary school years, arguing that different genres capture different ways and
purposes of communicating that require appropriate appreciation for text understanding.
Rauchuverk (2010) stresses that reading comprehension difficulty differs, depending on the
text genre. Such genres as a scientific articles is definitely among the most difficult ones.
I decided to sum up the possible advantages and disadvantages for university students
dealing with reading different text genres in table 2.3. While choosing a certian genre, teacher and
students can take them into consideration.

Table 2.3.Difficulties and attitude of university students towards reading text genres
Genres

history

difficulties with
contents
demands
knowledge and
understanding of

language
difficulties
archaisms

some other
problems
-
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motivation

depends on the
taste

advantages

useful for history
students

history

mystery

is vague and
different to
comprehend

too many vague
words

fantasy

not always
thoughtprovoking

-

life stories

-

-

may not be
liked due to
religious
views

depends on the
taste

arise curiosity

-

depends on the
taste

-

-

usually high
enough

-

science fiction

-

-

-

depends on the
taste and quality

useful for
students of
technical
sciences

detective stories

too sometimes
complex plot

-

-

depends on the
taste

logical develops
thinking

humorous
stories

mentality
(English homour)

-

-

high

emotional

horror / gothic
stories

often ,frightening
causing ,not clear too many vague
negative
words
emotions

may be cruel

depends on the
taste and views

-

romance / love
stories

-

-

some students
may like them
but be shy to
discuss in class

depends on
taste,gender and
cultural tradition

emotional

adventure
stories,
travelling,
discovery

-

-

usually
motivating

emotional

war stories

tragic

-

female students
like seldom

depends on
gender and taste

useful for history
students

links theory with
life

-

autobiography,
biography

-

-

-

depends on the
taste and
popularity of the
person

newspaper
article

-

may contain too
much

-

depends on the
topic and
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contemporary
contents

terminology

popular sciene

scientific article

-

-

complicated

may contain too
much
,terminology
complex syntax

information

-

reasonably
motivating

easy to
understand and
promotes
professional
knowledge

-

expect for
intrincically
motivated
students, not too
high

professionally
useful

easy to
understand and
promotes
professional
knowledge

textbook

-

-

-

reasonably
motivating,
depends on the
quality and topic

tecnical
description /
manual

-

terminology

-

unmotivating

professionally
useful

-

-

-

depends on the
students’ interest

promotes
professional
knowledge

-

formal language

history of
science and
technologies

official
documents

authentic

Liking or not liking certain genres largely depends on students’ gender. Merisuo-Storm
(2006) explored girls’ and boys’ (aged 10-11) attitudes towards reading and writing. Girls enjoyed
reading significantly more than boys. Boys liked mostly comics and humorous books, while
adventure books were girls’ favourites. Many boys did not enjoy typical school texts. The results
suggest that pupils’ interest should be a key factor in the selection of reading material; otherwise,
many students will avoid reading and may develop a lifelong aversion to it.
Even though female students’ majors may be technical, their preferred reading may be love
stories, so they will be much happier dealing with them at least part of the time in reading classes
than with purely technical texts. However, it is not always so, so forecasts and text selections for the
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reading syllabus based on our students’ gender may not be very helpful (Mingol, 2009). For
instance, while I was trying to schedule the content according to gender, the genre such as romance
was chosen only by 20% of female students (in Iraqi society this may be due to cultural
peculiarities, as female students might be too shy to discuss writings of this genre with male
students). On the other hand, some genres which look more malish were chosen by female students
as well. Anyway, a variety of genres as well as the variety of contents of reading texts will make
students’ reading skills more adaptive and flexible. While teaching EAP / ESP, course books and,
correspondingly, teachers often keep to the genres typical for the corresponding sphere (e.g.,
English for Science and Technology – popular science, scientific articles, descriptions of equipment
and its functioning), which makes reading, although professionally useful, but monotonous and
boring and the students’ reading skills are not flexible.This is why in my experiment I expected
students to benefit more from a selection of genres and topics than from pre-selected by course
book author texts.

2.5. Activities for the development of reading skills and strategies
Some people believe that just by reading much the person will automatically develop
efficient reading skills and strategies. Practice shows that this is not exactly so. Some people read a
lot, but still remain inefficient readers.
Reading activities are classified according to time when they are fulfilled (pre-, while and
post-reading). Besides, normally language teaching methods specialist speak about form (mostly
vocabulary) and content-focused reading activities. The form-focused activities view whether the
reader understands the vocabulary and (seldom) grammar in the text. The students may be asked to
interpret the meaning of certain words or structures by a multiple choice task or themselves. Among
form-focused activities are brainstorming the vocabulary which may be useful for text
comprehension and interpretation of structurally complex sentences or sentences involving difficult
to comprehend syntactic constructions.

The content-focused reading activities usually include

finding key words or sentences in the paragraph or whole text, true/false/ no information
(accompanied by finding the paragraph/ sentence proving one’s view), jigsaw (making up a text out
of mixed paragraphs, entitling the paragraphs / text, answering comprehension questions, filling in
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the information gap (each student has his / her variant of the text), discussion / debate, writing a
critical essay, etc.
The majority of pre- and while-reading activities are form-focused, while the majority of postreading activities are content-focused. However, discussing the topic of the text to be read,
demonstrating the background knowledge, may be content-focused.
Gruenbaum (2012) offers a very good analysis of reading activities developing reading
strategies, which is largely reflected below.

2.5.1. Pre-reading activities
Among the pre-reading activities usually the following ones are recommended / applied:
9

Pre-teaching of essential vocabulary and possibly complicated grammatical structures

9

Brainstorming the vocabulary maps (spidergrams)

9

Predicting the topic and contents of the text based on the title, subtitles and illustrations

9

Finding out students’ background knowledge on the topic; sharing it, if it looks like that few
students possess it

9

Scanning to predict the contents of the text

9

Giving a few comprehension questions to concentrate on while reading
Taglieber, Johnson, and Yarbrough (1988) found that vocabulary pre-teaching was

significantly less effective than pre-questioning and pictorial context. However, Carrell (1988, p.
243) claimed, “Pre-teaching vocabulary in order to increase learning from text will be more
successful if the words to be taught are key words in the target passage”. In Hudson (1982) research
it was shown that with advanced-level students, there were no significant differences between the
two types of pre-reading strategies. Moje and Speyer (2008) stress the importance of building
background knowledge prior to beginning reading any text. The utility of both pre-reading and
while-reading vocabulary assistance are supported by cognitive load theory (Sweller, 2005).
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According to Nagao (2002, p. 20), one good point of previewing is that it can always be
conducted regardless of the linguistic difficulties of the text because previewing does not require
students to carefully read the text itself. Skills should be taught as continuously as possible, so it is
very important. Another good point is that it can be taught that any kind of information in the text is
indispensable in reading. In other words, emphasis should be put on such visual information as
photos, illustrations, graphs, and charts, because they are closely related to what is written in the text
He (Nagao, 2002, p. 21) mentions that there are four advantages for semantic mapping as a prereading activity. The first advantage is that semantic mapping can always be conducted whether the
text is linguistically difficult or not because it does not require students to read the text. Secondly, in
terms of vocabulary building, many new words can be introduced if students are allowed to use their
native language. In this activity, use of L1 is recommended when students do not know the adequate
English words, because it matters not whether students know the words but that students try more
associations. The third advantage is that through trying to find the reason for their association
students come to have a habit of thinking more of their prior knowledge. Lastly, semantic mapping
guides students to pay attention to the whole organization, because they have to look over all the
words in grouping or labeling the words.
Prediction refers to the hypothesis generated or the assumptions made about what is
expressed within the text. During prediction, students activate prior knowledge about a topic in the
text. To be able to practice this strategy, they should be able to reevaluate predictions to revise them
if needed. This practice assists students in self-monitoring their comprehension. However, the
prediction skill is found to be lacking in college readers (Palincsar, 1986; Teele, 2004).

2.5.2. While-reading activities
The while-reading activities normally include:
9 If pre-questions were given, then finding answers to them
9 Skimming to find particular information
9 Reading aloud of long sentences to better understand where one clause ends and another
begins (also called chunking)
9 After reading a part of the sentence / text, forecasting what will follow
9 Underlining important information, key words, and unclear sentences
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9 Rereading the especially difficult or important sections
9 Trying to solve vocabulary problems via the application of dictionary and/or guesswork
(grammatical analysis to find out the part of speech, word-building elements analysis,
finding collocations, applying world / professional knowledge)
9 Trying to solve grammatical problems via grammatical analysis
9 Asking oneself (or preparing to ask peers) wh-questions, especially questions dealing
with cause-result relationships) (if questions are asked to peers, this is a post-reading
activity
9 Trying to explain to oneself / peers the main ideas in the text and important concepts
used in it
9 Dealing with text structure, author’s intentions, main idea, etc.
9 Writing a plan for the read text (may be a post-reading activity as well)
9 Illustrating the text (may be a post-reading activity as well)
9 Text assessment (interesting / useful / realistic or not and why)
Alessy and Dwyer (2008, p. 249) state the advantage of during-reading vocabulary
assistance compared to the pre-reading one is that it occurs just when it is required. Vocabulary
presented before reading may be forgotten by the time the vocabulary is again encountered during
the reading selection. However, no research has investigated this “just-in-time” advantage.
Readers use a range of knowledge sources to infer the meanings of unfamiliar words or
unclear sentences (Bengeleil and Paribakht, 2004; Nassaji, 2003; Paribakht and Wesche, 2006;
Wesche and Paribakht, 2010). These include contextual cues (a single word from the immediate
context, the immediate context, and context beyond the immediate sentence), word-level knowledge
(phonology, orthography, and derivational morphology), sentence-level knowledge (parts of speech,
sentence meaning, sentence syntax, and punctuation), discourse-level knowledge (global use of the
text, genre conventions, textual schemata, and style and register), and background knowledge.
For lexical inferencing the relative contributions of these knowledge sources for different L1
and L2 combinations at different levels of L2 language proficiency remain an area of ongoing
research. While Clarke and Nation (1980) advocated that English as a Second Language (ESL)
readers should primarily use context to determine the meaning of unknown words, studies have
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shown that for L2 readers context alone is not that helpful (Frantzen, 2003), even for lexically
skilled readers (Nassaji, 2004).
Research indicates that a reader must know 90-95% of the words in a passage to fully
comprehend it (Carver, 1994; Chall, Jacobs, and Baldwin, 1990; Na and Nation, 1985, Laufer,1989;
Hu and Nation, 2000, Nagy and Scott, 2000). So, it is quite natural that developing vocabulary
comprehension strategies while reading is essential. Among these strategies is dictionary
application. Too many people think that the application of a dictionary needs no special strategies.
Experience shows that this is not so. Even with electronic dictionaries which are so easy to use (they
do not depend on student’s knowledge of order of letters in the alphabet, they do not demand to
understand that not only the first letter decides the place of the word in the dictionary, but also the
second, the third, etc. – these skills are necessary when using on-paper dictionary) some students are
more successful in finding what they need than others. They need to be trained to recognize such
comments as chem., math., eng., etc., showing the branch from which the term comes. They need to
be able to get rid of or add affixes (prefixes and suffixes) if they can’t find the word they need – to
find a relative word and then to calculate the meaning of the sought word. Selecting the adequate
meaning from the ones offered by the dictionary is another issue. In Mason, Kniseley, and Kendall
(1979) study, the comprehension with a dictionary of polysemantic words was investigated. Results
indicated that the subjects selected the primary meanings more often than the secondary meanings.
Type of the dictionary (mono or bilingual) also matters. Students tend to prefer bilingual
dictionaries, as they feel more secure like this, but the problem often is that with terminology, which
is becoming more and more international (barbarisms/direct borrowings and not translation), you
often find a translation which tells you (probably, applying a different alphabet)

that, say, a

“monitor” is a “monitor”. But if you do not know what is a monitor, does it help you? Meanwhile, a
monolingual dictionary gives a definition, which helps you guess what it is all about. On the other
hand, if the definition is written in a complicated language, this is also not very helpful.
Checking whether the found meaning fits the context is another strategy, which may employ
translation of the whole sentence into the native language (in the native language students usually
more easily notice wrong interpretations).
The strategy of dictionary application also deals with when the learner uses it. Though the
utility of both pre-reading and while-reading vocabulary assistance are supported by cognitive load
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theory (Sweller, 2005), researchers and teachers alike claim that frequent use of a print dictionary
disrupts fluent reading and should be avoided (e.g., Liontas, 2001). This is why, to my mind, the
student needs to choose one of the two strategies:
a) Just underline the unfamiliar vocabulary during the first reading, then look all the words
up in the dictionary, and finally reread the text, possibly, sometimes looking at the found
meanings. In EAP / ESP reading this way is appropriate only if there are few unfamiliar
words.
b) Underline the unfamiliar vocabulary in the paragraph, then use the dictionary, then move
to the next paragraph.
Several studies have demonstrated that during-reading activities do improve reading
performance (whether it be recall, comprehension, main ideas, or details). Most of these studies
contrasted different types of during-reading activity. Aust, Kelley, and Roby (1993), for instance,
found that students using a bilingual hypermedia dictionary looked up more words and read texts
more quickly, without any comprehension decrement, than students using traditional dictionaries.
Haynes (1984) found that guessing which only required reference to immediate sentence
context was more effective than guessing which depended on textual elements farther away from the
target word. In other words, guessing using local context is superior to guessing using global
context. Because of this, she suggests that guessing should only be encouraged if clues are in the
immediate context, but that students should also be taught when not to guess. However, whole text’s
context as well as background knowledge do matter.
Baker and Brown (1984) determined that proficient readers employ a number of
metacognitive strategies during reading that assist them to understand a text. For example, proficient
readers, aware of whether or not they understand what they are reading, will use “fix‐up” strategies
when comprehension fails, such as rereading, slowing down, or looking up word definitions,
identifying important aspects of a message, focusing attention on major content rather than trivia,
engaging in goal‐setting and determining if these goals are being achieved, and taking corrective
action when comprehension fails. Rereading of a certain section may be also used when it is
necessary to better comprehend some part, but the reader does not well remember what had already
been read.
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The intent behind using think‐aloud technique is to help students develop the ability to
monitor their reading comprehension and employ strategies to guide or facilitate thinking
(Baumann, Jones, and Seifert‐Kessell, 1993).
Questioning strategy may improve student comprehension not only of the sentence /
paragraph / text, but also within the subject area. This is another important skill which students may
lack (King, 1993;Millis and Cottell, 1998; Palincsar and Brown, 1986).
The strategy of clarification requires that students identify information that may hinder
comprehension. Examples of information that can hinder comprehension include new concepts,
vocabulary, and reference words. If students can identify such information, they are able to take
actions to correct their learning, such as rereading or asking for clarification from others (Palincsar
and Brown, 1986). College students often cannot use this strategy (Yang, 2010).
Readers “who have not achieved fluency read either in a word-by-word manner or by
grouping words in ways that deviate from the type of phrasing that occurs naturally in oral
language” (Kuhn & Stahl, 2004, p. 418). Inappropriate skills in grouping words into units or chunks
for reading are most easily manifested in oral reading (e.g., Amer, 1997; Schreiber, 1991). That is
probably why the chunking ability is associated with reading aloud in the L1 literature. Reading
aloud often helps ESL / EFL readers to better chunk and, correspondingly, understand the sentence.

2.5.3. Post-reading activities
The post-reading (mostly content-focused) activities normally include:
9 Grouping vocabulary applied in text by thematic, synonym / antonym, words-derivedfrom- the-same-root principle
9 Filling in some tables, building graphs, etc., based on the information in the text
9 Reciprocal teaching
9 True/false/ no information or no evidence
9 Jigsaw
9 Entitling the paragraphs / text
9 Answering comprehension questions
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9 Filling in the information gap (each student has his / her variant of the text)
9 Writing or telling a summary / abstract
9 Discussion / debate, writing a critical essay
The Reciprocal Teaching (RT) technique involves a group effort between instructors and
students, and among students with their peers, focused on bringing meaning to text. The RT
approach incorporates a variety of strategies to increase comprehension (Palincsar and Brown, 1986;
Vacca, Vacca, and Mraz, 2011), which include predicting, clarifying, questioning, and summarizing.
Within the RT approach, teacher and student take turns leading discussions about the reading.
Teachers encourage student interaction and monitor the learning through modeling appropriate
strategies and asking questions to scaffold the learning (Gruenbaum, 2010).
The summarization technique entails students identifying the main idea and important details
within the reading. A summary involves the retelling of the text in a concise way that includes
important details only (Duffy, 2003; Irwin, 1991). When students do not effectively identify and
categorize important information (which, unfortunately, is very often so), it can affect their writing
(Duffy, 2003; Jones, 1999).
Concept maps may assist students in connecting ideas and relationships of concepts within
the reading. Students may use this tool as an aid to create a summary, oral or written (Hammond,
2008; Thiede, Griffin, Wiley and Anderson, 2010).
As I have mentioned, reading activities should not only permit students to practice reading
and assess students’ reading skills, but also contribute to the development of their reading strategies.
This is why, besides the standard classification of reading activities according to the time when they
occur, I would like to group activities for reading skills / strategy development as:
9 Activities contributing to enhancing interest towards the text and reading in general
9 Activities helping to develop comprehension strategies
9 Activities for eliciting information (activities to develop different types of reading:
skimming / scanning or detailed comprehension, with or without translation, intensive or
extensive)
9 Activities developing memorization strategies
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9 Activities contributing to assessment and application of the read text, to the development
of creativity
In table 2.4. I summed up the reading activities according to strategies they help to develop.
Table 2.4. Alignment of reading activities and strategies
Activity

Strategy

Predicting the topic and contents of the text based on the title, subtitles and
illustrations

comprehension, motivation (causing
curiosity)

Grouping vocabulary (while- and post-reading)

comprehension

Pre- or while-reading teaching of essential vocabulary and grammatical
structures

comprehension

Pre-, while- or post-reading building the vocabulary maps

comprehension

Finding out students’ background knowledge on the topic; sharing it, if it
looks like that few students possess it

comprehension

motivation, comprehension

Scanning to predict the contents of the text
Pre-, while- and post-questioning

motivation, comprehension

Answering each other’s and teacher’s questions

comprehension

Skimming to find particular information, which can be applied for
particular purposes, prove or disprove an idea

comprehension, application, eliciting
information

Reading aloud (chunking)

comprehension

Forecasting

comprehension, motivation

Underlining important information, key words, and unclear sentences

comprehension, memorization

Rereading the especially difficult or important sections

comprehension, memorization
comprehension

Dictionary application

comprehension, motivation

Guesswork

comprehension

Grammatical analysis

comprehension, motivation, eliciting
information, memorization

Reciprocal teaching

comprehension

Thinking aloud
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Dealing with text structure, author’s intentions, main idea, etc.
Writing a plan for the read text (may be a while- or a post-reading activity)
Illustrating the text (may be a while- and a post-reading activity)

comprehension
comprehension, memorization
comprehension, memorization
assessment

Expressing opinions and giving reasons, debates
Filling in / making up some tables, building graphs

comprehension,
application

memorization,

True/false/ no information

comprehension

Jigsaw

comprehension

Entitling the paragraphs / text

comprehension

Filling in the information gap (each student has his / her variant of the
text)

eliciting information, comprehension

Writing or telling a summary / abstract

comprehension, memorization

Writing a critical essay

higher-order
comprehension,
developing creative skills

It is easy to see from the table that the majority of activities promote comprehension, however,
some of them have other functions, separately from or additionally to this one.

2.6.Assessment of reading skills
Unfortunately, there are practically no research articles available on the topic, the majority of
publications are instructions or descriptions prepared by organizations holding the assessment of
reading skills. The “research” articles that I managed to find deal with observational studies /
surveys of levels of reading skills in this or that school / country. Probably this is why for the last
two decades the only reading comprehension tasks that ESL / EFL course books offer are:
9 True / false or true / false / no evidence, with or without finding support in the text
9 Multiple choice (question with options of answers or beginning of the sentence with
options of endings offered)
9 Constructed response
True / false items normally deal with low-level comprehension skills, such as facts, dates,
etc. Multiple choice items mostly deal with vocabulary comprehension, seldom – with
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comprehension of grammatical forms and structures, in some tests (e.g., TOEFL) – with
understanding the main idea and the topic. Some national and international reading comprehension
tests involve tasks for short answers (usually for reading for gist). Sometimes, to check the
understanding of cohesion, students are asked to identify the referent pronoun. This task stands for
higher-order comprehension skills.
The Progress in Reading Literacy Study (PIRLS) was developed in 2001 to help improve the
teaching of reading and the acquisition of (native language) reading skills around the world (55
countries are participants). It deals with primary school children (up to grade 6), as it is widely
believed that reading skills in the native language are basically formed in this period. Probably, one
of the reasons why second / foreign language students have such huge problems reading texts whose
level is above intermediate is exactly this negligence of teaching reading strategies in the native
tongue after the technical aspect of reading has been taught. The definition of reading literacy,
according to PIRLS (Mullis et al.,2009, p. 11) is:
It is “the ability to understand and use those written language forms required by
society and/or valued by the individual. Young readers can construct meaning from a
variety of texts. They read to learn, to participate in communities of readers in school
and everyday life, and for enjoyment.”
Four types of reading comprehension processes are assessed in PIRLS (Mullis et al.,2009, p.
13):
9 focus on and retrieve explicitly stated information
9 make straightforward inferences
9 interpret and integrate ideas and information
9 examine and evaluate content, language, and textual elements.
The tasks for assessment of reading comprehension may be (Mullis et al., 2009, p. 25-29):
9 identifying information that is relevant to the specific goal of reading
9 looking for specific ideas
9 searching for definitions of words or phrases
9 identifying the setting of a story (e.g., time, place)
9 finding the topic sentence or main idea (when explicitly stated).
9 inferring that one event caused another event
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9 concluding what is the main point made by a series of arguments
9 determining the referent of a pronoun
9 identifying generalizations made in the text
9 discerning the overall message or theme of a text
9 considering an alternative to actions of characters
9 comparing and contrasting text information
9 inferring a story’s mood or tone
9 interpreting a real-world application of text information.
9 evaluating the likelihood that the events described could really happen
9 describing how the author devised a surprise ending
9 judging the completeness or clarity of information in the text
9 determining an author’s perspective on the central topic
According to Reardon, Valentino, and Shores (2012, p. 19), reading proficiency level should
be defined according to the components, shown in Table 2.5. This table is valuable for my research
(except first three lines in the second and third column, as, though the Arab script is absolutely
different from Latin alphabet used for English writing, university students in Iraq do not have the
difficulty of letter recognition while reading in English). All these aspects of reading skills have to
be assessed.
Table 2.5. Reading proficiency components
classification

skill

Description

word-reading
literacy skills

letter recognition

identifying upper- and lower-case letters by name

beginning sounds

associating letters and sounds at the beginning of words

ending sounds

associating letters and sounds at the end of words

sight words

recognizing common words by sight

comprehension of
words in context

reading words in the context of other text

literal inference

making inferences using cues directly stated within the text (for
example, understanding the comparison being made in a simile)
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knowledge-based

extrapolation

identifying clues used to make inferences, and using background
knowledge and cues to understand the use of homonyms

evaluation

demonstrating an understanding of the author’s style of cuing the reader
in, and making connections between a problem in the narrative and
related real-life experiences

evaluating nonfiction

critically evaluating, comparing, contrasting, and understanding the
effect of aspects of both expository and biographical texts

evaluating complex
syntax

evaluating complex syntax and understanding high-level nuanced
vocabulary in biographical text

competences

According to NAEP (2013, p. IV), reading is an active and complex process that involves:
9 Understanding written text.
9 Developing and interpreting meaning.
9 Using meaning as appropriate to type of text, purpose, and situation.
They apply multiple-choice and constructed-response items to assess reading comprehension
skills, which is quite traditional and does not involve higher-order skills / strategies. Vocabulary is
measured explicitly. Word meanings are tested in context, and enough vocabulary items are
included to report useful information on the extent of vocabulary knowledge. What also makes
NAEP assessment traditional is that they use only printed texts (compared to PISA assessment, see
below). However, they do mention task type “critique and evaluate” (NAEP, 2013, p. 39): Items
may ask students to evaluate the quality of the text as a whole, to determine what is most significant
in a passage, or to judge the effectiveness of specific textual features to accomplish the purpose of
the text (e.g., the effectiveness of details selected to support a persuasive argument). Items might ask
for the likelihood that an event could actually have taken place, the plausibility of an argument, or
the adequacy of an explanation for an event. Items can ask students to focus at the level of language
choices (for example, nuances expressed in a metaphor) or at the broader level of the entire text (for
ex-ample, evaluating the effectiveness of an author’s craft to accomplish his or her overall goals).
PISA is assessing school graduates’ literacy skills internationally. One of the basic skills it assesses
is, naturally, reading. The framework for reading assessment that was worked out for this project
(OECD, 2009, p. 14) according to contemporary research as well as official educational
requirements involves:
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9 Text format (continuous texts: narration, exposition, argumentation, instruction and
transaction- and non-continuous texts: lists, forms, graphs, or diagrams; in print and
electronic media)
9 Reading process (not the reading technique that students of this age definitely possess,
but their proficiency in accessing and retrieving information, forming a broad general
understanding of the text, interpreting it, reflecting on its contents and reflecting on its
form and features
9 Situations (for EAP / ESP students these are a manual or report for occupational use and
a textbook or worksheet for educational use).
Except the term “situations” (which has a much more adequate substitute – “genres”), I find
these requirements very adequate.
PISA (OECD, 2009, p. 34- 38) also offers a very adequate, authentic types of tasks for
assessment of (native tongue) reading skills:
9 Tasks for information retrieval: students must match information given in the question
with either identically worded or synonymous information in the text and use this to find
the new information called for.
9 Tasks for interpretation (making meaning from something that is not stated) and
integration (demonstrating an understanding of the coherence of the text): inferring the
connection between one part of the text and another, processing the text to form a
summary of the main ideas, requiring an inference about the distinction between
principal and subordinate elements, finding a specific instance in the text of something
earlier described in general terms, identifying the main topic or message or by identifying
the general purpose or use of the text.
9 Tasks for reflection and evaluation (drawing upon knowledge, ideas or attitudes beyond
the text in order to relate the information provided within the text to one’s own
conceptual and experiential frames of reference): assessment of the claims made in the
text against their own knowledge of the world, argumentations of one’s opinions from
beyond the text, determining the usefulness of a particular text for a specified purpose.
Unfortunately, the third type of tasks also require good writing skills (which was beyond the
course I taught), so in my experiment I did not use this type of tasks, however, I realize that to make
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the assessment of reading skills less mechanical than it is nowadays, this type of tasks is
indispensable.

2.7. Cognitive peculiarities of university students

To teach undergraduate students effectively, educators need to understand well the
psychological peculiarities of their age. Unfortunately, age psychology and pedagogy are basically
interested

in younger

learners (of

school

age).

Besides,

though

the

concept

of

“undergraduate/graduate student age” exists, it is clear that in reality their age may be any between
17 and 60. Anyway, as the majority of undergraduate students are at the age 17-25, it is necessary to
view this category, or adolescents and young adults. I would like to view several aspects of
undergraduate students’ psychology:
9 Type and degree of motivation
9 Ability to form / develop language, first of all, reading skills in a foreign language
9 Memory
9 Attention
9 Intellectual development and cognitive strategies
It is a widely spread idea that undergraduate students are more motivated to learn than school
children and their motivation is tightly linked with their professional needs. It would be logical, as
children go to school just because they have to (i.e., many of them are only externally motivated by
parents and teachers), while university students decide to continue studies themselves (their
motivation should normally be internal). Besides, their choice of specialty is connected with the
future jobs they keep in mind. In reality the picture is much more complicated. As Doghonadze
(2013) has shown, students have a bunch of motives, among which external motives prevail. This
means that their motivation is not as strong as it is expected to be. Taking this factor into
consideration, it is received that their motivation not very often is instrumental (professionallyoriented). All this brings me to conclusion that, without special measures taken to motivate students,
their motivation will be low, and, correspondingly, so will be the efficiency of their learning.
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Schleppegrell (1987, p.4) states that older adults studying a foreign language are usually
learning it for a specific purpose: to be more effective professionally, to be able to survive in an
anticipated foreign situation, or for other instrumental reasons. If the content of the reading text is
professionally interesting (useful), adult students tend to forget their worries about imperfect
language they use and concentrate on the contents of the studied material. If they really see how to
use the taught vocabulary or structures, they are ready to work hard to memorize them. This is why
situational approach (typical situations arising at work and in connection with work) is helpful.
Authenticity of texts, language and tasks (activities) is essential (Villegas Rogers & Medley, 1988).
If the task you give does not require to apply the target language, adult learners will be reluctant to
fulfill it (e.g., an Iraqi scientist speaking in English to another Iraqi scientist during a conference
break – this situation is unnatural). Sometimes teachers need to motivate students extrinsically, too
– via competitions (who faster and with fewer mistakes fulfills the reading comprehension test),
games (e.g., crosswords puzzles), quizzes (like the Wheel of Fortune), etc.
In cognitive psychology and in particular in language teaching/learning theory the concept of
critical period is emphasized. Critical period is the general phenomenon of changes over maturation
in the ability to learn (in the case under consideration in this paper, to learn language (Johnson,
Newport, 1989, p. 60-61).It does not happen all of a sudden, but rather gradually (ibid, p. 95).
Though basically applied to first (native) language learning, it is often applied to second/foreign
language learning as well. There is a widely spread belief that there is age after which, if a person
has never studied any language but his/her first language, acquisition of a second (to say nothing of
the further) language is largely barred.
If critical period exists for second language learning like it certainly exists for first language
learning, it should be the case that young children are better second language learners than adults
and should consequently reach higher levels of final proficiency in the second language. This
prediction was tested by Lenneberg (1967). His results support the conclusion that a critical period
for language acquisition extends its effects to second language acquisition. Johnson and Newport
(1989, p. 64) view two hypotheses dealing with critical period for Second Language learning:
-

Version One: The exercise hypothesis. Early in life, humans have a superior capacity for
acquiring languages. If the capacity is not exercised during this time, it will disappear or
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decline with maturation. If the capacity is exercised, however, further language learning
abilities will remain intact throughout life.
-

Version Two: The maturational state hypothesis. Early in life, humans have a superior
capacity for acquiring languages. This capacity disappears or declines with maturation.

While the exercise hypothesis forecasts that children will be superior to adults in acquiring a
first language (but adults still can learn a second language), the maturational state hypothesis claims
that there is something special about the maturational state of the child’s brain which makes children
particularly adept at acquiring any language, first as well as second.
Johnson and Newport (1989) studied second language grammar acquisition, comparing
children and adult language learners. Subjects were 46 native Chinese or Korean speakers who
learned English as a second language. The subjects were tested on their knowledge of English
syntax and morphology by being asked to judge the grammaticality of spoken English sentences of
varying types. English grammar items included in the research were rather exhaustive. They came to
conclusion that language does not become totally unlearnable during adulthood (Johnson and
Newport, p. 96), the ability to learn it is very individual.
Some studies (Asher & Price, 1967; Olson & Samuels, 1973; Snow &Hoefnagel-Hohle,
1977; Snow &Hoefnagel-Hohle, 1978) demonstrate an adult advantage in mastering both phonology
and syntax. Adults thus seem to learn a second language more quickly. Knowledge of mother
tongue permits them to transfer mother tongue grammar, reading and writing skills, for example, on
the second/foreign language. Yes, learners starting a second/foreign language in adulthood make
more grammatical errors and their pronunciation more imperfect than children’s, but they are rather
successful.
Asher and Price (1967) have carried out an experiment with 96 students from the second,
fourth and eighth grades of a school and 37 undergraduate students from a college. The subjects did
not have any previous knowledge of Russian, the targeted language. After three short trainings
conducted in Russian language, the results showed that the eight graders performed significantly
better than the second and the fourth graders. They also noticed that college students did better than
school children because of above average mental ability of the adults.
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Oyama (1976, 1978) studies, besides maturation, take into consideration various factors,
including motivation. For example, he argues that the adult is less motivated than the child to learn
the language fully, is more self-conscious about speaking (i.e., practicing and making errors), does
not have the cultural identification with the host country necessary to become fluent, and in general
is less able to achieve the open attitudinal and affective state required for language acquisition to
take place. Do not forget, however, that motivation of immigrants (or ESL learners) and of those
learners who are trying to master a foreign language is not the same.
Some researchers and teachers name the age of as early as 15 (maturation), others name 25
or 40 as such an age, after which starting to learn a new language is very inefficient. Lightbown and
Spada (1993, p. 55), for example, based on Critical Period Hypothesis believe that age in second
language learning is a decisive factor. They studied the English language skills of American
immigrants and came to conclusion that starting a second language at the age higher than 15, will
very rarely bring to mastering it on a native-like level.
Also, it is important to remember that native-like level of language learning isn’t generally
our goal in ESP teaching. The goal is to achieve high level of professional and near-professional
communication, and everybody who begins learning ESP in the age more than 15/25/40 should
know that success is quite realistic with adequate methods of teaching and learning. The level of
pronunciation skills has to be phonemic or comprehensible, though accent not interfering in
comprehension is admissible. Grammar may be simplified and limited to the forms without which
ideas cannot be expressed / understood. Successful avoidance and meaning clarification strategies of
adult learners, however, are essential and probably even better than with the native speakers. Adult
language learners do not study worse, they just study differently (use different strategies). There are
some researchers which also, like me, view second/foreign language learning by adult students who
in the school age due to some reasons were not very successful in it optimistically. In Patkowsky’s
(1980) study among 34 adult immigrants who didn’t know English before immigrating to the US,
only 2 (6%) couldn’t reach B+ or A grade after 5 years of stay in the country, while among children
success rate was only a bit higher (32 out of 33 children reached the same level). Besides an innate
ability (or, after a certain age, disability) to learn a language, ordinary people as well as scientists
who say that adult learners cannot acquire a second/foreign language effectively do so, because they
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know that memory declines with age. McLaughlin (1992) names this idea among myths about
second language learning:
Myth1:Children learn second languages quickly and easily
Myth 2: The younger the child, the more skilled in acquiring a second language
Till the age 20 memory is believed to be maturing, at the age 25-35 it is “conserved”, though worse
than at 20, at the age of 35-40 decline begins. Both cross-sectional and longitudinal studies show
that working memory declines with ageing (Hedden&Gabrieli, 2004). Long-term memory also
shows some decline, especially in retrieval. Recent studies on aging, however, have proved that
learning ability does not decline with age, especially if people keep learning continuously (what
most professionals do today).
Recent research in neurology has shown that children have a good mechanical memory
(based on rote or subconscious memorization, while adults learn in a more conscious way,
transferring existing language skills (including native language skills), analyzing contexts, creating
associations, using mnemonic techniques, such as keyword, first letter, chunking, verbal mediators,
superimposed meaningful structures. Language learning is different in childhood and adulthood
because of developmental differences in the brain, in important respects adults have superior
language learning capabilities (Walsh and Diller, 1981). However, Walsh and Diller believe that
language learning does have sensitive periods, which vary according to skills. Reading is least
problematic among them. Adult learners have a rich experience and wide and deep background
knowledge which help them understand while reading and listening, they have a more developed
system of concepts, cognitive / learning strategies, etc. All these help them learn a second/foreign
language successfully.
According to Schleppegrell (1987, p.2), “the advantage for adults is that the neural cells
responsible for higher-order linguistic processes such as understanding semantic relations and
grammatical sensitivity develop with age”. Grammatical analysis, systematization of vocabulary
into lexico-semantic groups and fields, comparison with native tongue and probably another
language that they know helps them acquire language. However, fluency is a feature more typical of
young learners.
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In practice adult language learners may be less successful than children because of
traditional language teaching methods, appropriate for children, but ineffective for them. Many
young learners have an auditory learning style, even those with visual and kinesthetic learning styles
benefit from listening to information more than adults do. Majority of adults have a visual learning
style, listening to complicated contents is rather ineffective for them (they have perception,
comprehension and retention problems). While teaching a language to them, relying too much on
listening is a disadvantage for adult learners. On the other hand, learning reading in a foreign
language is often easier for them than for children, if they have successful comprehension strategies
in the native tongue.
The adult learns best not by rote, but by creating associations and reshaping the existing
schemata (integrating new concepts and material into already existing cognitive structures).
Schleppegrell (1987, p.2) also speaks about speed as a factor that works against the older student. So
fast-paced drills and competitive exercises and activities may not be as successful with the
undergraduate students than with schoolchildren.
According to Affective Filter Hypothesis (Krashen&Terrel, 1983), an affective filter is a too
high level of emotions (mostly negative, such as anxiety, fear of making a mistake, shyness, etc.)
negatively influences language acquisition. This, unfortunately, is often characteristic of adult
learners, who are used to have some position and authority and are afraid to lose face in front of
more talented peers. Many of them prefer to be silent and be viewed as dumb by some of learners
and teacher (though, generally, silence may be masked as seriousness and even wisdom) to being
viewed as dumb because of minor slips of the tongue. Teachers whose adult learners are successful
in language learning all create a relaxed atmosphere, emphasize success and not errors, correct
errors by “cooing” which doesn’t looks like correction (Student: “He speak French”. Teacher:
“Yeah, he speaks French.”).
Modeling in language learning works well with learners of any age, but for adult learners
visual

models

(e.g.,

a

model

text

or

a

model

dialogue,

a

printed

plan

of

an

essay/presentation/dialogue) will be more effective than an oral model.
If school children can develop reading strategies subconsciously, simply imitating more successful
readers, second/foreign language teacher at a university absolutely has to discuss with his / her
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students these strategies, especially if they encounter some problems. Practicing comprehension
strategies is more essential when teaching adults than, say, the amount of vocabulary we teach them.
The majority of undergraduate students do it with pleasure.
According to Krashen’s Creative Input Theory (Krashen, Long &Scarcella, 1983), receptive
activities are in the basis of language learning, so he recommends to use them (especially, reading)
to teach adults effectively.
According to Myers and Beringer (2010), undergraduate students undergo profound changes.
They demonstrate a trend toward more complex thinking, which permits higher education to be
sustainable. Though adult learners are more conscious than subconscious learners, some
subconscious learning (when they believe they are having fun) is helpful and provides an emotional
relaxation. Though university students do not need concrete teaching as much as school children,
they do benefit a lot from illustrations to texts, and the more abstract the ESP text is, the more they
benefit from illustrations to it. Descriptions in technical texts simply have to be accompanied by
clear illustrations, otherwise they are simply incomprehensible.
Klausmeier (1985), Lighbown and Spada (1993), Roger and Feldman (1984), Schultz (1991)
and some other psychologists underline that one of problems in both memorization and retrieval
with adults is lack of attention. University students are worried with many problems in personal life
and often cannot concentrate while studying. This is Attention Deficit Hypothesis. To provide that
adult learners can concentrate on the materials under study, on the one hand, teachers should slow
down the speed and give them enough think time, and on the other hand, they have to use various
ways to distract them from daily troubles (use humor, visual aids, create a positive emotional
climate and a nice physical environment, etc.).
Older learners tend to be more analytical than synthetic. This can be used for teaching them
reading strategies. Analytic approach to learning is good for reading, especially done at home, when
there is enough time to ponder.
Adults tend to be problem-centered in their orientation. Problem solving is one of the most
beneficial educational opportunities for adults. Thus, reading texts for adults should be organized
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around problems rather than subjects and these problems should reflect the concerns that students
have experienced.
Active learning and cooperation among students are the best predictors of gains for both
young women and men and are good strategies to use with older students. Active learning is defined
as activities like the following:
9 Finding and reading a reference referred to in a text or found when browsing the stacks.
9 Making an outline from readings.
9 Working on a paper which integrates ideas from several sources

To sum up, undergraduate students have a good potential (intellectual / cognitive
development level, memory) to be effective foreign language readers. However, success is by no
means automatic. A lot of attention has to be paid to informing them about existing comprehension
strategies, practicing with them various strategies, helping them to find the strategies that work best
for them. Though expected to be intrinsically motivated, a great teacher effort is needed in order to
develop or maintain their motivation.
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CHAPTER 3
EXPERIMENT DESCRIPTION

3.1. Problem, Research Questions, Hypothesis and Goals

Though, compared to listening, speaking and writing, reading is a psychologically easier skill
(it is receptive, the materials are in front of the eyes and can be reread as many times as necessary,
in the process of authentic reading dictionaries are available for help), linguistically it is rather
complicated. Its linguistic difficulty is comparable, if not higher (depending on the text genre and
goal) than in listening, speaking (both monologue and dialogue) and writing. On the other hand, due
to its role in the educational process, formation of high quality reading skills is essential for future
professional qualifications of the undergraduate students. Unfortunately, not all of them come to
university with a satisfactory level of GE reading skills, while their ESP reading skills are close to
zero. This constitutes the problem of my research.
Experts generally agree that there are three factors which are essential in the educational
process, that is, the learners, the teacher, and the materials. In spite of the interdependency of these
three factors, each can be considered independently of the others for research purposes. I
concentrated my attention on materials for reading.
Students are often dissatisfied with the materials they are offered for reading: they find them
uninteresting, not motivating, too difficult and useless. In contemporary student-centered pedagogy
this opinion should be taken into consideration, so I need to find out how to select reading texts for
university students while teaching English to them. Thus, one more problem of the study involves
all three components: teacher and student roles in reading topics/materials selection, taking into
consideration students’ needs and the quality of the reading matter.
The present study was designed to answer the following questions regarding selection of
reading texts for young adults: How should teachers select reading texts? Should all of them be
content based(related with the majors of the students)or some may represent a variety of topics,
including non-ESP? And also should teachers permit students to make topic choice or should the
texts be chosen just according to textbook and/or teacher’s selection?
I hypothesized that if I arrange the topics and genres of the reading materials according to
students’ interests (or use the variety of topics approach), learners will become more enthusiastic
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and volunteer to learn. This kind of teaching reading is student-centered. I expected that due to this,
students would demonstrate better comprehension.
The goal of the experiment, correspondingly, was to test the hypothesis and to see whether
the offered for the experimental group approach would really yield higher efficiency as well as
higher student satisfaction with learning reading.

3.2. Method of Study

As an observational / descriptive study may only yield some correlations (value x and value y
change according to a similar model),but does to provide cause-result conclusions, I needed to
choose experiment as the major method of research. In pedagogy only an experimental research can
help us make reliable forecasts concerning the nature of intervention. Correspondingly, the study
was conducted in the quantitativeformat (to measure the changes in students’ reading skills’ level).
The questionnaire I used applied Likert scale for the same purpose – to enable me not simply to
collect students ideas, but also to measure their satisfaction.
The purpose of this study was to investigate how well the students do in reading applying the
student-centered methodology. The experiment was held in two stages, in order not to overlap too
many variables. The purpose of the first stage was to investigate how well the students do in reading
content-based texts selected in a textbook-author-centered way compared to a variety of topics (nonfiction & fiction, ESP and GE, students’ majors and a wider selection of technical texts) chosen in a
student-centered way. The second stage dealt with student-centered approach to selecting the
reading activities and assessment formats.
Testing the reading skills before, while, and after the completion of both stages of the
experiment had to measure the results. On the other hand, a questionnaire on student satisfaction
had to measure their satisfaction levels during and after the experiment. The research was held in
two different undergraduate groups majoring in Information Technologies at Ishik University in
Arbil, Iraq.One group was control, where reading was taught in the teacher-centered way, while the
other group – experimental, where reading was taught in a student-centered way. The semester
lasted 19 weeks, 15 of them were dedicated to the first stage of experiment and 4 weeks – to the
second.
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Stage 1.
In the first stage what I call “content-based reading” included various topics dealing with
students’ future professions, while what I call a “variety of topics” dealt with the possibility for
students to choose the topics and the texts. So the possibility or impossibility for the students to
select the topics / texts was the independent variable(or the parameter of my intervention, which
depended on me, whether to use it or not), while the motivation of students and the quality of their
reading skills were the two dependent variables(as they were expected to depend on the
independent variable -whether the intervention - in this case, student-centered teaching - was used or
not) .
During the spring semester of 2011-2012 (15Weeks, 3hrs of reading classes per week) the
reading materials in the control (content-based, teacher centered) group were a collection of reading
passages based on the syllabus (Advanced English). The textbook was Infotech English for
Computer Users (4th ed.,Esteras, S.R. Cambridge). In the experimental group (variety of topics,
student centered) texts were selected from various spheres taking into consideration students’
interests (some texts were selected from the textbook Deep into Meaning (2nd edition, Kanar, M.N.
and Bahar, M., Guvender Publishing). Of course I realized, that it was impossible to satisfy the
needs of every student in the group, but the eventually selected texts were the “champions” among
the offered ones.
In the first half of the semester the control group was dealing only with texts in their majors,
while the experimental group – with a selection of texts, some of which were fiction and some –
non-fiction (to make the transition from the school reading practices easier for the students), some dealing with their majors, while others – not.
In the second half of the semester both groups were dealing with technical texts – the control
group still had no choice and followed the book in their majors, while the experimental group was
offered a list of EST (English for Science and Technology) topics, some of them directly related
with their majors, while others – not. A very short text description (100 words) was also offered, to
make the choice more conscious.
Below find the list of topics and genres offered to students and chosen by them (the ones
with a tick were chosen):
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Table 3.1. The topics chosen by students to study in experimental group
Topics or Chapters introduced

Sphere/genre

Choice
9

Computers today

Computer, popular science

Input/Output devices

Computer, technical description

Storage devices

Computer, technical description

9

Basic software

Computer, technical description

9

Faces of the Internet

Computer, popular science

Creative software

Computer, popular science

Programming/Jobs in ICT

Computer, popular science

Computers tomorrow

Computer, popular science

Mystery of Migration

Biology, popular science

Nature versus Man

Nature, popular science

Packaging and Environment

Environment, popular science

Doing away with a Legend

Traditional Literature

The Future: What will it be like

Science Fiction

Exploring Space

Popular science

TajMahal

Romance

The Story of Atlantis

Informational

Surrogate mothers

Biology, informational

Balloons and Drigibles

History of technologies

Temel on an Island

Humor

9
9
9

9
9
9
9

The ways of text presentation, types of activities, homework and assessment tasks were the
same in both groups in order to receive reliable results (all other variables were controlled in both
groups at the same level).
10 texts were studied in both groups in the classroom and the results were assessed in the
tests. To provide that texts in both groups were of the same difficulty level, I assessed them
according to http://www.lextutor.ca/vp/eng/
To assess students’ reading skills I made up a test which was divided into two sections. The
first dealt with the checking the comprehension level in general, while the second involved
vocabulary questions. To provide test results reliability, the number of questions, their format and
difficulty levelin tests for both groups were same. Three tests out of 4tests were held in official
exam period to minimize the negative emotional impact on the results. Assessors were other than
101

lecturers (and experimenter), so the experimenter had no influence on assessment results, which
made them rather objective. A sample test is offered in the dissertation appendix.
Besides, I used a questionnaire to find out student satisfaction in both the control and
experimental groups, in the middle of and at the end of semester. The questionnaire was in Likert
scale format: the students had to assess in a 5-grade system how much in agreement with their ideas
were the statements below.
1 – I totally disagree
2 – I more disagree than agree
3 – I do not have a clear opinion
4 – I more agree than disagree
5 – I totally agree
1) I liked the texts under study. 1-2-3-4-5
2) The texts under study were dedicated to interesting, contemporary and useful topics. 1-2-3-45
3) The texts under study were comprehensible 1-2-3-4-5
4) I gained professionally useful knowledge from the texts under study
5) After studying the offered texts my knowledge of vocabulary and terminology increased
6) After studying the offered texts I can read texts in my majors better
7) I believe that my reading skills have improved in the process of study

Stage 2.
The independent variable(the approach chosen by me) at this stage was the possibility /
impossibility for the students to choose the activities and assessment format, keeping the texts read,
and students’ skills level the same for both groups. The dependent variables(expected to depend on
the independent variable) again were the motivation of students and the quality of their reading
skills. Stage 2 was held with the same experimental and control groups, during the last 4 weeks of
the spring semester. The students in both groups followed the textbook Infotech English for
Computer Users (4th ed.,Esteras, S.R. Cambridge). The students in control group were mostly doing
the activities offered by the book, some activities were modified or introduced by the teacher. The
teacher did all student assessment. The students in the experimental group were permitted to choose
the format of activities and assessments, on condition that at least 2 activities represented each stage
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of working with the text (pre-, while-, and post-reading) and that assessments involved at least 2
types of form-focused and two types of content-focused tasks.
I used a questionnaire to find out student satisfaction in both the control and experimental
groups, in the middle of and at the end of the stage. The questionnaire was in Likert scale format:
the students had to assess in a 5-grade system how much in agreement with their ideas were the
statements below. As on stage 1 the answer “1” I totally disagree turned out to be a bit confusing
for respondents, we substituted it for “0”, and, correspondingly, all points went 1 point down.
0 – I totally disagree
1 – I more disagree than agree
2 – I do not have a clear opinion
3

– I more agree than disagree

4– I totally agree
1) I liked the activities and the assessment tasks 0-1-2-3-4
2) The activities really helped me to achieve better comprehension
3) I was less than usually afraid of assessment 1-2-3-4-5
4) The assessment was fair 1-2-3-4-5
5) I believe that my reading skills have improved in the process of study 1-2-3-4-5

3.2. 1. Experiment participants

As it has already been mentioned, two undergraduate (freshman)groups majoring in
Information Technologies at Ishik University in Arbil, Iraq participated in the experiment. Some of
them have taken the prep program in English, others were admitted to the university where the
studies are in English, based on proficiency exam, so their reading skills were satisfactory, however,
they had almost no experience in reading professional texts, which was a big problem for their
studies in their majors. As I found out via interviews, although students realized they badly needed
to improve their reading skills, especially concerning their majors, they were not very motivated due
to the difficulties of the reading process which is time consuming and intellectually complicated.
Students in both groups belonged to the same age group (17-19 years old), gender and ethnic
composition in both groups was analogous, to make the comparison of results feasible.
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Table 3.2. Statistics dealing with groups’ composition
Gender

Control group
60% male, 40% female

Experimental group
65% male, 35% female

Age

18.4 (average)

17.8 (average)

Students were split into groups on a volunteer basis (beforehand they were explained what
kind of teaching reading would be provided in each group). There were totally 46 students - 22 of
them chose to be in the control group, while 24 – in the experimental.

3.2.2. Findings and Discussion

To analyze the data, SPSS 16.0 program was used.
Stage 1.
The tables contain grades received by individual students during one pre-, two while- and
one post-test, also their mean results and standard deviation. They mark with a tick the students’
results which are stably growing or at least maintaining the level. The last column in the tables
contains the difference between the initial and the final result. Table 3.3.below deals with control
group students’ results, while table 3.4. – with experimental group students’ results. Students names
are substitutes by numbers for ethical reasons.

Table 3.3. Test results in the Control group
Student #/
assessment

Pre-test

Test 1

Test 2

Post-test

1
2
3
4
5
6
7
8
9
10
11
12

63
78
66
72
64
65
65
70
69
74
60
89

65
74
68
77
53
73
66
80
76
84
62
85

55
85
75
80
70
68
61
74
76
84
68
70

70
71
75
70
74
70
73
82
80
82
70
98

104

Stable
growth
or
maintenance
of level

Total
increment

7
9

9
9

9
10
5
8
12
11
8
10
9

13
14
15
16
17
18
19
20
21
22
mean
standard
deviation
median
mode(s)

78
80
61
88
63
72
79
62
90
75
71.95
9.27

74
75
56
90
65
70
83
55
70
78
71.77
9.95

76
85
68
95
60
69
80
60
80
93
74.18
10.61

74
90
64
90
70
80
91
65
100
80
78.13
10.19

-

10
3
2
7
8
12
3
10
10
6.18
-

75
63, 65, 72,
78

71.50
74

75
68, 76, 80,
85

82
70

-

7
-

9

If we compare the pre-test results in tables 3.3 and 3.4, it is possible see that they are very
close, by all central tendency parameters, which makes the two groups really comparable.
As it is clear from Table1,only three students in the control group stably, from testing to
testing, increased or maintained their grades. Three students did not show any improvement. Other
students did, but only 8 of them – a significant enough improvement (10-12 points).
Mean results in the control group eventually are increasing (not between the first and second
testing), however, rather slowly and to a slight degree. Standard deviation is 9.27-10.61, which is a
bit high, which means the group is not very homogeneous, and it is even getting less homogeneous
in the process of teaching, some students demonstrating very good results (90-100), while others rather poor results (55-61) . Median, which is viewed as a more exact parameter than mean, is not
really growing until the last stage. Modes (except the last test each represented only by 2 students)
are so scattered that they do not permit to speak about some typical grade in the group. Not only the
level of reading skills in the group is rather uneven, but also results of each student from test to test
is uneven, which may be due to their attitude to the particular text (topic).

Table 3.4. Test results in the Experimental group
Student #/
assessment

Pre-test

Test 1

Test 2

Post-test

1

71

79

80

85

105

Stable
growth
or
maintenance
of level
9

Total
increment

14

2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19
20
21
22
23
24
Mean
standard
deviation
Median
Mode(s)

9
9
9
9
9
9
9
9
9
9
9
9
9
9
9
9
9
9
9
9
9
9
9
9

63
69
76
61
63
72
70
65
64
65
66
77
74
88
65
61
75
79
64
87
90
80
70
71.46
8.59

70
70
74
75
65
73
90
68
73
79
70
91
80
90
75
65
77
80
69
85
95
88
72
77.21
8.65

72
72
80
75
67
76
91
80
75
84
74
92
90
92
76
67
79
81
72
93
96
94
88
80.92
8.90

78
75
89
78
74
88
94
82
78
83
78
93
92
96
80
73
83
92
75
95
100
96
91
85.33
8.27

-

16
6
13
17
10
16
24
17
14
18
18
15
18
8
15
12
8
13
11
8
10
16
21
13.87
-

75.5
65

80
70

81.5
80

86.5
78

-

11.00
-

According to table 3.4, all students but one demonstrate a stable improvement or
maintenance of level. Naturally, the mean is also stably growing and so is the median. 20 students
out of 24 demonstrate a significant growth in points (by 10-24). The mode in each test is represented
by 3-4 students, which shows that the group is becoming more homogeneous, while the standard
deviation (8.27-8.59)which is at acceptable level shows that the group is more homogeneous that the
control group, and the difference between the high (90-10) and low(67-72) achievers in the last two
tests is not so big. This proves that even weaker students were really progressing. Obviously, the
whole group was doing much better than the control group.
These results support our hypothesis that purely author/teacher-centered, content based
teaching in our study proved to be less efficient for young adult students than the student-centered
variety of topics approach.
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Now let us see how student satisfaction is achieved (tables 3.5-3.8). These tables involve the
questions asked and students’ assessments out of 5 points about how much they agree with the
statement, the average satisfaction point each student gave as well as the group as a whole did.

7. My reading skills have

6. I can read texts in my

terminology increased

and

of
knowledge

4. I gained professionally

are

St. dev.

point

2

2,71

0,70

2

3

3

3

4

4

3

4

3,43

0,49

3

3

4

3

4

4

3

4

3,57

0,49

4

4

5

4

4

4

5

4

4,29

0,45

5

4

5

4

4

4

5

4

4,29

0,45

6

4

3

2

4

4

4

3

3,43

0,73

7

3

3

2

3

3

3

3

2,86

0,35

8

4

3

4

3

4

4

3

3,57

0,49

9

3

4

3

2

3

5

4

3,43

0,90

10

1

2

5

2

3

4

3

2,86

1,25

11

1

3

3

4

3

4

4

3,14

0,99

12

5

4

4

2

4

3

4

3,71

0,88

13

4

4

4

4

4

3

4

3,86

0,35

14

4

5

5

5

4

4

4

4,43

0,49

15

3

5

2

4

3

3

3

3,29

0,88

16

3

3

5

3

5

5

3

3,86

0,99

17

4

4

4

4

4

4

3

3,86

0,35

The
3.

5.
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improved

4

majors better

3

vocabulary

3

My

2

useful knowledge

3

comprehensible

2

texts

1

The
2.

contemporary and useful

Average

1. I liked the texts

Question

texts

were

Student/

dedicated to interesting,

Table 3.5. Student satisfaction level: Control group: stage 1.1.

18

4

4

4

3

3

4

3

3,57

0,49

19

4

4

5

4

4

5

5

4,43

0,49

20

3

2

3

3

4

3

3

3,00

0,53

21

4

3

5

4

3

5

4

4,00

0,76

22

3

3

5

3

5

4

3

3,71

0,88

Av. point

3,32

3,59

3,68

3,45

3,73

3,95

3,50

3.61

-

St. dev.

0,97

0,89

1,06

0,78

0,62

0,77

0,66

-

-

The standard deviation for each student’s views is, except one case, below 1, which, in a 5points assessment system is relevant. The same can be said about the standard deviations for each
question. Only 4 students’ answers are on average 4 and above, which means they are quite satisfied
by teaching reading. None of the questions on average received a really high appraisal (the highest is
3.95).

St. dev.

0,35

2

3

3

4

3

4

4

4

3,57

0,49

3

4

4

3

4

4

3

4

3,71

0,45

4

3

3

4

3

4

4

4

3,57

0,49

5

4

5

4

4

4

5

4

4,29

0,45

6

4

3

3

4

4

4

4

3,71

0,45

7

3

3

3

3

3

3

3

3,00

0,00

point

improved

knowledge
My

useful knowledge

The
3.

useful topics.

5.
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7. My reading skills have

3,14

majors better

3

6. I can read texts in my
4

increased

3

vocabulary and terminology

3

of

3

4. I gained professionally

3

comprehensible

3

texts

1

question

interesting, contemporary and

2. The texts were dedicated to

Average

1. Iliked the texts

Student/

are

Table 3. 6. Student satisfaction level: Control group: stage 1.2

8

4

4

4

4

4

4

4

4,00

0,00

9

4

4

4

3

3

3

4

3,57

0,49

10

3

3

3

3

4

3

3

3,14

0,35

11

2

2

3

3

3

4

3

2,86

0,64

12

2

3

4

3

4

3

4

3,29

0,70

13

4

4

5

4

4

5

4

4,29

0,45

14

4

5

5

5

5

4

4

4,57

0,49

15

4

4

4

3

4

3

3

3,57

0,49

16

3

3

4

3

4

4

4

3,57

0,49

17

3

3

3

3

4

4

3

3,29

0,45

18

4

4

4

4

4

4

4

4,00

0,00

19

4

5

5

4

4

4

5

4,43

0,49

20

4

2

4

3

3

3

3

3,14

0,64

21

3

3

5

3

4

4

5

3,86

0,83

22

4

3

4

3

5

4

3

3,71

0,70

Av. point

3,45

3,45

3,86

3,41

3,86

3,77

3,73

3.65

-

St. dev.

0,66

0,84

0,69

0,58

0,55

0,60

0,62

-

-

Standard deviations at stage 2 are lower than at stage one, which means that students come to
more homogeneous views on the issues. 6 students answered 4 and above, which means they are
rather satisfied, three of them were less satisfied on the first stage. This shows a symbolic
improvement of the situation. Average answers to all questions are still below 4.

109

7. My reading skills have

6. I can read texts in my

terminology increased

and

of
knowledge

4. I gained professionally

are

St. dev.

point

4

4,29

0,45

2

4

5

4

4

5

4

4

4,29

0,45

3

4

4

3

4

4

4

4

3,86

0,35

4

3

4

4

4

4

4

4

3,86

0,35

5

5

4

4

3

4

4

4

4,00

0,53

6

3

3

3

3

3

3

3

3,00

0,00

7

5

4

4

4

4

5

4

4,29

0,45

8

5

5

5

4

4

5

5

4,71

0,45

9

4

4

5

4

3

5

4

4,14

0,64

10

4

4

4

3

4

4

4

3,86

0,35

11

4

4

4

4

5

4

5

4,29

0,45

12

3

3

3

3

4

4

3

3,29

0,45

13

4

5

5

4

4

5

4

4,43

0,49

14

4

5

4

5

5

5

4

4,57

0,49

15

5

4

4

4

5

4

4

4,29

0,45

16

4

5

4

4

4

4

4

4,14

0,35

17

4

4

3

3

3

4

4

3,57

0,49

18

5

5

4

4

4

4

4

4,29

0,45

19

4

4

4

4

4

4

4

4,00

0,00

20

4

4

4

4

3

4

3

3,71

0,45

21

5

5

5

4

4

5

4

4,57

0,49

The
3.

5.
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improved

4

majors better

4

vocabulary

5

My

5

useful knowledge

4

comprehensible

4

texts

1

The
2.

contemporary and useful

Average

1. I liked the texts

question

texts

were

Student/

dedicated to interesting,

Table 3.7. Student satisfaction level: Experimental group: stage 1.1

22

4

5

5

5

5

5

5

4,86

0,35

23

5

5

4

5

5

5

4

4,71

0,45

24

5

4

4

4

5

5

5

4,57

0,49

Av. point

4,21

4,29

4,08

3,96

4,13

4,33

4,04

4.15

-

St. dev.

0,64

0,61

0,64

0,61

0,67

0,55

0,54

-

-

The highest standard deviation per student is 0.64, which means that students have
approximately the same view on all questions. The highest standard deviation per question is 0.64,
which means that the group has quite homogeneous attitude towards the questions. Seventeen
students express satisfaction with teaching reading (4 points and above). Out of seven questions only
one got an average a little below 4, which shows that all questions are answered rather positively.

7. My reading skills have

6. I can read texts in my

terminology increased

and

of
knowledge

4. I gained professionally

are

St. dev.

point

5

4,71

0,49

2

5

5

5

4

5

4

4

4,57

0,53

3

3

4

3

4

4

4

4

3,71

0,49

4

3

4

4

4

5

4

4

4,00

0,58

5

5

5

4

4

4

4

4

4,29

0,49

6

4

4

3

4

4

3

3

3,57

0,53

7

5

4

4

4

5

5

5

4,57

0,53

8

5

5

5

4

5

5

5

4,86

0,38

9

5

5

5

5

5

5

5

5,00

0,00

The
3.

5.
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improved

4

majors better

4

vocabulary

5

My

5

useful knowledge

5

comprehensible

5

texts

1

The
2.

contemporary and useful

Average

1. I liked the texts

Question

texts

were

Student/

dedicated to interesting,

Table 3.8. Student satisfaction level: Experimental group: stage 1.2

10

4

5

4

3

4

4

4

4,00

0,58

11

4

5

4

5

5

4

5

4,57

0,53

12

5

4

3

4

4

4

4

4,00

0,58

13

5

5

5

4

5

5

5

4,86

0,38

14

5

5

5

5

5

5

5

5,00

0,00

15

4

5

4

4

5

4

4

4,29

0,49

16

4

5

5

4

5

4

5

4,57

0,53

17

5

4

4

4

4

4

4

4,14

0,38

18

5

5

4

4

4

4

4

4,29

0,49

19

4

4

5

4

5

4

4

4,29

0,49

20

5

4

4

3

4

4

4

4,00

0,58

21

3

4

5

4

4

4

4

4,00

0,58

22

5

5

5

5

5

5

5

5,00

0,00

23

5

5

5

5

5

5

5

5,00

0,00

24

5

5

5

5

5

5

5

5,00

0,00

Av. point

4,50

4,63

4,38

4,21

4,58

4,29

4,42

4.43

-

St. dev.

0,72

0,49

0,71

0,59

0,50

0,55

0,58

-

-

It is easy to see that the highest standard deviation per student is 0.58, which means that
students have approximately the same view on all questions (the standard deviation decreased a
little). The highest standard deviation per question is 0.79, which means that the group has quite
homogeneous attitude towards the questions (however, it a little increased compared to stage 1).
Almost all (22) students express satisfaction with teaching reading (4 points and above, some of
them even answer “5” for all questions). All questions only one got an average above 4, which
shows that all questions are answered rather positively. The situation has improved both on per
student and per question basis.
Thus, a mediocre attitude towards the ways reading is taught is notable, and practically no
improvement of attitude in the control group (3.61 Æ 3.65), and a very positive and improving in
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the process
p
attittude towardds the wayss reading iss taught in the experim
mental grouup (4.15 Æ 4.43),
whicch was prediictable and which conffirms our hyypothesis.
Graphicaally the resuults of the exxperiment are
a presenteed in Fig. 3.1 and 3.2 beelow.

Figu
ure 3.1. Com
mparison of mean results of skilllsin controll and experrimental grroups – stag
ge 1

90
85
80
75

control

70

experimental

65
60
p
pre‐test test 1 test 2 po
ost‐
te
est

Figurre 3.2. Comp
parison of satisfaction results
r
in coontrol and exxperimentall groups – sttage 1
4,5
4
3,5
3
2,5

Co
ontrol

2
Exxperimental

1,5
1
0,5
0
while‐exp.

Post‐exp.

One cann easily see that the results in botth figures are
a obviouslly better in the experim
mental
groupp. In figuree 3.1, the experimenta
e
al group staarts with loower resultss, however,, ends with
h much
higheer ones. Meanwhile,
M
t results in the conttrol group are growinng slower. In
the
I figure 3.2, the
not changed (improvved by 0.0
resullts of the control grooup have practically
p
04), while in the
experimental grooup they haave improveed notably (by
( 0.28).

1
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Stage 2.
Students in both groups, control and experimental, as it has been mentioned, studied the
same texts from the textbook the textbook Infotech English for Computer Users (4th ed.,Esteras, S.R.
Cambridge). The number of activities (normally 6-7 in a class) was the same in both groups,
however, students in the control group had no control over their choice, while students from the
experimental group chose their format (from a given list) themselves. They also chose the format of
the tasks for the tests. Table 3.9.contains testing results of the control group, whole Table 3.10 – of
the experimental group. As pre-test results are given the post-test results of experiment, stage 1, as
this is the level of skills at which I started with stage 2.

Table 3.9. Test results in the Control group (stage 2)
Student #/
assessment
1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16

Pre-test

While- test

Post-test

Growth
level
9

70
71
75
70
74
70
73
82
80
82
70
98
74
90
64
90

71
70
77
69
73
70
75
80
81
78
73
95
69
92
60
89

73
72
78
70
77
72
79
85
84
80
77
98
71
96
61
91

17
18
19
20
21
22
Mean
standard
deviation
Median
Mode(s)

70
80
91
65
100
80
78.13
10.19

73
77
88
68
98
76
77.36
9.67

75
81
93
71
100
81
80.23
10.14

9

82
70

83
73

85
71, 72, 77

9
9

9

9
9
9

9

9

9
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of

Total
increment
3
1
3
0
3
2
6
3
4
-2
7
0
-3
6
-3
1
5
1
2
6
1
2.1
3
7

The results are as follows:
9 Eight students show stable growth of skills level, five of the insignificant growth (1-4
points), and five two –significant enough growth (5-7 points)
9 The mean does show stable, but very insignificant growth (2.1 points). Do not forget
that there is one student whose initial point was 100, so to expect growth expressed in
points was impossible for him / her.
9 The standard deviation is almost reasonable and quite stable, which means that the group
keeps being more or less homogeneous by level
9 The median demonstrates stable, but slow growth
9 Modes do go up significantly enough (by 7 points), which shows that there is some
improvement in the class, if viewed student by student
As a whole it can be noted that, as all three central tendency measures are slowly increasing,
students’ skills levels are increasing to a certain degree, but the growth is not too impressive.

Table 3.10. Test results in the Experimental group (stage 2)
Student #/
assessment

Pre-test-test

While-test

Post-test

1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19
20

85
78
75
89
78
74
88
94
82
78
83
78
93
92
96
80
73
83
92
75

88
81
78
90
83
80
90
96
86
80
86
83
94
93
97
84
77
84
94
80

92
84
80
93
84
82
91
97
91
83
89
87
97
95
100
87
82
89
94
83

Stable
growth
or
maintenance
of level
9
9
9
9
9
9
9
9
9
9
9
9
9
9
9
9
9
9
9
9
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Total
increment

7
6
5
4
6
8
3
3
9
5
6
9
4
3
4
7
5
6
2
8

21
22
23
24
Mean
standard
deviation
Median
Mode(s)

95
100
96
91
85.33
8.27

95
100
96
94
87.88
6.90

97
100
98
95
90.42
6.28

86.5
78

8.85
94

90
97

9
9
9
9
9

2
2
4
5.09

9

3.5
19

The results are as follows:
9 All students are demonstrating stable growth, 13 of them – a significant growth of
skill level (5-9 points), while nine students slower growth (104 points). But do not
forget that students with high initial results (90 or higher) cannot improve their results
too quickly. So the improvements are really impressive.
9 The mean is stably growing, demonstrating a significant enough growth (5.09).
9 Median is also stably growing, however, not so significantly
9 The standard deviation is low and decreasing, which shows that the group is
becoming more homogeneous by level, and really strong.
9 The modes have stably and significantly grown (by 19 points)
As a whole I can say that, as all three central tendency measures are stably and significantly
enough increasing, students’ skills levels are increasing impressively – the experimental group
results are much better than the control group results.
As for student satisfaction/motivation change, it is shown in tables 3.11- 3.14.
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skills have improved in the
process of study

5) I believe that my reading

St.

point

deviation

1

2

2

1

3

3

2.2

0.84

2

2

2

1

3

3

2.2

0.84

3

3

3

1

4

4

3.0

1.22

4

4

3

2

4

4

3.4

0.89

5

3

3

1

4

3

2.8

1.04

6

2

2

1

3

3

2.2

0.84

7

2

2

1

3

3

2.2

0.84

8

2

3

2

3

3

2.6

0.55

9

3

2

2

3

3

2.6

0.55

10

2

3

1

3

3

2.4

0.89

11

3

3

2

4

4

3.2

0.84

12

2

2

1

3

3

2.2

0.84

13

2

2

1

3

3

2.2

0.84

14

3

3

2

4

4

3.2

0.84

15

3

2

1

3

2

2.2

0.84

16

4

3

1

3

2

2.6

1.14

17

2

3

1

3

2

2.2

0.84

18

1

2

1

3

2

1.8

0.84

19

2

2

1

3

2

2.0

0.71

20

2

3

1

2

2

2.0

0.71

4) The assessment was fair

Question

2) The activities really helped
me to achieve better
comprehension

Average

1) I liked theactivities and
the assessment tasks

Student/

3) I was less than usually
afraid of assessment

Table 3.11. Student satisfaction level: Control group: stage 2.1.
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21

1

2

1

2

2

1.6

0.55

22

1

1

1

2

2

1.4

0.55

Av. point

2.32

2.41

1.23

2.82

2.17

2.19

-

St. dev.

0.84

0.59

0.43

0.73

0.52

-

-

It is seen that the same student’s answers to all questions are reasonably close to each other
(standard deviation per student is between 0.55, which is appropriate, and 1.22, which is a bit too
high). Standard deviation per question is low (between 0.43 and 0.84), which means that students
are quite unanimous in their answers to each question. Anyway, few of them are very positive
(students very seldom choose the answer “4” and the averages per student are between 1.4, which is
quite low and 3.4, which is quite OK and the averages per question are between 1.23, which is rather
low, and 2.82, which is more or less OK). The most problematic question is about test anxiety,
which is obviously very high (the majority of students answer they are not less afraid of tests than
before – 1 point). In whole the student satisfaction / motivation level is tolerable (especially, what
concerns the fairness of assessment).

skills have improved in the
process of study

5) I believe that my reading

St.

point

deviation

1

2

2

2

2

3

2.2

0.45

2

2

3

2

3

4

2.8

0.84

3

2

3

1

3

4

2.6

1.14

4

3

3

2

4

4

3.2

0.84

5

3

3

1

3

3

2.6

0.89

4) The assessment was fair

Question

2) The activities really helped
me to achieve better
comprehension

Average

1) I liked theactivities and
the assessment tasks

Student/

3) I was less than usually
afraid of assessment

Table 3.12. Student satisfaction level: Control group: stage 2.2.
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6

2

2

1

3

3

2.2

0.84

7

3

2

1

3

3

2.4

0.89

8

2

2

1

4

3

2.4

1.14

9

3

2

2

3

3

2.6

0.55

10

3

3

1

3

3

2.6

0.89

11

3

3

2

3

4

3

0.71

12

2

3

1

3

3

2.4

0.89

13

2

2

1

3

3

2.2

0.84

14

3

3

2

3

4

3.0

0.71

15

3

2

2

3

3

2.6

0.55

16

3

3

1

3

2

2.4

0.89

17

2

3

1

3

2

2.2

0.84

18

1

1

1

3

2

1.6

0.89

19

2

2

2

4

2

2.4

0.89

20

2

2

1

2

2

1.8

0.45

21

2

2

1

2

3

2.0

0.71

22

1

2

2

3

2

2.0

0.71

Av. point

2.32

2.41

1.41

2.95

2.95

2.41

-

St. dev.

0.65

0.59

0.50

0.50

0.72

-

-

It is visible that students’ satisfaction / motivating practically did not change. The same
student’s answers to all questions are reasonably close to each other (standard deviation per student
is between 0.45, which is appropriate, and 1.14, which is a bit too high). Standard deviation per
question is low (between 0.5 and 0.72), which means that students are quite unanimous in their
answers to each question. The averages per student are between 1.6, which is quite low and 3.2,
which is quite OK and the averages per question are between 1.41, which is rather low, and 2.95,
which is quite OK). The most problematic question is still about test anxiety, which is obviously
very high (the majority of students answer they are not less afraid of tests than before – 1 point). In
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whole the student satisfaction / motivation level is tolerable (especially, what concerns the fairness
of assessment), and has improved a bit.

Question

2) The activities really helped
me to achieve better
comprehension

3) I was less than usually afraid of
assessment

4) The assessment was fair

5) I believe that my reading skills
have improved in the process of
study

Average

1) I liked the activities and
the assessment tasks

Table 3.13. Student satisfaction level: Experimental group: stage 2.1.
Student/

1

3

3

2

4

3

3.0

0.71

2

3

3

2

4

4

3.2

0.84

3

3

4

3

4

4

3.6

0.55

4

4

4

4

4

4

4.0

0

5

3

4

3

3

3

3.2

0.45

6

4

4

4

4

4

4.0

0

7

4

4

3

3

3

3.4

0.55

8

3

3

3

3

2

2.8

0.45

9

4

4

4

4

4

4.0

0

10

3

3

2

3

2

2.6

0.55

11

3

4

3

3

3

3.2

0.45

12

4

4

4

4

4

4.0

0

13

3

3

3

3

2

3.4

0.55

14

4

4

4

4

4

4.0

0

15

4

4

4

4

4

4.0

0

16

3

3

3

3

3

3.0

0

17

3

4

3

3

3

3.2

0.45
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St.

point

deviation

18

3

4

2

3

2

2.8

0.84

19

4

4

3

3

3

3.4

0.55

20

4

4

4

4

4

4.0

0

21

3

4

3

3

3

3.2

0.45

22

4

4

4

4

4

4.0

0

23

3

3

2

3

3

2.8

0.45

24

3

3

2

3

2

2.6

0.55

Av. point

3.42

3.67

3.08

3.46

3.21

3.37

-

St. dev.

0.50

0.48

0.78

0.51

0.78

-

-

It is easy to see that the situation is better than in the control group (there are no answers “1”
and almost no answers “2” were chosen. We can see that the same student’s answers to all questions
are reasonably close to each other(standard deviation per student is between 0 which is fine and
0.84, which appropriate). Standard deviation per question is low (between 0.48 and 0.78), which
means that students are quite unanimous in their answers to each question. Eight students are totally
satisfied in all respects of the questionnaire (average answer – 4 points). The majority of the
averages per student is 3 or above (11 students – 3.0-3.6), which is very good. Only 5 students’
averages are below three (2.6-2.8), but still high enough. The averages per question are all above 3
(from 3.08 to 3.67), which is a very good result. In whole the student satisfaction / motivation level
is quite high. In whole, students are quite satisfied.

5) I believe that my reading skills
have improved in the process of
study

4) The assessment was fair

3) I was less than usually afraid of
assessment

Question

1) I liked the activities and
the assessment tasks

Student/

2) The activities really helped
me to achieve better
comprehension

Table 3.14. Student satisfaction level: Experimental group: stage 2.2.
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Average

St.

point

deviation

1

3

4

3

4

3

3.4

0.55

2

4

4

4

4

4

4.0

0

3

4

4

4

4

4

4.0

0

4

4

4

4

4

4

4.0

0

5

4

4

3

3

4

3.6

0.55

6

4

4

4

4

4

4.0

0

7

4

4

3

3

4

3.6

0.55

8

3

4

3

3

3

3.2

0.45

9

4

4

4

4

4

4.0

0

10

3

3

3

3

3

3.0

0

11

4

4

3

3

3

3.4

0.55

12

4

4

4

4

4

4.0

0

13

4

3

4

3

3

3.4

0.55

14

4

4

4

4

4

4.0

0

15

4

4

4

4

4

4.0

0

16

4

3

3

3

4

3.4

0.55

17

4

4

3

3

4

3.6

0.55

18

3

4

3

3

3

3.2

0.45

19

4

4

3

3

3

3.4

0.55

20

4

4

4

4

4

4.0

0

21

4

4

3

3

4

3.6

0.55

22

4

4

4

4

4

4.0

0

23

3

3

3

3

4

3.2

0.45

24

4

3

3

3

3

3.2

0.45

Av. point

3.79

3.79

3.46

3.46

3.67

3.63

-

St. dev.

0.42

0.42

0.51

0.51

0.48

-

-
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It is easy
y to see thaat the situattion is veryy good (therre are no annswers “1” and answeers “2”
have disappeareed. The saame studen
nt’s answers to all qu
uestions aree reasonably close to
o each
otherr(standard deviation
d
p student is between
per
n 0 which is fine annd 0.55, wh
hich approp
priate).
Stand
dard deviatiion per question is low
w (between 0.42
0
and 0.5
51), which m
means that students aree quite
unan
nimous in th
heir answerss to each qu
uestion. Ten
n students are
a totally ssatisfied in all
a respects of the
questtionnaire (aaverage ansswer – 4 points).
p
Thee rest of th
he averages per studen
nt is above 3 (14
studeents – 3.2-3
3.6), which is very go
ood. The av
verages per question arre all abovee 3 (from 3.46
3
to
3.79)), which is an excellen
nt result. Th
he majority of studentss (13), howeever, are stiill rather afr
fraid of
exam
ms and feel they are not
n totally fair
fa (3 pointts). Anyway
y, the resullt is much better
b
than in the
contrrol group ((where the majority of
o answers are “1”). Probably, test
t
anxiety
y is so stro
ong in
studeents’ blood that it need
ds more timee to overcom
me it. In wh
hole the stud
dent satisfaction / motiivation
levell is very hig
gh and had increased compared
c
to
o the previo
ous measureement. In whole,
w
studen
nts are
quitee satisfied.
To preseent the resullts more visu
ually, I sum
mmed them up
u in figurees 3.3. and 3.4.
3

ure 3.3. Com
mparison of
o mean ressults of reaading skillsin control and experiimental gro
oups –
Figu
stagee 2

92
90
88
86
84
82
80
78
76
74
72
70

control
experimental

p
pre‐test while
e‐ post‐
testt
test

The expeerimental grroup started
d this stage of experim
ment with a hhigher readiing skill lev
veland,
naturrally, endedd with higheer level of skills. The finding
fi
is no
ot this, but tthe fact thatt they slighttly, but
weree regularly iimproving (85
( Æ 87 Æ 90, the inncrement was
w 5 pointss), while in the control group
the leevel of skillls fluctuated
d (78 Æ 77 Æ 80, the eeventual inccrement wass 2 points).
1
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Figu
ure 3.4. C
Comparison
n of satisffaction results of student
s
satisfaction in contro
ol and
expeerimental groups – sta
age 2
4
3,5
3
2,5
Co
ontrol

2
1,5

Exxperimental

1
0,5
0
while‐exp.
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Figure 33.4 also sho
ows a differrence: 2.19 Æ 2.41 (in
ncrement 0.222) in the control
c
grou
up and
3.37 Æ 3.63 (in
ncrement 0.26). If you view the reesults in thee correspon
nding tables (3.11-3.14) issue
by isssue and stu
udent by stu
udent, the priority
p
of thhe experimeental group is more no
otable. Besid
des, as
here not pre-expperimental, but while-eexperimentaal results arre comparedd, the differrence betweeen the
ps not only in incremen
nt, but also the level off satisfaction
n itself mattters.
group
Both figu
ures show th
he better sittuation in th
he experimeental group.
Limiitations of the
th study
The studdy was held
d with 46 stu
udents for one
o semesteer in one coountry and one
o university. Of
coursse, it is nott enough to
o make som
me overall conclusions
c
s. On the oother hand, the results are in
agreeement with the analysis of theorettical resourcces and cleaarly enough
h indicate th
he tendency which
supports our hyp
pothesis.
Concclusion
Thus, ou
ur research has shown us that in the
t chosen sample
s
bothh the studen
nts’ reading
g skills
levells and student satisfacction level significant increase in
n the experrimental grroup compaared to
mino
or increase in
i the contrrol group an
nd students higher satissfaction levvel in the ex
xperimentall group
support our hyp
pothesis – that studen
nt-centered selection of
o topics foor reading materials,
m
reading
activ
vities and assessment
a
formats en
nhance both
h reading skills and student sattisfaction, as
a this
appro
oach gives them a feeeling of co
ontrol over the learnin
ng process. Though th
he research has a
limitted scale and to make far-reaching
f
g conclusionns further reesearch is nnecessary, I can conclud
de that
in geeneral, the possibility
p
for the stud
dents to maake their ch
hoice in thee process off learning reading
shou
uld enhance both studen
nt satisfactio
on and motiivation and eventually improve leaarning.
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CONCLUSION AND RECOMMENDATIONS
Based on the analysis of literature and results of experimental research, the conclusions and
the recommendations of the dissertation are:
1.

Reading comprehension is an important life skill: it is the basis of both the studies at

the university and continuous education, it is enhanced by and, in its turn, enhances the application
of contemporary information technologies, it links professional and ethnic communities, and it
stimulates intellectual growth.
2.

Linguistically reading is more difficult than listening and speaking, as written texts

are usually more complicated: they apply a much richer vocabulary, sentences are longer and have a
more complex structure. However, psychologically a reader is more relaxed, as the text will not
disappear, and the reader has enough time to use a dictionary, try to guess the meaning of the word
based on context, knowledge of word-building models, parts of speech, collocation, on the one hand,
and knowledge of the world, on the other. Anyway, for students to obtain reading comprehension
skills / strategies, teachers have to help students develop them: offer clear explanation, engage them
in practice accompanied by scaffolding, assess fairly.
3.

To use English (or another second / foreign language) for academic and / or specific

purposes, reading skills have to be on a native-like level. This is why teaching and learning styles
and strategies are very important for formation of such reading skills which will permit to receive
education in a second / foreign language.
4.

Student-centered teaching is essential from this viewpoint. Unless the student takes

the responsibility over his / her learning, works out his / her own strategy of overcoming reading
comprehension difficulties, does efficient and fair self-assessment, he / she will not be able to use
reading as a tool of his / her professional development not only during the university education, but
also during the further, life-long education and professional growth.
5.

Such teaching styles / strategies as “expert”, formal authority, and personal model are

features of teacher-centered approach to teaching in general, and in particular, to teaching of
reading. This is why they may be to some degree applied in teaching, but should not occupy a
central place in it. On the other hand, such teaching styles /strategies as facilitator and delegator are
relevant to student-centered teaching and, correspondingly, should be emphasized.
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6.

There are too many classifications of learning styles, which is somehow confusing

for teachers who want to take into consideration his / her students’ learning styles. I tried to make up
one model, by uniting more or less similar styles, naming: extravert and introvert learners, sensor* /
observer / feeler / concrete, visual and auditory / verbal style, intuitor / thinker/ avoidant / reflective
/ abstract students and judges / synthetic / sequential / field-dependent / inductive, also perceivers /
global / analytical / field-independent / deductive learners, competitive and collaborative students,
participant / active and dependent as well as independent learners. I underline that those learning
styles which seem dichotomies, is reality are a broad spectrum with one (e.g., extraversion) and the
other (introversion) features present to a certain degree.
7.

Considering such huge variety of learner types it is obvious that, even if the teacher

wants, it is impossible to teach students, applying only the comfortable for them teaching style.
Besides, research shows that learners do not very much benefit from using only the most
comfortable for them learning style. It is important that we as teachers do not monger style wars,
applying only the styles in which we feel comfortable. The matching / alignment between learner
and teaching style should reveal in the variety of styles used, finally satisfying all students and
permitting students to develop various styles (strategies?) to make their reading skills not only
strong, but also flexible.
8.

Adequate to the discussed various learning styles need various activities to be

practiced: pair and group work, discussions, silent reading, written tasks, illustrations and video,
audiobooks and audio recordings, role play, hands-on activities, essays, question-answer,
true/false/no evidence (accompanied by naming the supporting sentence) , contests, projects,
brainstorming, all kinds of drills (matching, substitution, gap-filling, etc.), creative and critical
writing.
9.

Teaching style and activities should be not only effective, but also motivating. The

bases for motivation in reading are: conceptual orientation, real-world instruction, autonomy
support, collaborative learning, praise and rewards, interesting texts, strategy instruction, evaluation,
teacher and student involvement, and cohesion.
10.

If teachers are employing a learner-centered approach, student needs analysis has to

be held. Unfortunately, course book authors simply cannot do it. They are written for an imaginary
group of learners who are assumed to have similar profiles. Teacher is the only person who can do
it, and he or she has to carry out needs analysis with each new group.
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11.

As EAP and ESP deal with students’ future profession, to find out students’ as well

as potential employers’ needs is especially important for teaching them. The purpose of conducting
needs analysis is to find out what students already know, what they need to know, and what their
preferences are.

Needs analysis, ideally, should be held before the education process starts.

However, in majority of cases it is hardly possible, so in this case, the first lesson is a good time.
12.

To find out where student knowledge of the subject is a teacher can hold a survey

(questionnaire) or at least ask their major course lecturers whether the text contains any
professionally useful for the students’ knowledge. As for linguistic knowledge, the teacher can hold
a brainstorming activity in the beginning of each reading session to find out, what vocabulary
related to the topic the students know.
13.

Selecting the materials for reading, the teacher may take a commercially published

book and pursue it completely, but this will be textbook-centered teaching. Or he/she may behave
in a more student-centered way and either modify it to some degree by additional texts, adding and
omitting some tasks or else choose the texts, based on students’ needs analysis him/herself and then
prepare corresponding activities. The last option is optimal, but the second one demands less time, is
more practical and, correspondingly, more often used.
14.

The main pathos of this research is to make teaching reading as much student-

centered (but without forgetting about teacher facilitation) as possible. Student-centeredness of
teaching reading should involve participation of students in text, activity, strategy, and assessment
format selection.
15.

Top-down and bottom-up strategies should be practiced, and corresponding activities

offered.
16.

The terms “skills” and “strategies” are often used synonymously. Cognitive

psychologists underline that though the terms are really related, skills are more or less automatic
routines, while strategies are inherently flexible and adaptable. This is why the accent today is on
development reading strategies. However, much of qualified reading is done automatically, so skills
also need to be formed.
17.

I include motivating strategies into teaching reading strategies. Among reading

comprehension strategies are skimming, scanning, guessing, recognizing cognates and word
families, reading for meaning, predicting, activating general knowledge, making inferences,
following references, and separating main ideas from supporting ideas. Developing reading
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strategies should be carried out on the pre-reading, while-reading and post-reading stage. To
motivate students, teachers have to take into consideration their age, gender, and culture.
18.

The results of the experiment that I held supported these ideas, so the described

approach can freely be recommended to teachers of English (another second / foreign language) to
university students. These conclusions, hopefully, will be interesting to researchers of English
(foreign / second) language teaching and education.

128

References:
Ahmed, A.M.A. (2007). FL/SL Reading Comprehension Knowledge and Attitudes of Post-graduate
Students at the University of Exeter, UK. Retrieved November 10, 2013 from
http://files.eric.ed.gov/fulltext/ED497748.pdf
Alderson, C.J. and Urguhart, A.H. (1984). Reading in a Foreign Language. London: Longman
Alderson, C.J and Lukmani, Y. (1989). Cognition and reading: Cognitive levels as embodied in test
questions. Reading in a Foreign Language, 5 (2), p.253-270
Alderson, J. C. (2000). Assessing reading. Cambridge: Cambridge University Press
Alessy,S. and Dwyer, A. (2008). Vocabulary assistance before and during reading. Reading in a
Foreign Language 20(2), p. 246–263
Almasi, J., &Garas-York, K. (2009).Comprehension and discussion of text.In S.E.Israel, and G.G.
Duffy (Eds.), Handbook of research on reading comprehension.New York: Routledge, p. 470493
Alptekin, C. (1993). Target-language culture in EFL materials.ELT Journal 47(2), p. 136-144
Alvarez, I.A. (2012). Student choice and reading in the EFL classroom. Encuentro, 21, p.104-114
Amer, A. A. (1997). The effect of the teacher’s reading aloud on the reading comprehension of EFL
students. ELT Journal, 51, p.43–47
Anderson, N.J (1999). Exploring Second Language Reading: Issues and Strategies. Toronto: Heinle
and Heinle
Anderson, R. C., Hiebert, E. H., Scott, J., and Wilkinson, L. (1985).Becoming a Nation of Readers.
Washington, DC: National Institute of Education
Asher, J., & Price, B. (1967). The learning strategy of total physical response: Some age differences.
Child Development, # 38, p.1219-1227
Atwell, N.In the Middle: New Understandings about Writing, Reading, and Learning. Portsmouth,
NH: Heinemann, Boynton, 1998
Aust, R., Kelley, M. J., & Roby, W. (1993).The use of hyper-reference and conventional
dictionaries.Educational Technology Research and Development, 41(4), p. 63–73
Baker, L., and Beall, L. (2009).Metacognitive processes and reading comprehension.In S.E. Israel,
& G.G. Duffy (Eds.), Handbook of Research on Reading Comprehension.New York:
Routledge, p. 373-388
Baker, L., and Brown, A. L. (1984).Metacognitive Skills and Reading.In P. D. Pearson, R. Barr, M.
L.Kamil and P. Mosenthal (Eds.), Handbook of Reading Research. New York: Longman, p.
353 - 394

129

Baxter, S., and Gray, C. (2001). The application of student-centered learning approaches to clinical
education. International Journal of Language and Communication Disorders: Supplement, 36,
p. 396-400
Baumann, J. F., Jones, L. A., and Seifert‐Kessell, N. (1993). Using think alouds to enhance
children s comprehension monitoring abilities. Reading Teacher, 47(3), p. 184‐193
Behroozizad, S., and Bakhtiyarzadeh, H. (2012).Pragmatic meaning and EFL learners’ textunderstanding ability.English Language and Literature Studies, 2(1), p. 28-34
Bengeleil, N. F., and Paribakht, T. S. (2004). L2 reading proficiency and lexical inferencing by
university EFL learners.Canadian Modern Language Review, 61, p. 225–250
Benson, P. 2001. Teaching and Researching Autonomy in Language Learning. London: Longman
Bernhardt, E. B. (1991). Reading development in a second language: Theoretical, research, and
classroom perspective. Norwood, NJ: Ablex
Berwick, R. (1989). Needs assessment in language programming: From theory to practice. In R. K.
Johnson (Ed.), The Second Language Curriculum. Cambridge: Cambridge University Press. p.
48-62
Biggs, J. (1999). What the student does: teaching for enhanced learning. Higher Education Research
and Development, 31:1, 57-75
Bimmel, P. and Van Schooten, E. (2004).The relationship between strategic reading activities and
reading comprehension.Educational Studies in Language and Literature, 4, p. 85-102
Block, E. (1986). The comprehension strategies of second language readers.TESOL Quarterly, 20, p.
463–494
Blanchowicz, C., and Ogle, D. (2001).Reading Comprehension: Strategies for Independent
Learners.New York: The Guilford Press
Block, C., Gambrell, L., & Pressley, M. (2002). Improving Comprehension Instruction: Rethinking
Research, Theory and Classroom Practice.USA: Jossey-Bass education series
Bourner, T. (1997).Teaching methods for learning outcomes.Education and Training, 39(8), p. 344348
Brannon, K. A. (1998). The effects of reading goals on inference construction. Master’s thesis,
University of Kentucky, Lexington
Brantmeier, C. (2002). The effects of passage content on second language reading comprehension
by gender across instruction levels. In J. Hammadou Sullivan (Ed.).Research in Second
Language Learning: Literacy and the Second Language Learner. Greenwich, CT: Information
Age Publishing, p. 149-176
Brost, B.D. and Bradley, K.A. (2006).Student compliance with assigned reading: A case study.
Journal of Scholarship of Teaching and Learning, Vol. 6, No. 2, October 2006, p. 101 – 111
Brown, J. K. (2008). Student-centered instruction: Involving students in their own education. Music
Educators Journal, 94(5), p. 30-35
Brumfit, C. (1987). Reading skills and the study of literature in a foreign language.In C.J. Brumfit
and R.A. Carter, Literature and Language Teaching.Oxford University Press, p. 184-190
Burchfield, C. M. and Sappington, J. (2000).Compliance with required reading assignments.
Teaching of Psychology, 27(1), p. 58-60
130

Burns, B. (1998). Changing the classroom climate with literature circles. Journal of Adolescent and
Adult Literacy, 42(2), p. 124-130
Carbo, M. (2009). Match the Style of Instruction to the Style of Reading. Phi Delta Kappan, v.90
n5, p.373-378 Jan.
Carrell, P.L. (1988). Interactive text processing: Implications for ESL/second language reading
classrooms. In P.L. Carrell, J. Devine, and D.E. Eskey (Eds.), Interactive approaches to
second language reading. Cambridge, UK: Cambridge University Press, p. 239-259
Carrell, P.L., Pharis, B. G., and Liberto, J. G. (1989).Metacognitive strategy training for ESL
reading.TESOL Quarterly, 23 (4), p. 647-678
Carter, K. (1990). Teacher’s knowledge and learning to teach.In R. Houston (Ed.), Handbook of
Research on Teacher Education. New York: Macmillan, p. 291-310
Carver, R.P. (1994). Percentage of unknown vocabulary words in text as a function of the relative
difficulty of the text: Implications for instruction. Journal of Reading Behavior, 26(4), p. 413–
437
Chall, J., Jacobs, V. A., and Baldwin, L. E. (1990).The Reading Crisis: Why Poor Children Fall
Behind. Cambridge, MA: Harvard University Press
Clarke, D. F., and Nation, I. S. P. (1980). Guessing the meaning of words from context: Strategy
and techniques. System, 8, p. 211–220
Coulombe, S., Trembly, J.-F., and Marchand, S. (2004). Literacy Scores, Human Capital, and
Growth Across Fourteen OECD Countries. Statistics. Canada, Ottawa
Davies, F. (1995).Introducing Reading. London: Penguin
Davis, F. B. (1968). Research in comprehension in reading.Reading Research Quarterly, 3, p. 499545
Davis, L. (2010). Toward a lifetime of literacy: The effect of student-centered and skills-based
reading instruction on the experiences of children. Literacy Teaching and Learning, vol. 15,
n.1-2, p. 53-79
Day, R. R. and Bamford, J. (1998).Extensive Reading in the Second Language Classroom.
Cambridge: Cambridge University Press
DeBello, T. C. (1990). Comparison of eleven major learning styles models: Variables, appropriate
populations, validity of instrumentation, and research behind them. Journal of Reading,
Writing, and Learning Disabilities International, 6(3), p. 203-222
Deci, E. L. and Ryan, R. M. (1985).Intrinsic motivation and self-determination in human behavior.
New York: Plenum
DíazLarenas, C.H., Rodríguez Moran, A.V., Poblete Rivera, K.J..Comparing Teaching Styles and
Personality Types of EFL Instructors in the Public and Private Sectors.Profile, Vol. 13, No. 1,
April, p.111-127
Doghonadze, N. (2011). ESP Course Book for Adult Learners: Design and Application.
Saarbrucken: Lambert Academic Publishing
Doghonadze, N. (2013). Undergraduate students’ motivation.5th International Conference on
Education and New Learning Technologies, Barcelona, p. 3315-3321
131

Dole, J. A., Duffy, G. G., Roehler, L. R., and Pearson, P. D. (1991).Moving from the old to the new:
Research on reading comprehension instruction. Review of Educational Research, 61, p. 239 –
264
Dole, J.A. and Osborn, J. (1989).Reading Materials: Their selection and use. Illinois: University of
Illinois.
Dole, Noke and Drifts (2009).Cognitive Strategy Instruction. In Israel, S. E., and Duffy, G. G.
Handbook of Research on Reading Comprehension. New York: Routledge, p. 1-59
Dudley-Evans, T., and St. John, M. (1998). Developments in ESP: A Multi-Disciplinary Approach.
Cambridge: Cambridge University Press
Duffy, G. G. (2003). Explaining reading. New York, NY: The Guilford Press
Duffy, G. G. (2002). The case for direct explanation of strategies. In C. C. Block and M. Pressley
(eds), Comprehension Instruction. New York: The Guilford Press, p. 28-41
Duffy, G., and McIntyre, L. (1982).A naturalistic study of instructional assistance in primary-grade
reading.Elementary School Journal, 83, p. 15-23
Duffy, G., and Roehler, L. R. (1987).Improving reading instruction through the use of responsive
elaboration.Reading Teacher, 40, p. 514-520
Durkin, D. (1978-79). What classroom observations reveal about reading comprehension. Reading
Research Quarterly, 14, p. 481-533
Durkin, D. (1981). Reading comprehension instruction in five basal reader series.Reading Research
Quarterly, 16, p. 515-544
Ehrman, M. and Oxford, R. (1990).Adult language learning styles and strategies in an intensive
training setting.Modern Language Journal, 74, p. 311-326
Elley, W.B. (1994). The IEA Study of Reading Literacy: Achievement and Instruction in 32 School
Systems. Oxford: Pergamon Press
Felder, R.M. and Brent, R. (2005).Understanding student differences.Engine Education, 94, p. 57-72
Felder, R.M. and Henricues, E.R. (1995). Learning and teaching styles in foreign and second
language education. Foreign Language Annals, 1, p. 21-31
Felder, R.M. and Silverman, L.K. (1988). Learning and teaching styles in Engineering Education.
Engineering Education, 78, p. 674-681
Feryok, A. (2008). An Armenian English language teacher’s practical theory of communicative
language teaching.System 36, p. 227–240
Fleming, N.D. (2001). Teaching and Learning Styles: VARK Strategies. Honolulu Community
College
Flowerday, T., Schraw, G., and Stevens, J. (2004).The role of choice and interest in reader
engagement.The Journal of Experimental Education, 72(2), p. 93-114
Fransson, A. (1984). “Cramming or understanding? Effects of intrinsic and extrinsic motivation on
approach to learning and test performance.” In J. C. Alderson and A. H. Urquhart (eds.),
Reading in a foreign language. London: Longman, p. 86-116

132

Frantzen, D. (2003). Factors affecting how second language Spanish students derive meaning from
context. The Modern Language Journal, 87, p. 168–199
Frick, R. W. (1992). Interestingness.British Journal of Psychology, 83(1), p. 113-128
Friese, E.E.G., Alvermann, D.A., Parkes, A. and Rezak, A.T. (2008).Selecting texts for English
Language Arts classrooms: When assessment is not enough. English Teaching: Practice and
Critique, December, Vol. 7, N. 3, p. 74-99
Galda, L., & Beach, R. (2001).Response to literature as a cultural activity.Reading Research
Quarterly, 36(1), p. 64-73
Gardner, R. C. (1988). The socio-educational model of second-language learning: Assumptions,
findings, and issues. Language Learning, 38, p. 101-126
Gardner, R. C. and Lambert, W. E. (1972).Attitudes and motivation in second language
learning.Rowley, MA: Newbury House
Garrett, T. (2008).Student-Centered and Teacher-Centered Classroom Management:A Case Study of
Three Elementary Teachers. Journal of Classroom Interaction.Vol. 43 No 1, p. 34 - 47
Good, T.L. (1983). Classroom research: A decade of progress. Educational Psychologist, 18, p. 127144
Goodman, K. (1967). Reading: A psycholinguistic guess game. Journal of the Reading Specialist,
May, p. 126-135
Gore, J.M., Griffiths, T. Ladwig, J.G. (2004). Towards better teaching: productive pedagogy as a
framework for teacher education. Teaching and Teacher Education, Volume 20, Issue 4, p.
375-387
Gough, P. B. (1976). One second of reading'.In H. Singer and R. B. Ruddcll (cds).Theoretical
Models and Processes of Reading. Newark, DE: International Reading Association, p. 509535
Grabe, W. (1988).Reassessing the term ‘interactive’. In P. L. Carrell, J. Devine, and D. E. Eskey
(eds), Interactive Approaches to Second Language Reading. Cambridge: Cambridge
University Press, p. 56-70
Grabe, W. (1991).Current developments in second language reading research. TESOL Quartely, 25
(3), p. 375-405
Grabe, W. (2004).Research on teaching reading.Annual Review of Applied Linguistics, 24, p. 44-69
Graddol, D. (2006). English next: Why global English may mean the end of English as a foreign
language. London: British Council
Grambrell, L.(1996). Creating classroom cultures that foster reading motivation.The Reading
Teacher, 50, p. 14-25
Grasha, A. F. (2002).Teaching with Style: A Practical Guide to Enhancing Learning by
Understanding Teaching and Learning Styles. Pittsburgh: Alliance Publishers
Gruenbaum, A. (2012). Common literacy struggles with college students: Using the reciprocal
teaching technique. Journal of College Reading and Learning, 42(2), Spring, p. 110-116

133

Gruenbaum, E. A. (2010). Predictors of success for adult online learners: A review of the literature.
eLearn Magazine, 10(1), p. 1-7
Guild, P.B. and Garger, S. (1985). Marching to Different Drummers. Alexandria: Association for
Supervision and Curriculum development
Guice, S.L. (1995). Creating communities of readers: A study of children’s information networks as
multiple contexts for responding to texts.Journal of Reading Behavior, 27, p.379-397
Guthrie, J. T. (1973).Reading comprehension and syntactic responses in good and poor
readers.Journal of Educational Psychology, 65, p. 294 -300
Guthrie, J.T. (2001). Contexts for Engagement and Motivation in Reading.Reading
Online.Retrieved
November
3,
2013
from
http://www.readingonline.org/articles/handbook/guthrie/index.html
Haas, C., and Flower, L. (1988).Rhetorical reading strategies and the construction of
meaning.College Composition and Communication. 39, p. 167-83
Hains, B. J. and Smith, B. (2012). Student-Centered Course Design: Empowering Students to
Become Self-Directed Learners. Journal of Experiential Education, v.35, n2, p. 357-374
Hallam, S., and Francis, H. (1998). Is my understanding yours? A study of higher education
students’ reading for understanding and the effects of different texts.Learning and Instruction,
Volume 8, Issue 1, February, 1998, p. 83-95
Hammond, B. G. (2008). Advancing beyond AP courses.Chronicle of Higher Education. 54(34),
p.29-33
Hamp-Lyons, L. (2001). Fourth generation writing assessment.In T. Silva and P. K.Matsuda (eds.),
On Second Language Writing.Mahwah, NJ: Lawrence Erlbaum Associates, p. 117-128
Hamra, A. (1993). Advancing child language development.JurnalPendidikandanKeguruan (Journal
of Education and Teaching), p. 3, 167-171
Hamra, A. (1996a). Developing questioning competencies through radio reading.JurnalJaringan
(Jaringan Journal of Education), 1(3), p. 199-195
Hamra, A. (1996b). Implementing reading skills to improve comprehension of reading
texts.JurnalPendidikandanKeguruan (Journal of Education and Teaching), 4(2), p. 89-94
Hamra, A., and Syatriana, E. (2010).A model of teaching reading comprehension for junior and
senior high school. Makassar: Makassar State University Press
Hamra, A. and Syatriana, A. (2012). A Model of Reading Teaching for University EFL Students:
Need Analysis and Model Design. English Language Teaching, Published by Canadian Center
of Science and Education, Vol. 5, No. 10, p. 1-12
Harmer, J. (2001).The practice of English language teaching (3rd ed.). Essex: Longman
Harrison, C. and M. Coles (1982). (eds). The Reading for Real Handbook.London: Routledge
Harvey, S., and Goudvis, A. (2000). Strategies that work: Teaching comprehension to enhance
understanding. Portland, ME: Stenhouse Publishers
Haynes, M. (1984).Patterns and perils of guessing in second language reading. In J. Handscome, R.
Orem, and B. Taylor (Eds.), On TESOL '83: The question of control. Washington D.C.:
TESOL, p. 163-177
134

Hedden, T. and Gabrieli, J.D. (2004). Insights into the ageing mind: a view from cognitive
neuroscience. Nature Reviews. Neuroscience, 5 (2), p. 87–96
Hitosugi, C. I. and Day, R. R. (2004).Extensive reading in Japanese.Reading in a Foreign
Language, 16(1), p. 20-39
Hobson, E. H. (2004). Getting Students to Read: Fourteen Tips.IDEA Paper No. 44, Manhattan,
KS: Kansas State University, Center for Faculty Evaluation and Development, KS: Kansas
State University, Center for Faculty Evaluation and Development
Hodges, C. A. (1980). Reading comprehension instruction in the fourth grade: Three data-gathering
methods.In M. K. Kamil and A. J. Moe (Eds.), Perspectives on Reading Research and
Instruction. Washington, DC: National Reading Conference, p.110-116
Holec, H. (1987). The learner as manager: Managing learning or managing to learn? In A. Wenden
and J. Rubin (eds.), Learner Strategies in Language Learning. London: Prentice Hall, p. 145156
Hosenfeld, C. (1977). A preliminary investigation of the reading strategies of successful and
nonsuccessful second language learners.System, vol. 5, N. 2, p. 110-123
Hu, M., and Nation, I. S. P. (2000).Vocabulary density and reading comprehension.Reading in a
Foreign Language, 23, p. 403–430
Hudson, T. (1982). The effects of induced schemata on the “short circuit” in L2 reading:
Nondecoding factors in L2 reading performance. Language Learning, 32(1), p. 1-31
Hudson, T. (2007).Teaching Second Language Reading. New York: Oxford
Irwin, J. W. (1991). Teaching reading comprehension processes. Needham Heights, MA: Allyn and
Bacon
Jackson, S. A. (1981). About publishers, teachers and reading achievement. In J. H. Cole and T.
C.Sticht (Eds.). The Textbook in American society. Washington, DC: The Library of Congress
Jensen, G.H. (1987). Learning styles. In J.A. Provost and S. Anchors (eds). Applications of the
Myers-Biggs Type Indicator in Higher Education.Palo Alto: CA. Consulting Psychologists
Press, p. 247-264
Johnson, J.S. and Newport, E.L. (1989). Critical Period Effects in Second Language Learning: The
Influence of Maturational State on the Acquisition of English as a Second Language.
Cognitive psychology, #21, p. 60-99
Jolly, D. (1978, October). The establishment of a self-access scheme for intensive reading. Paper
presented at the Goethe Institute, British Council on Reading, Paris
Jones, K. S. (1999). Automatic summarizing: Factors and directions. In I. Mani and M. T. Maybury
(Eds.), Advances in automatic text summarization (pp. 1-12). London: The MIT Press
Kaakinen, J., Hyona, J., and Keenan, J. (2002). Perspective effects on online processing. Discourse
Processes, 33, p. 159-173
Kaakinen, J., Hyona, J., and Keenan, J. (2003). How prior knowledge, WMC, and relevance of
information affects eye fixations in expository text. Journal of Experimental Psychology:
Learning, Memory, and Cognition, 29, p. 447-457
Keene, E. (2006). Assessing Comprehension Thinking Strategies. Huntington Beach, CA: Shell
Educational Publishing
135

Kennedy, R. (2009). The power of in-class debates.Active Learning in Higher Education, 10(3), p.
225-236
Kern, R.G. (1989). Second language reading strategy instruction: Its effects on comprehension and
word inference ability. The Modern Language Journal, Vol. 73, No 2, p. 135-149
King, A. (1993). From sage on the stage to guide on the side.College Teaching, 41(1), p. 30-35
Kintsch, W. (1980). Learning from text, levels of comprehension, or: Why anyone would read a
story anyway? Poetics, 9, p. 87-98
Kirby, J.R. (1988). Style, strategy and skill in reading.In Schmeck (ed.). Learning styles and
learning strategies. New York: Plenum Press p. 53-82
Klausmeier, H.J. (1985). Educational Psychology. Cambridge (UK): Harper and Row
Kobayashi, M. (2002). Method effects on reading comprehension text performance: Text
organization and response format. Language Testing, 19(2), p. 193–220
Kolb, D. (1984). Experiential Learning: Experience as the Source of Learning and Development.
Englewood Cliffs, NJ: Prentice-Hall
Krashen, S.D. (1981). Second Language Acquisition and Second language Learning. Pergamon
Press. University of Southern California.
Krashen, S. D., M. A. Long, and R. C. Scarcella.(1979). Age, Rate and Eventual Attainment in
Second Language Acquisition.Tesol Quarterly 13, p. 573-582
Krashen, S. and Terrell, T. (1983). The Natural Approach: Language Acquisition in the Classroom.
Oxford, New York : Pergamon Press
Krieger, Z. (2007). Oasis in Iraq: Universities Flourish in Kurdistan. Chronicle of Higher Education,
v.53, n50, pA1 Aug 17 Retrieved November 3, 2012 from http://chronicle.com/article/Oasisin-Iraq-Universities/32091/
Kuhn, M. R., & Stahl, S. A. (2004). Fluency: A review of developmental and remedial practices. In
R. B. Ruddell& N. J. Unrau (Eds.), Theoretical Models and Processes of Reading. Newark,
DE: International Reading Association, p. 412-453
Kuru-Gonen, S. I. (2005).The sources of foreign language reading anxiety of students in a Turkish
EFL context.MA Dissertation. Eskisehir: Anadolu University
Kucer, S.B. (2005). Dimensions of Literacy: A Conceptual Base for Teaching Reading and Writing
in School Settings. Mahwah, NJ: Lawrence Erlbaum Associates
Kweldju, S. (2001). Vocabulary and lexicogrammatical units: Graduate students’ main problem in
reading their textbooks. LinguistikIndonesia.JurnalIlmiahMasyarakatLinguistik Indonesia
(Scientific Journal of Indonesian Linguistic Society), 1, p. 35-56
Laufer, B. (1989). What percentage of text-lexis is essential for comprehension? In C.Lauren and
M.Nordman (Eds.), Special language: From humans to thinking machines. Clevedon, England
: Multilingual Matters, p. 316–323
Leaver, B.L. (1986).Hemisphericity of the Brain and Foreign Language Teaching.Folio Slavica8, p.
2- 15

136

Lubawski, M. Sheehan, C. and Rauchwerk, S. (2010). Reading comprehension across different
genres: An action research study. Retrieved September 15, 2013 from
http://files.eric.ed.gov/fulltext/ED512895.pdf
Lenneberg.E.H. (1967).Biological Foundations of Language. New York: Wiley
Lightbown, P.M. and Spada, N. (1993). How languages are learned. Oxford (UK): Oxford
University Press
Lima, C. (2010). Selecting Literary Texts for Language Learning.Journal of NELTA Vol. 15 No. 1-2
December, p. 110-113
Linderholm, T. (2006).Reading with purpose.Journal of College Reading and Learning, 36 (2),
Spring, p. 70-80
Linderholm, T., and van den Broek, P. (2002).The effects of reading purpose and working memory
capacity on the processing of expository text. Journal of Educational Psychology, 94, p.778784
Lindsey, (2012).Iraqi Universities Reach a Crossroad, Chronicle of Higher Education, March 25.
Retrieved 02.11.2013 from http://www.michaelprosser.com/2012/03/jamal-penjweny-ursulalindsey-iraqi-universities-reach-a-crossroads-ambitious-plans-for-reform-could-be-thwartedby-sectarian-politics-chronicle-of-higher-education-march-25-2012-post-419/
Liontas, J. I. (2001). Reading and multimedia annotations: Going beyond bells and whistles, hot
links and pop-up windows. IALL Journal of Language Learning Technologies, 33(1), p.53–78
Littlefair, A. (1991). Reading All Types of Writing. Milton Keynes: Open University Press
Mardiana. (1993). The correlation between the reading comprehension achievement of the fifth
semester students of the English Department of FPBS IKIP Ujung Pandang and their attitude
towards English. Undergraduate thesis, FPBS IKIP, Ujung Pandang
Maria, K. (1990). Reading Comprehension Instruction: Issues and Strategies. Timonium, MD: York
Press. Marzano
Marshall, P. (1974). How much, how often.College and Research Libraries, 35(6), p. 453-456
Masgoret, A.-M.and Gardner, R. C. (2003). Attitudes, motivation, and second language learning: A
meta-analysis of studies conducted by Gardner and associates. Language Learning, 53, p. 123163
Mason, J., Kniseley, E., and Kendall, J. (1979).Effects of polysemous words on sentence
comprehension.Reading Research Quarterly, 15, p. 49-65
Matsuda, S., and Gobel, P. (2004).Anxiety and predictors of performance in the foreign language
classroom.System, 32, p. 21-36
McDougall, D. and Cordiero, P. (1993).Effects of random-questioning expectations on community
college students’ preparedness for lecture and discussion.Community College Journal of
Research and Practice, 17, P. 39-49
McLaughlin, M., and Allen, M.B. (2001).Guided Comprehension: A teaching Model for Grades 38. Newark: DE: International Reading Association
McLaughlin, M., McGrath, D.J., Burian-Fitzgerald, A., Lanahan, L., Scotchmer, M., Enyeart, C.,
and Salganik, L. (2005, April).Student content engagement as a construct for the measurement
137

of effective classroom instruction and teacher knowledge. Paper presented at the annual
meeting of the American Educational Research Association, Montréal, Quebéc.
Merisuo-Storm, T. (2006). Girls and Boys Like to Read and Write Different Texts. Scandinavian
Journal of Educational Research, v.50, n2, p. 111-125.
Meyer, J.H.F. and Land, R. (eds.) (2006).Overcoming Barriers to Student Understanding: threshold
concepts and troublesome knowledge, London and New-York: Routledge
Miller, D. (2011). ESL Reading textbooks vs. university textbooks: Are we giving our students the
input they may need. Journal of English for Academic Purposes, v.10, n1, p. 32-46
Millis, B. J., and Cottell, P. G., Jr. (1998).Cooperative Learning for Higher Education Faculty.
American Council on Education, Series on Higher Education. Phoenix, AZ: The Oryx Press
Mills, N., Pajares, F., and Herron, C. (2006). A reevaluation of the role of anxiety: Self-efficacy,
anxiety, and their relation to reading and listening proficiency. Foreign Language Annals,
39(2), p. 276-295
Mingol, I.C. (2009). Coeducation: Teaching Peace from a Gender Perspective. Peace and Change.
Volume 34, Issue 4, p. 456-470
Mohamed, B.K. (2012). Internationalization modules of the higher education system in Iraq.Journal
of International Education Research, v.8 n3, p. 245-254
Mohammed-Marzzouk, M.R. (2012). Teaching and learning in Iraq: A brief history. Educational
Forum, v.76, n2, p. 259-264
Moje, E.B., and Speyer, J. (2008).The Reality of challenging texts in high school science and social
studies. In K. Hinchman and H. Sheridan-Thomas (Eds.), Best practices in adolescent literacy
instruction. New York: Guilford, p. 185-210
Moody, R. (1988). Personality preferences and foreign language learning.The Modern Language
Journal, 72, p. 389–401
Mori, S. (2002).Redefining motivation to read in a foreign language.Reading in a Foreign
Language, 14, p. 91–110
Mullis, I.V.S., Martin, M.O., Kennedy, A.M., Trong, K.L., & Sainsbury, M. (2009).PIRLS 2011
Assessment Framework.TIMSS& PIRLS International Study Center, Chestnut Hill, MA.
Boston College
Munby, J. (1978). Communicative Syllabus Design. Cambridge: Cambridge University. 1978
Myers, L.B. and McCauley, M.H. (1985). Manual: A Guide to the Development and use of the
Myers-Briggs Type Indicator. Palo Alto, CA: Consulting Psychologists Press
Myers, O.E. and Beringer, A. (2010).Sustainability in higher education: Psychological research for
effective pedagogy. Canadian Journal of Higher Education, Vol. 40, No. 2, 2010, p. 51-77
Na, L. and Nation, I.S.P. (1985) Factors affecting guessing vocabulary in context.RELC Journal, 16,
p. 33-42
Nababan, P.W.J. (1993) ESP Materials Preparation in a Foreign Language Situation. Annual
Meeting of the South Asian Ministers of Education Organization Regional Language Centre
Seminar. Singapore, Indonesia, paper 052, p. 1-12

138

Naceur, A., and Schiefele, U. (2005). Motivation and learning - The role of interest in construction
of representation of text and long-term retention: Inter-and intraindividual analyses. European
journal of psychology of education, 20(2), 16, p. 155-170
NAEP (2012).Reading Framework for the 2013 National Assessment of Educational Progress.
Washington, D.C.: National Assessment Governing Board. US Department of Education
Nagao, H. (2002). Using Top-Down Skills to Increase Reading Comprehension. Kagawa, Japan
Nagy, W. and Scott, J.A. (2000).Vocabulary processing. In M. Kamil, P. Mosenthal, P.D. Pearson,
and R. Barr (Eds.) Handbook of reading research, Vol.3. Mahwah, NJ: Earlbaum, p. 269-284
Nassaji, H. (2003). L2 vocabulary learning from context: Strategies, knowledge sources, and their
relationship with success in L2 lexical inferencing. TESOL Quarterly, 37, p. 645–670.
Nassaji, H. (2004). The relationship between depth of vocabulary knowledge and L2 learnerslexical
inferencing strategy use and success.The Modern Language Journal, 90, p. 387–401
Ness, M. K. (2009). Reading comprehension strategies in secondary content area classrooms:
Teacher use of and attitudes towards reading comprehension instruction.Reading Horizons, 49
(2), p. 143-166
Nuttall, C. (2005). Teaching Reading Skills in a Foreign Language. Oxford: Macmillan
O'Brien, J. G., Millis, B. J., & Cohen, M. W. (2008).The course syllabus: A learning-centered
approach. San Francisco: Jossey-Bass
Oczkus, L.D. (2004). Super Six Comprehension Strategies: 35 Lessons and More for Reading
Success with CD-Rom. Norwood, MA. Christopher-Gordon Publishers
OECD (2009). PISA Assessment Framework: Key competencies in reading, mathematics and
science. Retrieved 10.11.2013 from http://www.oecd.org/pisa/pisaproducts/44455820.pdf
O’ Neill, R. (1993). Are textbooks symptoms of a disease? Practical English teaching. September,
p. 11-13
Olson, C.B. and Land, R. A. (2007). Cognitive strategies approach to reading and writing instruction
for English language learners in secondary school. Research in the Teaching of
English.Volume 41, Number 3, p. 269-303
Olson, L., and Samuels, S. (1973). The relationship between age and accuracy of foreign language
pronunciation.Journal of Educational Research, # 66, p.263-267
Outsen, N. and Yulga, S. (2002). Teaching Comprehension Strategies All Readers Need: MiniLessons that Introduce, Extend, and Deepen Reading Skills and Promote a Lifelong Love of
Literature. NY: Scholastic Inc.
Oxford, R.L. (1990). Language Learning Strategies: What every teacher should know. Boston:
Heinle and Heinle
Oxford, R.L. (2003). Language Learning Styles and Strategies. Gala: Oxford
Oxford, R., M. Ehrman, and R. Z. Lavine. (1991). Style Wars: Teacher-Student Style Conflicts in
the Language Classroom.” Challenges in the 1990s for College Foreign Language
Programs.Ed. S. S. Magnan. Boston: Heinle and Heinle, p. 1–25.

139

Oyama, S. (1976).A sensitive period for the acquisition of a nonnative phonological system.Journal
of Psycholinguistic Research, #5, p. 261-285
Oyama, S. (1978).The sensitive period and comprehension of speech.Working Papers on
Bilingualism, # 16, p. 1-17
Ozek, Y and Civelek, M. (2006).A Study on the Use of Cognitive Reading Strategies by ELT
Students.The Asian EFL Journal, August, p. 1-26
Palincsar, A. S., & Brown, A. L. (1986).Interactive teaching to promote independent learning from
text. The Reading Teacher, 39(8), p. 771-77
Paribakht, T. S., and Wesche, M. (2006) Lexical inferencing in L1 and L2: Implications for
vocabulary instruction and learning at advanced levels. In H. Byrnes, H. Weger-Guntharp and
K. Sprang (Eds.), Educating for advanced foreign language capacities: Constructs,
curriculum, instruction, assessment. Washington, DC: Georgetown University Press, p. 118–
135
Parris, S, and Block, C. (2007).The Expertise of adolescent literacy teachers.Journal of Adolescent
and Adult Literacy, 50(7), p.582-596
Pashler,H., McDaniel,M., Rohrer, D.and Bjork, R. Learning styles: Concepts and evidence.
Psychological Science in the Public Interest, v.9, #3, p. 105-119
Patkowski, M. (1980).The sensitive period for the acquisition of syntax in a second
language.Language Learning, #30, p. 449-472
Paulson, E.J. (2006). Self-selected reading for enjoyment as a college developmental reading
approach. Journal of College Reading and Learning, 36 (2), p. 51-58
Pearson, P. D. (1985). Changing the face of reading comprehension instruction.Reading Teacher,
38,p. 724-738
Pearson, P.D., and K. Camperell.(1994). Comprehension of Text Structures.In R.B. Ruddell, M.R.
Ruddell, and H. Singer, eds., Theoretical Models and Processes of Reading.Newark, DE:
International Reading Association, p. 448–468
Pearson, P. D. and Dole, J. A. (1988). Explicit comprehension instruction: A review of research and
a new conceptualization of instruction. Technical Report # 427. Centre for the Study of
Reading. University of Illinois at Urbana-Champaign
Pearson, P.D., Roehler, L.R., Dole, J.A. and Duffy, G.G. (1990). Developing Expertise in Reading
Comprehension: What Should Be Taught? How Should it Be Taught? University of Illinois at
Urbana-Champaign. Centre for the Study of Reading.
Pressley, M., and Afflerbach, P. (1995). Verbal Protocol Analysis: The Nature of Constructively
Responsive Reading. Hillsdale, NJ: Erlbaum
Pressley, M. and Gaskins, I. (2006).Metacognitively competent reading comprehension is
constructively responsive reading: How can such reading be developed in students.
Metacognition Learning, 1, p.99-113
Pressley, M., Goodchild, F., Fleet, J., Zajchowski, E. and Evans, E.D. (1989). The challenges of
classroom strategy instruction.The Elementary School Journal, 89 (3), p. 301-342
140

Prince, M..J., Felder, R.M. (2006) Inductive Teaching and Learning Methods: Definitions,
Comparisons, and Research Bases. Journal of Engineering Education (Washington, D.C.),
95:2, p. 123-134
Prosser, M., Trigwell, K., (1999).Understanding Learning and Teaching: the experience in Higher
Education. London: Society for Research into Higher Education and Open University Press.
Prowse, P. (2002). Top ten principles for teaching extensive reading: A response. Reading in a
Foreign Language, 14/2, p. 142-145
Rahimi, R. (2008). ESP, An Evaluation of Available Textbooks. Islamic Azad University,
Tonekabon, Iran.
Reardon,S.F., Valentino, R.A. and Shores, K.A. (2012). Patterns of literacy among U.S.
students.The Future of Children, Vol. 22, NO. 2 , p. 17- 37
Richards, J. C., and Rogers, T. S. (1992). Approaches and method in language teaching. Cambridge:
Cambridge University Press
Riding, R., &Rayner, S. (Eds.). (1998). Cognitive styles and learning strategies: Understanding style
differences in learning and behaviour. London: David Fulton Publishers
Rhem, J. (1995). Deep/surface approaches to learning: An introduction. National Teaching and
Learning Forum, 5 (1), p. 1–4
Roger, J.M. and Feldman, R.S. (1984). Educational Psychology: Applications and Theory. N.-Y.
(USA): Knopf
Rosenshine (2008).Five Meanings of Direct Instruction. Lincoln, USA: Center on Innovation and
Improvement.
Rosenshine, B. (1986). Synthesis of research on explicit teaching.Educational Leadership, 43 (7), p.
60-69
Rosenshine, B.V. (1979). Content, time, and direct instruction.In P. L. PetersonandH.J.Walberg
(Eds.), Research on teaching: Concepts, findings, and implications Berkeley, CA: McCutchan, p.
28-56
Rosenshine, B.V. (1980). Skill hierarchies in reading comprehension.In R.J. Spiro, B.C. Bruce, and
W.F. Frewer (Eds.), Theoretical Issues in Reading Comprehension.Hillsdale, NJ: Lawrence
Erlbaum, p. 535-554
Rosser, P.C. (2007).Myers-Briggs Type Indicator Profiles of Higher Education Doctoral Students.
Texas A and M University: Commerce, ProQuest, UMI Dissertations Publishing, 3257283
Royer, J. (1984). Learning from text: methods of affecting reader’s intent. Journal of Reading
Behaviors, 15, p. 33-50
Ruddell, R.B., and Unrau, N.J. (1994). Reading as a Meaning-Construction Process: The Reader, the
Text, and the Teacher. In R.B. Ruddell, M.R. Ruddell, and H. Singer, eds. Theoretical Models
and Processes of Reading. Newark, DE: International Reading Association, p. 996–1056
Salli, A. (2002). Teachers’ perception of strategy training in reading instruction.MA thesis.Bilkent
University, Ankara
141

Samway, K. D., and Whang, G. (1996).Literature Study Circles in a Multicultural Classroom. York,
Maine: Stenhouse Publishers
Scarcella, R. and Oxford, R. (1992).The Tapestry of Language Learning: The Individual in the
Communicative Classroom. Boston: Heinle and Heinle
Schiefele, U. (1999). Interest and learning from text. Scientific Studies of Reading, 3(3), p. 257-279
Schleppegrell, M. and Bowman, B. (1986). ESP: Teaching English for Specific Purposes.
Washington, D.C.: Centre of Applied Linguistics
Schleppegrell, M. (1987).The older language learner. Retrieved November, 14, 2013 from
http://files.eric.ed.gov/fulltext/ED287313.pdf
Schreiber, P. A. (1991). Understanding prosody’s role in reading acquisition.Theory into Practice,
30, 3, p. 158–164
Schultz, R.A. (1991). Second language acquisition theories and teaching practice: How do they fit?
Modern Language Journal, 5, p. 17-26
Self, J. (1987). Reserve Reading and Student Grades: Analysis of a Case Study. Library and
Information Science Research,9(1), p. 29-40
Shaywitz, S. (2003).Overcoming dyslexia. New-York: Alfred A. Knopf
Sheorey, R. and Mokhtari, K. (2001).Differences in the metacognitive awareness of reading
strategies among native and non-native readers.System, 29, p. 431-49
Shih, M. (1992).Beyond comprehension exercises in the ESL Academic reading class.TESOL
Quarterly, 26(2), p. 289-318
Shulman, L. S. (1987). Knowledge and teaching: Foundations of the new reform. Harvard
Educational Review, 57, 1–22
Silberstein, S. (1994).Techniques and Resources in Teaching Reading. New York: Oxford
University Press
Silvia, P. J. (2006). Exploring the Psychology of Interest. New York, NY: Oxford University Press
Simpson, M. L., and Nist, S. L. (2002).Encouraging active reading at college level.In C.C. Block
and M. Pressley (eds.), Comprehension instruction. New York: The Guilford Press, p. 365-379
Sinatra, G. M., K. J. Brown and R. E. Reynolds (2002).Implications of cognitive resource allocation
for comprehension strategies instruction. In C. C. Block and M. Pressley (eds.),
Comprehension instruction.New York: The Guilford Press, p. 62-76
Slunt, K. M., and Giancarlo, L. C. (2004). Student-centered learning: A comparison of two different
methods of instruction. Journal of Chemical Education, 81(7), p. 985-988
Smith, N. B. (1965). American reading instruction. Newark, DE: International Reading Association
Smith, H. L. (1973). Cultural anthropology, linguistics and literacy. Reading in In M. P. Douglass
(Ed.), Reading in education: A broad view, p. 67-76
Snow, C.E., Burns, S., & Griffin, P. (Eds.). (1998). Preventing Reading Difficulties in Young
Children. Washington, D.C.: National Academy Press
Snow, C., and Hoefnagel-Hohle, M. (1977). Age differences in pronunciation of foreign
sounds.Language and Speech, #20, p.357-365
Snow, C., &Hoefnagel-Hohle, M. (1978). The critical period for language acquisition: Evidence
from second language learning. Child Development, # 49, p. 1114-l 128
142

Sochor, E. E. (1959). The nature of critical reading. Elementary English, 36, p. 47-58 University of
Saskatchewan.(n.d.)Teaching
styles.
Retrieved
April
20,
2013
from
http://www.usask.ca/gmcte/resources/teaching/styles_instruction
Stebick, D.M., and Dain, J. M. (2007).Comprehension Strategies for your K-6 Literacy Classroom:
Thinking before, during, and after Reading. Thousand Oaks, CA: Corwin Press
Sternberg, R. J. (2001). Epilogue: Another mysterious affair at styles. In R. J. Sternberg& L. F.
Zhang (Eds.), Perspectives on thinking, learning, and cognitive styles. Mahwah, NJ: Lawrence
Erlbaum Associates, p.249-252
Sweller, J. (2005). Implications of cognitive load theory for multimedia learning. In R. E. Mayer
(Ed.), The Cambridge handbook of multimedia learning.Cambridge, England: Cambridge
University Press, p. 19–30
Syatriana, E. (1998). The levels of reading comprehension of the fifth semester students of STKIP
YPUP Ujung Pandang. Undergraduate thesis, STKIP YPUP, Ujung Pandang
Taglieber, L.K., Johnson, L.L., and Yarbrough, D.B. (1988). Effects of prereading activities on EFL
reading by Brazilian college students. TESOL Quarterly, 22, p. 455-472
Teele, S. (2004). Overcoming barricades to reading: A multiple intelligences approach. Thousand
Oaks, CA: Corwin Press
Thiede, K. W., Griffin, T. D., Wiley, J., and Anderson, M. C. M. (2010). Poor metacomprehension
accuracy as a result of inappropriate cue use. Discourse Processes, 47(4), p. 331-362
Tilfarlioglu, F.Y. (2011). An international dimension of the students’ attitudes towards the use of
English in Web.2 technology.TOJET: The Turkish Online Journal of Educational Technology
– July 2011, volume 10 Issue 3, p. 63-68
Thompson, I. (1987). Memory in language learning. In A. Wenden and J. Rubin (eds.), Learner
Strategies in Language Learning. Hertfordshire: Prentice Hall International, p. 43-56
Ur, P. (1999). A Course in Language Teaching. Cambridge: Cambridge University Press
Ur, P. (1996). A Course in Language Teaching: Practice and Theory. Cambridge: Cambridge
University Press
Urquhart, S., and C. Weir (1998).Reading in a second language: Process, product a practice. London
and New York: Longman
Vacca, R. T., Vacca, J. L., and Mraz, M. (2011).Content Area Reading: Literacy and Learning
Across the Curriculum. Boston, MA: Pearson
Van Driel, J., Verloop, N., and De Vos, W. (1998).Developing science teachers’ pedagogical
content knowledge. Journal of Research in Science Teaching, 35(6), p. 673–695
Verloop, N., Van Driel, J., Meijer,P. (2001). Teacher knowledge and the knowledge base of
teaching.International Journal of Educational Research, Volume 35, Issue 5, p. 441-461
Villegas Rogers, C. and Medley F.W., Jr. (1988). Language with a purpose: Using authentic
materials in the foreign language classroom. Foreign Language Annals, 21, p. 467-478
Vygotsky, L. (1978). Interaction between Learning and Development.In Mind in Society. (Trans. M.
Cole). Cambridge, MA: Harvard University Press, p. 79-91.
Wade, S., Buxton, W., and Kelly, M. (1999). Using think-alouds to examine reader-text interest.
Reading Research Quarterly, 34(2), p. 194-216
143

volatile: not retaining stored information when the power supply is cut off

A. Indicate whether the statements below are true (T), false (F) or not stated (NS)
according to the text.
……..
……..
……..
……..
……..
……..
……..

1) CPUs and chips are the same device named differently in computers.
2) Registers as a main part in processors prepare mathematical calculations.
3) Mathematical calculations can be done by at least one part of a computer.
4) Data are stored by control unit and then send it to memory.
5) RAM capacity of a computer will be limited by the manufacturer in production line.
6) Expansion slots allow user to add new capabilities to computer.
7) 2 thousand million hertz speed is enough to do average job in computers.

B. Choose the best alternative to complete each statement below, according to the text.
8) The chips made of silicon and used in computers are …
a) electronic circuits specially designed for mother boards.
b) sophisticated electrical circuits.
c) mainly calculates the most complicated problems.
d) do their jobs like clocks used in daily life.
9) One of the main parts of computers named control unit ….
a) puts in queue all the tasks 'n computer to be done one after another.
b) monitors the operations done by both memory and CPU.
c) helps all the components and circuits in computer work properly.
d)
10) ROM is …
a) the only part in a computer to do tasks needs huge amount of memory.
b) more stable in storing data than hard drive.
c) expandable but needs some specific installment to make it run correctly.
d) more reliable than RAM because there is less chance to loose the data in electricity cuts.

C. Match the words on the left with their meanings on the right.
…….. 11) rest of
a) computer circuit consisting of an assembly of
electronic components
…….. 12) feature
b) a tiny slice of semiconducting material, generally in
the shape of a square a few millimeters long
…….. 13) device
c) to remain or continue in a specified state, relation
…….. 14) expand
d) the part that is left or remains; remainder
…….. 15) module
e) characteristic
…….. 16) chip
f) to carry out; execute
…….. 17) perform
g) make bigger or wider in size, volume, or quantity
…….. 18) hold
h) an invention especially a mechanical or electrical one.

retrieve: find and bring back; find information and display it as output.

D. Indicate whether the statements below are true (T), false (F) or not stated (NS)
according to the text.
…….. 19) A hard drive spins at the same speed as a floppy drive.
…….. 20) We can categorize the storage devices according to their flexibilities.
…….. 21) The only difference is that if you format a hard drive that has files on it, the files
will be deleted. But nothing will be changed if same thing happens to floppy drive.
…….. 22) Hard drives can not be partitioned to run separate operating systems on the same
disk.
…….. 23) Seek time and the transfer rate means the same thing.
…….. 24) You can create endless quantities of partitions on a hard dive.
…….. 25) Disk drives are not shock resistant, especially in operating mode.

E. Choose the best alternative to complete each statement below, according to the text.
26) Formatting the disk …
a) will recall the factory setting default design of a disk.
b) makes all the data stored on the disk more accessible then the unformatted situation
c) is a necessary process if you are installed the OS a long time.
d) prepares the surface by designing circularly to write any data in the future.
27) To split the hard drive into different partitions ….
a) helps you to rescue all your data stored in different partition than the OS.
b) gives a chance to access any data more accurately and fast.
c) causes to work (read/write) less and eliminates head crush.
d) gives you the chance to use more than one OS at the same time.
28) It is advised in the passage that to use hard drive longer ….
a) all data you need should be backed up before any data loss.
b) you need to shut down immediately if the sudden shock occurs.
c) you shouldn’t move the computer so hard during the running process.
d) you need to apply defragmentation frequently.

F. Match the words on the left with their meanings on the right.
…….. 29) format
a) to make a copy of data or software in case the original is
damaged
…….. 30) directory
b) to get or fetch back again; recover
…….. 31) crash
c) to rotate or cause to rotate rapidly, as on an axis
…….. 32) back up
d) the defined arrangement of data encoded in a file or magnetic
disk or CD-ROM
…….. 33) spin
e) malfunction
…….. 34) sector
f) elastic, easily bent
…….. 35) retrieve
g) the part of a drive that reads and records data on disk
…….. 36) flexible
h) the smallest addressable portion of the track on a magnetic
tape, disk, or drum store

volatile: not retaining stored information when the power supply is cut off

A. Indicate whether the statements below are true (T), false (F) or not stated (NS)
according to the text.
……..
……..
……..
……..
……..
……..
……..

1) CPUs and chips are the same device named differently in computers.
2) Registers as a main part in processors prepare mathematical calculations.
3) Mathematical calculations can be done by at least one part of a computer.
4) Data are stored by control unit and then send it to memory.
5) RAM capacity of a computer will be limited by the manufacturer in production line.
6) Expansion slots allow user to add new capabilities to computer.
7) 2 thousand million hertz speed is enough to do average job in computers.

B. Choose the best alternative to complete each statement below, according to the text.
8) The chips made of silicon and used in computers are …
a) electronic circuits specially designed for mother boards.
b) sophisticated electrical circuits.
c) mainly calculates the most complicated problems.
d) do their jobs like clocks used in daily life.
9) One of the main parts of computers named control unit ….
a) puts in queue all the tasks 'n computer to be done one after another.
b) monitors the operations done by both memory and CPU.
c) helps all the components and circuits in computer work properly.
d)
10) ROM is …
a) the only part in a computer to do tasks needs huge amount of memory.
b) more stable in storing data than hard drive.
c) expandable but needs some specific installment to make it run correctly.
d) more reliable than RAM because there is less chance to loose the data in electricity cuts.

C. Match the words on the left with their meanings on the right.
…….. 11) rest of
a) computer circuit consisting of an assembly of
electronic components
…….. 12) feature
b) a tiny slice of semiconducting material, generally in
the shape of a square a few millimeters long
…….. 13) device
c) to remain or continue in a specified state, relation
…….. 14) expand
d) the part that is left or remains; remainder
…….. 15) module
e) characteristic
…….. 16) chip
f) to carry out; execute
…….. 17) perform
g) make bigger or wider in size, volume, or quantity
…….. 18) hold
h) an invention especially a mechanical or electrical one.

Part 2
for group A

5

10

15

20

A

Simeon Lord was an English robber
who was put in jail for stealing some
bolts of cloth. Because the prisons in
England were so crowded, he was sent to Australia.
His ship arrived at Sydney Cove in Australia in 1791. As Simeon left the
boat, he looked around at the new land. The sun was very hot, and a few
huts along the shore were the only dwellings. Some fields bordered by a
great forest stretched into the distance beyond the shoreline. Simeon would
live here for the next seven years.
Simeon was among one of the earliest groups of British prisoners sent to
Australia. The first convicts had arrived three years before in 1788. Only a
few white settlers were living in the country. Most of Australia's inhabitants
at the time were Aborigines. They had been there for centuries.
In the following eighty years, thousands of English convicts were
transported to Australia. They led a hard life in the new land. Many died
while toiling in the fields or working on building projects. They also died
from starvation and disease. However, some of the prisoners survived and
even managed to prosper.
Simeon Lord was among the lucky few who lived. He gained his
freedom after seven years of confinement. Rather than returning to
England, he became a merchant, bringing food and supplies to the new
colony at Sydney Cove. Over time, the settlement grew. Today, Sydney is
the largest city in Australia.

Choose the best alternative to complete each statement below, according
to the text.

19. Though a few white men were living in Australia in 1791 ----.
A)
B)
C)
D)
E)

they were happy in their new colony
a thought was stuck on their minds: To survive
most of the dwellers of the land were Aborigines
their hearts were burning with desire to return to their homeland
they were among the first descendants of today's Australians

20. Upon arriving at Sydney Cove, Simeon Lord ----.
A)
B)
C)
D)
E)

thought that it was paradise on earth
looked around the new land and saw a few houses on the shore
was the first man to settle in the wild lands of Canberra County
immediately called his servant who was working in the fields
was among the lucky ones who survived

21. Many of the criminals in that island prison ----.
A)
B)
C)
D)
E)

spent many years of imprisonment in buildings detached from the outside world
tried to escape rather than bear this burden
died while working hard in the fields or on building projects
were the merchants of dirty tricks in England
were placed in concentration camps in the forests

B

Match the words on the left with their meanings on the right.
____

22. dwelling

A. thief, burglar

____

23. cove

B. house, residence

____

24. hut

C. colony

____

25. inhabitant

D. a small house

____

26. toil

E. extend, reach

____

27. prosper

F. someone living in a place

____

28. settlement

G. bay, inlet

____

29. convict

H. work hard, struggle

____

30. stretch

I. succeed, advance

31. robber

J. criminal, prisoner

_____

Indicate whether the statements below are true (T), false (F)
or not stated (NS) according to the text.

C
______

32. Simeon Lord was a rich businessman whose ship had gotten lost in the open sea.

______

33. The first convicts arrived in Australia before Simeon.

______

34. One morning, Lord awoke to find that he was a prisoner of the Aborigines.

______

35. The English established a new colony in Sydney Bay.

______

36. The prisoners were able to get along with the Aborigines.

______

37. Indeed, Australia was a dry and cool land without trees.

______

38. The reason why criminals were sent to Australia was the lack of a place for them
in England.
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