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Bu caligmada, okuina becerilerinin 6gretmen modellemesi yoluyla birer strateji gibi
irdelenmesinin Tiirkiye’de baslangig seviyesinde Ingilizce &grenen Tirk 8grencilerinin
JIngilizce bir materyali okuyup anlama becerisi gelisimine olan etkisi, geleneksel okuma
becerileri 6gretiminin aymi gelisime olan etkisi karsilastirilmigtu. Ayrica Oxford (1990)un
Dil Ogrenimi Stratejileri Belirleme Anketi’'nden okuma becerisine uyarlanan bir anket egitim
dncesi ve sonrasi verilerek bu iki okuma Ogretimi yonteminin Ggrencilerin ¢aligmaya 6zel
okuma stratejileri kullanimina olan etkisi kargilagtirilmig ve buna ek olarak bu calismadaki
denek sayist ile smurll kalarak, baslangic seviyesindeki Tiirk 6grencilerinin genel okuma
stratejileri hakkinda da veri elde edilmigtir. Bu ikinci veri genelleme yapilamayacak kadar
smurh sayida 6grenci ile yapilmis olsa da, genel hakkinda bir fikir verebilecegi diigiiniilerek
bu galigmaya dahil edilmigtir.

Bu calismada, veriler 1997-98 &gretim yili Giiz doneminde Anadolu Universitesi
Iletisim Bilimleri Hazirlik programina katilan 6grencilerden baglangi¢ seviyesinde bulunan 40
0grenciden ahnmugtir. Bu grenciler deney grubu ve kontrol grubu olarak iki gruba ayrilmis,
deney grubuna Pearson and Dole (1987)’un okuma §oretimi modeli temel alynarak okuma
becerilerini 63retmen modellemesi yoluyla birer strateji gibi irdelenmesi yontemi Giiz donemi
boyunca uygulanmig, diger gruba ise geleneksel okuma becerileri 6gretimi ayn: dénem iginde
uygulanarak okuma anlama becerisi ve strateji kullanimindaki gelisimleri dénem baginda ve
sonunda verilen 6n ve son testlerin ve anketin sonug¢larma gére karglagtrdmigtir. Egitim

sirasinda 6gretilen okuma becerileri; zor kelimeleri tahmin etme, parga igerigini tahmin etme,
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par¢a icindeki gondermeleri bulma, detaylart ve genel anlamu bulmak i¢in hizli okuma ve"
detayh okumadan olugmaktadir. Bu ¢alismada 6n test ve son test olarak arastirmacs tarafindan
dgretilen okuma becerilerini dlgen bir okuma sinavi ve Practice TOEFL m kelime ve okuma
anlama boélimil kullanilmigtr. Okuma stratejilerinin belirlenmesinde ise daha Once sozi
edilen anket kullanilmigtir. Bu testler ve anket hem egitim 6ncesi hem de sonrasi uygulanarak
her gruptaki 6grencilerin gelisimi aldiklar sonuglara gére hem kendi iglerinde hem de diger
grupla kargilagtinlnugtir. Ayrica her beceriyi tek tek dlgmek igin egitim swrasmda kiiciik ara
sinavlar verilmistir. Son olarak, egitim sonrasi yine arastirmact tgrafmdan hazirlanan diigiince
anketi verilerek 6grencilerin her iki yontemle ilgili diigiinceleri, olumlu olumsuz elestirileri ve
egitim etkili olup olmadigina dair veri elde edilmistir.

Bu test ve anketlerin sonuglarma gore, denecy grubu &grencilerinin kontrol grubu
dgrencilerine gore hem okuma anlama becerisi gelisimi hem de strateji kullanumi konusunda
daha fazla bir gelisim kaydettikleri saptanmistir. Diigiince anketine gbre ise deney grubu
dgrencilerinin ¢oguniugu (%83.9) kendilerine uygulanan egitim hakkinda olumtu diisiinceler
belirtmis ve bu yéntemin kendilerine Ingilizce bir metni nasi okumalar1 gerektigi konusunda
gerekli ipuglarint verdigini séylemislerdir. Diger grupta ise olumlu gérilg bildirenlerin oram
9647.5 kararsizlarm orami ise %30 olarak belirlenmistir. Son olarak strateji anketinin bir
sonucu olarak, deneklerin genel okuma stratejileri kullanumi en sik kullanilandan en az
kullanilana dogru su sekilde saptanmugtir: sosyal stratejiler, metabiligsel stratejiler, biligsel

stratejiler, telafi stratejilert, hafiza stratejileri ve afektif stratejiler.
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In this study, the effects of recasting skills as strategies through teacher modelling on
clementary level EFL Turkish students 'reading comprehension improvement were compared
to the effects of traditional reading skill instruction on this improvement. In addition, by
administering a strategy inventory at the beginning and at the end of the treatment which was
adapted from Oxford’s (1990) SILL ( Strategy Inventory for Language Learning) by
including only the items related to the reading skill, the data about the use of study-specific
strategies was obtained. As another purpose of this, the use of general reading strategies of
clementary EFL Turkish students was analysed. Although the data gained from this purpose is
too limited to make a generalisation about whole elementary EFL Turkish students, it was
included in this study thinking that it may give at least an idea about the issus.

The data was collected from 40 elementaly‘ level students attending Intensive English
Program of Communication Sciences Faculty at Anadolu University, Eskigchir, Turkey.
These students were divided into two groups, an experimental group and a control group. The
control group was exposed to traditional reading skill instruction and the experimental group
received an instruction as recasting reading skills as strategies through teacher modelling.
Five skills were taught during the study, guessing difficult words, predicting, finding your
way around a text, skimming and scanning and looking for detailed information.

At the end of the treatment the improvement of the subjects in terms of reading
comprehension and strategy use of the subjects were compared within the groups and between -
the groups by analysing the scores they got from the pre and post tests and their answers to
the inventory which were applied at the beginning and at the end of the treatment sessions.

Also during the treatment, the quizzes about each skill were administered to test each skill
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separately. In this study, as pre-tests, a researcher-prepared reading exam testing the s&dlls
taught to the subjects and the vocabulary and reading comprehension part of Practice TOEFL
were used. Additionally, to determine the use of general reading strategies by the students and
the use of study-specific strategies, the strategy inventory mentioned earlier was administered.
Finally, in order to obtain data about the subjects’ opinion about the instruction methods
applied to them and efficiency of the instruction, an attitude questionnaire was administered at
the end of the treatment sessions.

According to the results of these tests and the inventory, it was observed that the
experimental group gained more improvement both in reading comprehension and the use of
stud};-speciﬁc strategies compared to the conitrol group. The attitude questionnaire showed
that majority of the experimental group subjects (%83.9) expressed positive opinion about the
instruction applied to them and they stated that this instruction gave them enough clues about
efficient reading in English. In contrast, only %47.5 of the control group were satisfied with
the instruction applied to them and %30 of them stated “ I am not sure if this instruction was
effective or not”. Finally, according to the results of the strategy inventory, thé reading
strategies used by the subjects in this study were as follows: social strategies, metacognitive
strategies, cognitive strategies, compensation strategies, memory strategics and affective

strategies in the order from the most commonly used to the less commonly used.
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CHAPTER I
INTRODUCTION

1. 1 Background to the Problem

Reading knowledge is important for academic studies, professional success and personal
development. This is true especially {or English since much professional, technical and scientific
literature is published in English. Thus, reading ability is often a nécd for leamners of English as a
forcignwlanguagc (EFL). However, despite this specific need for the foreign language rcading
ability, 1t is the common experience that most students fail to learn to read adequately in the foreign
language. Results of research support the view that reading in a language which is not the lcamers’
first language is difficult (Mac Namara 1970) (cited in Alrerson 1984). Students encounter many
problems, such as identifying the topic or message of a text and inferring the meaning of unknown
words, understanding details, drawing inferences, understanding the grammatical and semantic
relationships between the sentences and paragraphs in the passage.

There are some speculations about the reasons of these difficulties. For example, Jolly

(1978) argues that success in reading in second language heavily depends on one's first language



reading ability rather than his/her proficiency in that language. He also adds that reading in a
foreign language requires the transfer of old skills, the skills one uses in his/her first language, not
the lcaming of the new ones. Thus, students fail to read in the foreign language becausc they do
not have old skills or because they have failed to transfer them.

As a different point of view, Kemn (1989) states:

" Reading in a foreign language is cognitively demanding and it includes
coordination of attention, memory pereeptual process and comprchension
process along with separating main ideas from details, searching for cohesive
clements 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."

Yorio (1971) also states that reading problems of foreign language learners are largely duc
to imperfect knowledge of the language and due to native language inferences in the reading
processes. His view involves four factors for effective reading; a) knowledge of the language, b)
ability to predict or guess in order to make the correct choices, ¢) ability to remember the previous
cuecs, and d) ability to make necessary associations between the different cues that have been
sclected.

Thus the aim of teaching reading should be to overcome these 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, 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 makc
up skills and performances. Smith (1965) c¢xplains how reading was viewed as a skill that could be

divided into component of subskiils involved in both decoding and comprehension. Examples of



comprchension subskills included sequencing events in a story, predicting outcomes of a story.
drawing conclusions, {inding the main idca and so forth. Further it was belicved that reading could
be improved by teaching cach of these nccessary subskills at a minimal level of mastery
(Rosenshine 1980).

Most of the comprehension curriculum as we know it today emerged from this task-analytic
behavioral conception of reading (Dole, Duffy and Pearson 1991). Guthrie (1973) described this
curriculum as an "assembly-linc model” of skill acquisition. In such a curriculum, it is assumed that
cach skill can be mastered and these subskills constitute reading comprehension.

This comprehension instruction consisted of asking specific questions about the selection
thev read. It was hoped that if students practiced answering these questions, they would get better
at it (Pearson and Dole 1987). In other words reading instruction overemphasized instruction and
practice on literal comprchension, such as answering detail questions. Traditionally, instructional
theorists and teachers have relied on drill and practice model of instruction that contained an
introductory to a passage through pre-reading questions and that is repeatedly exposing students to
tasks such as comprehension questions and compieting skill exercises (vocabulary, refernng
expressions. finding the main idea, true- false statements etc.) until they have achieved mastery
(Duffy & McIntrye, 1982; Durkin 1978, 1979). Although they gave many workbook assignmcnls.
and asked many questions about the text content, Durkin (1978) judged that these exercises mostly
tested students’ understanding instead of teaching them how to comprehend. Each lesson contained
an introductory reading 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 passive recipients of information in the
text. Also the textbooks used in this traditional reading instruction continue to deal with the skills in
the old way. For example in "guessing difficult words” study, prefixes and suffixes such as

"-r, -tion etc." are presehted as drill exercises isolated from real reading (Durkin 1981, Osborn



1984). Again, 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 it when actually
reading, since real readers do not select the appropriate main ideas for the paragraphs and articles
they read. Instead, students are required to do isolated exercises which have little relevance to the
task of making sense out of text (Duffy and Roehier 1987).

According to the results of the studies conducted by Alderson et al.(1986), when skills are
taught through automatized isolated exercise, the leamning is not affective. When this happens,
students associate skills with "paper and pencil exercise" (Duffy and Roehler 1987) rather than with
reading.

Some started to criticize this discrete comprehension skills curriculum based on
behavioristic analyses of the reading process.

For example Sochor (1959) argued:

" Much of the variability in what constitutes reading is due to
insufficient research evidence on reading abilitics 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.” (p 47-48)

Over the last 20 years, research in reading has provided some answers to the problems
identified by Sochor (1959). Such research have resulted in a new understanding of the reading
process and a different view of what is important to teach. This new view is "cognitively bascd
view of reading comprehension"(Dole et al 1991). In this view, reading is seen as a more complex
process than what early reading researchers assumed; above all it is no longer considered a set of
skills to be mastered. (Anderson, Hiebert, Scott & Wilkinson 1984).

Cognitively based view of reading comprehension emphasize that all readers use their
existing knowledge and a range of cues from thé 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 usc to foster and maintain understanding - play important roles in
distinguishing traditional and new views of reading comprehension.

Expert readers possess a set of flexible and adaptable strategies that they use to make sensc
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 skills.

"Strategies are thought of as conscious and flexible plans readers apply and
adapt to a varety of texts and tasks. Skills, by contrast, are viewed as
highly routinized, almost automatic behaviors.” (Duffy & Roehler 1987).

There are several distinctions between traditional skills and what is referred to as strategies

in this-study.

"First, there is a distinction in intentionality. Strategies emphasize
intentional and deliberate plans under the control of the reader. Good
readers make decisions about which strategy to use, when to use it and
how to adapt it to a particular text (Pressley, Goodchild et al. 1989).
Skills are more or less automatic routines. Second, there is a distinction
in cognitive sophistication. Strategies emphasize reasoning. Readers use
reasoning and critical thinking abilities as they construct meaning from
the text. Skill, on the other hand, tend to be associated with lower levels
of thinking and leamning. Third, there is a distinction in flexibility.
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 varety of
texts. Fourth, there is a distinction in awareness. Strategies imply
metacognitive awareness, good readers can reflect on what they are
doing while they are reading (Baker & Brown 1984). 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 1s no place for the intentional or conscious use of these skills, it is _
simply assumed that they will be used automatically or unconsciously”.
(Dole ct al 1991: 242)

The cognitive view of reading presents a different view of the reader. The traditional view
assumes a passive reader who has leamed 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 text. The goal of istruction is to develop a sense of conscious control or
metacognitive awareness over a set of strategies that they 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 ai)out (a) the content of the text itself (b)
strategies that aid in interpreting the text and (c) the nature of reading process itself.

As Duffy and Rochler (1987) states:

"In teaching strategies the object is to develop thoughtful and conscious
reasoning about problems encountered in real text where each situation
demands slightly different response. Students who receive strategy
instruction learn to reason adaptively with their knowledge about how
reading works. In teaching reading skills, the object is to create automatised
accuracy through drill and practice activities such as worksheets which call
repeatedly for the same response. Students who receive skill instruction
learn to answer isolated exercises quickly and accurately. Furthermore,
when this happens, students come to associate skills with paper and pencil
exercises rather than with reading”.

In short, this cognitive view emphasize strategic instruction more than isolated skill exercisc
based instruction. A study conducted by Duffy et al. (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 fo
mcaning in rcal texts. In contrast, when teachers taught skills as procedures to be followed, they
were not successful in using them in real text situations. This research implied that skills should be

presented as strategies, not as automatized procedures.

1.2 Teaching Reading Skills as Strategies

In order to teach a reading skill as a strategy, instructions must meet conditions, which
refers to "recasting skills as strategies" (Duffy and Roehler, 1987).

1- The teacher describes, models and prbvides practice in the situation where the strategy
will be used. That is, strategy is presented to students within real context of the real reading
problem it will solve, so that students can practice the adaptive, flexible thinking-associated with
strategic reading. :

2- The teacher models the alternatives, showing how the reader, when encountering such a
blockage, thinks about various ways to remove the blockage. For instance, the teacher models how
the reader thinks about alternative strategies for figuring out unknown words .(analyzing context,
structural analysis, phonics etc.).

3- The teacher models the thinking process m using a strategy. For example the teacher says
" Before I read a passage, first I look at the title and think about whatever I know about the titlc's
subject. I do not start reading before a detailed analysis of the title and it really helps me in many
ways. For example in this passage ...". In other words, this modeling is descriptive rather than
prescriptive.

4- The teacher interacts responsively with the students as they develop understanding of
how to use the skill strategically. While the teacher provides much guidance in the lesson, the
responsibility for the thinking is gradually shifted to the students, which is called "gradual release of
responsibility" by Pearson (1985). During this shift, the teacher makes spontancous instructional
adjustments as students restructure their understandings. This responsive information given by the

teacher is the heart of the instructional effectiveness because it is the teacher’s sensitivity to students'



understandings which determine what students ultimately come to understand. Instead of learning *
to complete the worksheet accurately, students learn to think their way through a problem situation
encountered in reading. In short, they learn to use skills as strategiesA to identify blockages, to think
about alternative ways to remove blockages and reason with what they know about how reading
works.

It is a known fact that good readers make use of their background knowledge. However
only background knowledge about the topic of the passage is mosily emphasized in reading
instruction. There is also another background knowledge, which is the one about how reading
works to make sense out of text. Knowledge about the use of strategies is an example of this type
of background. It helps readers to recognize situations where blockage occurs and to remove these
blockages. This recasting skills as strategies instruction aims at improving this background
knowledge (Duffy and Roehler 1987).

1.3 Explicit Comprehension Instruction Model

Pearson and Dole (1987) in their article, 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 includes four steps; 1) modeling 2) guiding
3) consolidation 4) application. The modeling step emphasizes the first three conditions mentioned
by Duffy and Rochler (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
(1987) explain these four 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 b&y 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”.



b) 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.
¢) 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.
d) 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.
For the instruction practice, step "b" and step "c¢" are combined since they are related with

each other and they may be implemented together.

1.4 Aim and the Scope of the Study

This study aims at exploring the effect of recasting skills as strategies through teacher
modeling based on Pearson and Dole's (1987) model on students' reading comprehension
hnprovement. The reading comprehension improvement of the subjects receiving instruction
through this model is compared with the improvement of the subjects receiving traditional reading
skill instruction. These instructions will emphasize the following five skills; guessing difficult words,
predicting, finding your ways around a text (referring expressions), skimming and scanning and
looking for detailed information.

Finally, the subjects' opinions towards the instruction types to be applied in this study, will

be assessed through an opinion questionnaire.
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1.5 Research Questions

The research questions to be answered in this study arc as follows

1- Which reading strategies do elementary Turkish EFL students use while
reading an English passage?

2- Is there a difference between Pearson and Dole's (1987) Explicit Comprehension
Instruction model and traditional reading skill instruction in terms of improving
students’ reading comprehension? If there is, then which type of instruction helps
improve students' reading comprehension?

3- Does Pearson and Dole's (1987) Explicit Comprehension Instruction model improve the

use of study-specific strategies? '

4- What are the opinions of the subjects towards the instruction type applied to them? Were

they satisfied with the instruction type or not?

1.6 Limitations of the Study

This study was limited carried out only with the students attending two different classes in
Intensive English Program of Communication Sciences FFaculty of Anadolu University, Eskisehir.

In this study, only five skills - guessing difficult words, predicting, finding your way around
a text, skimming and scanning and looking for detailed information- were covered . Other reading
skills such as finding the main idea, drawing inferences etc. were not included in this study.

This study was also limited to elementary level Turkish EFL students and to the reading
skill. |

In the next chapter, literature related to the issues in this study are discussed.
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CHAPTER 11
REVIEW OF LITERATURE

2.1 Related Studies Conducted

Oxford (1990) has introduced three different types of strategy training: Awareness training,
one-time strategy training, and long-term strategy training. The aim of awareness fraining is to
make students aware of the existence of different strategies, but they are not actively involved in
how a certain strategy works by trying out. One time strategy training involves learning and
practicing one or few strategies in one or few sessions. Long-term strategy fraining also involves
learning and practicing strategies with language tasks, but long-term training is more prolonged and
covers a greater number of strategies.

Starting with the criticism about the use of discrete skill instruction, much research in the’
1980s mostly focused on discovering how to teach reading compreheﬁsion strategies directly. In
such smdies, reacers were directly taught how to perform a strategy that skilled readers used during
their reading. Then their abilities both in strategy use and text comprehension were compared either

to their own performance before instruction or to the performance of similar readers who were not
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taught the strategy directly, but through basal reading instruction. which emphasizes the isolate(\i
skill instruction.

In this line of research, Barnett (1988) compared traditional French reading class and a
class trained on strategies through explicit comprehension instruction model. The results showed
that there were no statistically significant difference between the groups in terms of comprehension.
Thus, he concluded that this may be due to the students' high proficiency level, advanced level
students do not benefit from this type of instruction.

Paris et. al.(1984) investigated the effects of explicit strategy training model to increase
students' awareness of the importance of using cognitive and metacognitive strategies in reading.
Subjects were taught general approaches of checking their comprehension, recognizing problems
and using strategies to resolve the problem. An important aspect of this training was to explain the
rationale behind the usefulness of the comprehension and monitoring strategies. They found that
students who received direct instruction were more aware of comprehension strategies. Also the
students with higher strategy awareness performed better on comprehension measures such as
cloze passages and error-detection measures. Thus instruction on comprehension and
metacomprehension strategies, which includes increasing students awareness of the importance of
strategies seem to promote independent and self-controlled use of strategies.

Stevens et al (1991) conducted a study in which two groups receiving different instructions
were compared. Experimental group was exposed to explicit instruction model integrated with -
cooperative learning in reading. Control group received traditional reading instruction, which
focuses on skill development. The results of this study showed the significant impact of explicit
instruction and cooperative learning on teaching students' specific reading comprehension
strategies. |

There were also other studies in which explicit comprehension im;tmctibn model was
compared to traditional reading skill instruction(Hansen and Pearson 1983; Ogle 1986; Baumann
1984; Raphacl 1985; Fitzgerald and Spiegel 1983 and Ambuster et al 1987) . The results of these

studies showed that comprehension can in fact be taught and many strategies have been taught
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successfully. But these studies were criticized on the bases that they were “one strategy at ; time
studies”, and they did not use a classroom environment and the numbers of the subjects were
between 1 and 5. Some of the strategies that were taught in these studies are,

- using background knowledge to make inferences (Hansen and Pearson 1983) or
set purposes (Ogle 1986),
- getting the main idea (Baumann 1984),
- identifying the sources of information needed to answer questions (Raphael 1985),
- using the typical structure of stories (Fitzgerald and Spiegel 1983) or expository
texts (Ambuster et al 1987) to help students to understand what they are reading.

(Fielding and Pearson 1994: 65)

Kem (1989) evaluated the effect of explicit instruction on intermediate level French EFL
students' reading comprehension and inferential ability. The subjects were divided intoltwo groups
first as the experimental and control group and later each group was divided into three subgroups
as high, middle and low level according to their language proficiency level. The experimental group
received explicit comprehension instruction and the control group received traditional reading
instruction. In the experimental group, all levels showed improvement, low level improving more
compared with the middle and high levels. In the control group, high level showed a decrease in
their scores and the other levels showed less improvement compared with the experimental group.
These resulis imply that the subjects who had the greatest difficulty in reading 1.2 texts benefited
most from explicit comprehension instruction compared to other group and to other levels in terms
of reading comprehension and inferential ability. '

The research carried out by Duffy et.al ( 1987) compared two groups, one getting explicit
reading strategy instruction and other getting traditional reading instruction and found that the
students benefited from explicit instruction in reading, elementary and beginning levels being the

ones
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getting the most benefit. In another research, Hosenfield (1985) taught word-guessing techniques to
individual students through explicit comprehension instruction and found that their problem solving
behavior upon encountering an unknown word improved.

Finally, Duffy et al (1987) found that when teachers use this explicit comprehension
instruction model, students were more successful than the ones who received traditional reading
skill instruction in terms of reading comprehension ability.

As the studies discussed above suggest, almost all of the research in the field focused on
one time strategy training or compared explicit reading strategy model to traditional reading
technique. In addition, much of the research on strategy training has not used a regular classroom
teaching situation to carry out the training, Instructional objectives in strategy training are not met in
30 minute lessons. Rather it takes many lessons for teachers to help students build understanding
about the nature of strategic reading, the different types of reading strategies and relationships
between them, the adaptation of different kinds of strategies and combining them. Also, according
to the studies advanced students do not benefit form explicit comprehension instruction since they
may already be aware of strategic reading. Finally, most of the studies were conducted in ESL
environment. In this study, taking those criticisms into consideration, a long term experimental
design was used to determine whether exposing elementary EFL students to a special instruction,-
Pearson and Dole’s (1987) explicit comprehension instruction model - would help improve their
reading comprehension more compared to that of a traditional reading skill instruction.

The difference of this study then, is that it focuses on more strategies; cognitive,
metacognitive and affective strategies, it uses a natural teaching environment — actually teaching in

the classroom - and a regular classroom teacher who is the researcher at the same time.



CHAPTER III
METHODOLOGY

Introduction

In this chapter, subjects, the instruments used, data collection procedures and the

procedures followed during the treatment sessions are discussed.

3.1 Subjects

41 monolingual students attending the Intensive English Program of Communication
Sciences Faculty at Anadolu University, Eskisehir were chosen as the subjects of this study.
Subjects’ English proficiency level was clementary as determined by the placement test
administered at the beginning of the 1997-1998 academic year. Their scores ranged from 12 to 32 .
They share the same native language, which is Turkish and their ages range between 17 and 23.

Students were divided into two groups; an experimental group and a control group.
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3.1.1 Experimental group

20 students attending class H4, short for preparatory class 4 in this program, was the
experimental group. The main instruction type for this group was cognitively based reading and
they received an instruction in which the author recasted skills as strategies through modeling based

on Pearson and Dole's (1987) explicit comprehension model.

3.1.2 Control group

21 one of the subjects attending class H3, short for preparatory class 3 in this program, was
the control group. During the treatment session one student did not attend the courses regularly and
did not take the post tests. Therefore he was excluded from the analysis and the number of the
students in the control group decreased to 20. This group was exposed to traditional reading skill

mnstruction based on the isolated exercise type.

3.2 Instruments
The following instruments were used to determine different factors such as language

proficiency, strategy use of the students and to obtain their opinions about the instruction.

3.2.1 Michigan Placement Test

This is a standard test officially administered to place the students enrolled in the
Communication Sciences Faculty at Anadolu University, Eskischir in various classrooms according
to their level of English. Students who score less than 60 points are placed in classes based on their
scores. Students scoring 60 or above they are subject to take other exams, such as speaking writing
and another proficiency exam. (Students scoring 70 or above are exempf from preparatory school).
Michigan Placj;ement Test is composed of three parts; listening comprehension, grammar and
vocabulary and reading comprehension parts. There are a total of 100 questions and scores are

calculated on a 100 point scale.
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3.2.2 Reading Strategy Inventory

To determine the reading strategies students use , an adapted version of Oxford's (1990)
| SILL ( Strategy Inventory for Language Learning) was administered. The inventory given to the
subjects in this study included oniy those items related to rcading skill. Cognitive, metacognitive,
affective, social, memory and compensation strategies were incorporated as "broad focus” (Oxford,
1990). These items were translated into the subjects' native language to ensure the comprehension
of the items by the subjects . The inventory consisted of 30 items following the general format "I
do such and such” and the students responded on a five point Likert scale ranging from 1 (never or
almost never true of me) to 5 ( always or almost true of me)(See Appendix A). Of these 30 items,
only ten strategies were related to the study-specific skills and the others represented general
reading strategies. The reason for including items representing general reading strategies was to

determine reading strategies used by Turkish EFL elementm;y reading students in general.

3.2.3 The Researcher-Prepared Reading Exam

This test was prepared by the researcher and designed especially to test the skills to be
covered during the treatment sessions. In this test, a reading passage called "Human and Naturc”
was uscd. Students were asked to answer comprehension questions about the passage, and to guess
the meaning of some unknown vocabularies from the passage, and to identify what some refernng
expressions refer to in the passage and to scan some ads and find answers to the questions abut the
ads. The scores were out of 100 and the distribution of thé pomts éccording tomt.;he parts was
30,30,20,20 respectively (See Appendix B). The level of the passage in this test was above the
subjects’ initial reading proficiency level as otherwise it would have been difficult to assess a
possible improvement. That is if the language level had been lower than the subjects’ reading

proficiency level, it would have been difficult to determine whether subjects progressed or not.
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3.2.4 The Vocabulary and Reading Comprehension Part of Practice TOEFL

This test comprised of 60 questions, 30 wvocabulary guessing and 30 rcading
comprehension. This test was administered for the following reasons: it tested the skills to be
covered in the study, it is a standard test for EFL students, and a bit difficult for elementary levcl
students. The researcher wanted to observe the differences between the achievements of students in
a standard exam and researcher-prepared reading exam. Thus, the use of this test was motivated by
two factors. First, as it is a standard test, it was used to check research prepared exam’s validity.
Secondly, as it is a test beyond the students’ level, it would enable the researcher to determine a

possible improvement in subjects’ reading proficiency level.

3.2.5 Quizzes

During the treatment sessions, the subjects were given regular quizzes after each skill was
mastered. The quizzes were designed to test the skill taught the previous week. They were graded
out of 20. A total of five quizzes were administered and the order of the quizzes were in the same
order skills were taught; guessing difficult words, predicting, finding your way around the text,
skimming and scanning and looking for detailed information..

3.2.6 Opinion Questiqnnaire

This questionnaire was prepared by the researcher himself. It was administered in the
subjects’ native language since their level of Eﬁglish was not sufficient to comprehend complex
structures. In this questionnaire there were 10 statements for the experimental group following the
format "I learned such and such from this instruction and this instruction and modeling gave mc
clues about effective reading”(see Appendix C). For the control group, there were 9 statemnents.
The ninth statement in this questionnaire, which was about modeling, was excluded for the control
group since they did not receive such instruction. The students circled one of the five choices,
which were "definitely no", "no", " I do not know", "yes", and "definitely yes". For the

experimental group, these choices were for the first nine statemenits and for the control group for



the first cight statements. The last statement for each group were optional and the students were
asked to write their own comments about the instruction types. In short, 9 statements for the

control group and 10 statements for the experimental group were included in the analysis.

3.3.0 Materials

Two types of materials were used in the study; coursebook and reading materials.

3.3.1 Coursebook

During the treatment, Penguin Elementary Reading Skills (Penguin Books, 1989) was used
for both groups'as the coursebook. This book was chosen by the reading teachers and it had been
used for preceding two academic years in the Intensive English Program at Communication
Sciences Faculty of Anadolu University. There are two secﬁons in this book; Part A and Part B,
and in each part there are seven units. The first six units of both part A and B include six skills;
guessing difficult words, predicting, using monolingual dictionary, finding your way around the
text, skimming and scanning and looking for detailed information. The last unit is the review unit.
Part A is for elementary level and Part B is for intermediate level. Thus, only part A are used in
this study. The skills covered during the treatment sessions were chosen from this book, which
were the six skills mentioned above. The skill of using monolingual dictionary was not included in

the analysis as assessing this skill through exams and quizzes is difficult and impractical.

3.3.2 Reading Passages
For each skill, three reading passages aside from the coursebook were used. The same
reading passages were used in both groups. The passages were chosen according to the level of the

students. With each reading passage, the given skill was practiced.



3.4 Procedure

The procedure lasted for one semester. It started at the beginning of the fall semester of.

1997-98 academic year. Before the treatment session, the subjects were given the strategy,.

inventory. This inventory had two purposes. The main purpose was to check whether the strategies
related to the pre-decided skills (3™, 4®, 5™ 6™ 9™ 12® 13™ 14™ 17® and 23™ strategies m thc,'
inventory see Appendix A) covered during the treatment sessions were used by the subjects before
the treatment. The second purpose was to determine the general reading strategy uses of Turkish
EFL students within the limited scope of the subjects in this study as there are no studies
investigating the rcéding strategies of Turkish EFL students. The skills to be used in the study were
decided before the treatment as the reading curriculum mandated the use of Penguin Elementary
Reading Skills as the coursebook. Also these skills were thought to be the crucial ones for the
reading instruction to elementary level students. After the diagnosis of the strategies, the researcher-
prepared reading exam and the vocabulary and reading comprehension part of practice TOEFL
were administered as pre-tests to determine the subjects’ reading proficiency. Since both groups

were found to be equal in terms of reading proficiency, treatment sessions started for both groups.

3.4.1 Instruction: Experimental grouﬁ

Experimental group received instruction on the basis of Pearson and Dole's (1987) explicit
comprehension instruction model by recasting skills as strategies through teacher modeling. Pearson
and Dole states that this type of instruction is different from others in three important ways. In

Explicit comprehension instruction model,

"First, teachers do not only mention what strategy, or skill is. Instead, they
model or provide direct explanation of what, why, how and when a
comprehension strategy should be used. Second, students do not simply
practice on their own. Instead, teachers provide guided practice in which
they gradually and slowly release responsibility for the task completion to
students until students are able to complete the task on their own. Finally,
teachers do more than assess whether students can perform the skill or
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strategy. Instead, teachers ask students to apply their strategies to new and -
different reading situations."” (Pearson and Dole, 1987)

The mosf basic principle of this model is to explaiﬁ mental reasoning involved in
performing various reading tasks. In this study, following Pearson and Dole (1987), the instruction
consisted of three steps during the treatment. In the first step the teacher, who was also the
researcher, took the skill and recasted it as a strategy by modeling. He explicitly explained why,
when and how he used this skill as a strategy to read more eﬁecﬁvcly in his real life reading
situations. While he was doing this he made use of the isolated context exercises in the coursebook.
Although it was not a good way to use isolated context exercise type in the modeling step, the
researcher had to use them since the order of the treatment session procedures had to be the same
for both groups to avoid the effect of using a different order. In short, for both groups the
coursebook was used to introduce the skills and the difference for the experimental group was
teacher modeling. Again in this step, a reading passage was also used to carry out this modeling in a
real text. The teacher modeled how he used the skill by recasting it as a strategy. The modeling was
carried out by dealing with the passage while explaining the procedures he usually follows in using
this skill. In other words, he was a model for,‘thc students since he explained his mental reasoning
as an experienced and knowledgeable person. Students were expected the internalize the skill as if it
were his/her own strategy to be a successful reader. For cxamplé, when he encountered a word
students were not expected to know, he modeled how he guessed the meaning by analyzing the
context. He also explained why this guessing was very important and when it must be applied.
During this step, students were only listeners, they d1d not participate in the lesson. Since this step
includes mental reasoning, the tcacher sometxmes used the subjects' native language while
explaining the mental reasoning.

In the second step, another reading passage was used. This step is very important because
the basic aim of this step is to release the responsibility to students gradually. In order to achieve

this, this time students and the teacher worked together on the passage. The teacher asked



questions such as "how did you guess the meaning of the unknown word?", "how did you use the
title or pictures to comprehend the passage better?". With such questions, the teacher tried to get
the students to model the comprehension process as similar as possible to his modeling. As opposed
to the first step, students participated in the lesson by giving answers to the questions and by
initiating the modcling process with the help of the teacher. Thus, students started to take
responsibility for their own comprehension.

The third step was the "application” step in which the students tried to apply the recasted
skills in the given reading passage for each skill. In this step, students were on their own. Students

read the passage and answered questions. This step made up the quizzes of this study.

3.4.2 Instruction: Control Group

Control group, on the other hand, received traditional reading skill instruction. In this
instruction, the exercises in the textbook were used. This book introduces the skills through isolated
exercise form. As opposed to the modeled version of this exercise mastering in the experimental
group, the teacher and the students dealt with the exercises by finding only the correct answer
without thinking about the mental reasoning leading to the correct aﬁswer, alternative answers
werelnot discussed. Students were made aware of the skills through exercises. After tompleting the
exercises in the book, the same reading passage used for the experimental group was covered. First
two passages were covered through pre-reading questions, a guided reading based on content
comprehension and traditional "who, what, where, and when" comprehension questions and
vocabulary, referning expressions, true/false statements. In this teaching process, students were
assumed to have learned how to use these skills in a passage. For example, they were asked to
guess the unknown words or to find the referring expressions etc. but there were no detailed
discussions about the process of reaching an answer since this instruction focused on isolated skill
awareness and automatization. The third passage was used as a quiz.

At the end of the treatment sessions, the same tests given as pre-tests were administered as

post-tests in this study to determine the reading proficiency improvement within groups and



between groups. Also the strategy inventory administered at the beginning was administered again -
to determine if there was an increase in the use of study-specific strategics by the subjects in both
groups. Finally, in order to explore their opinions about the instruction types in terms of

effectiveness and satisfaction, the opinion questionnaire was administered.

3.5 Data Analysis

The data obtained from the researcher prepared reading exam was subjected to a statistical
analysis - t- test for independent samples, to determine if there were significant differences between
the two groups in terms of reading comprehension and t-test for dependent samples, to determine
the improvement within groups, was applied to compare the scores of pre-test with that of post-
test. In this exam, t-test applied to post-test scores did not show a significant difference between the
two groups in terms of reading proficiency level. However, ‘since p value was not very so smaller
than 0.05 and mean differences are quite different, the researcher thought that there might be a
significant difference in the degree of improvement between the two groups. Therefore, another t-
test was applied to the gain scoreé, that 18 the scores found by subtracting the scores the subjects
got in the pre-test from the ones they got in the post-test. This type of t-test was referred as t-test
for the changes in the scores in this study and was uscd only for this cxam. '

-For the vocabulary and reading comprehension of practice TOEFL the same analysis was
used except t-test for the chances in the scores.

Again before the treatment session, strategy inventory was administered to obtain data
about subjects’ strategy use. The results of this strategy inventory were analyzed in several ways.
Firstly, the averages for each study-specific strategies (3rd, 4th, Sth, 6th, 9th, 12th, 13th, 14th,
17th, 23rd items in the strategy inventory) -the strategies which represent only the study-specific
skills- vwcre calculated to determine whether to include them in the study. Secondly, in the post-
treatment administration of this questionnaire, the averages for the same items mentioned above
were calculated again to determine if there were an increase in the use for both groups. Thirdly, in

the pre-treatment administration of this questionnaire, the 30 items in the strategy-inventory were
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classified into six strategy classes according to Oxford's (1990) classification model as affective,
~social, metacognitive, compensation, memory and cognitive strategies. And the overall averages for
each item and for each class were calculated and later the results were interpreted in terms of the
use of reading strategies by Turkish elementary EFL students in a general sense in addition to the
use of study-specific strategies.

During the treatment, subjects were given regular quizzes to test whether they were able to
use the strategy after each skill was mastered. These quizzes were graded out of 20 and the
averages for each quiz for each group were calculated and t-test for independent samples was
applied to see if there were significant differences between the groups

During the treatrhent. session again, subjects were officially administered two reading
midterms. These midterms were also iﬁcluded in the analyses, as both groups were administered
the same midterms and these midterms tested subjects’ reading comprehension. For both midterms
the mean values were calculated for each group, and t-test for independent samples was applied to
determine if there were significant differences between group in terms of reading proficiency for
both the first and second midterm.

| Finally, at the end of the treatment sessions the opinion questionnaire was administered to
both groups. For each statement and for each choice, the number of students and the percentages
were calculated for eacil group separately for the first 8 items. The statement about the modeling
was for the experimental group. For this statement, the number of students and the percentagcs
were calculated as well. In this questionnaire, the first two choices for each statement implied
negative opinion, the third choice was for no opinion, and the last two choices implied positive
opinion about the treatment. Finally, the overall average for these choices were calculated for each
group and these results were interpreted. The last statement for each group included the subjects’
~ comments about the instruction type. Since they were open-ended, only those which are related
with the purpose of this study are discussed.

The results are given in the next chapter. e -



CHAPTER 1V
RESULTS

4.0 Introduction

In this chapter, the results obtained from various instruments were analyzed through three
types of t-tests for the pre and post-tests; t-test for dependent samples, t-test for independent
samples and t-test for the differences in the scores between pre and post-tests at the 0.05 level of
significance.
4.1 Strategy Inventory

Since the aim of this inventory was to determine the general reading sirategies as well as
study-specific strategies, it was analyzed in two ways. To determine the general reading strategies
students use, all 30 items were investigated. These 30 items were classified as cognitive,
metacognitive, compensation, social and affective strategies. 11 of the. 30 items were cognitive
strategies. The means for cognitive strategies ra'hged from 2.45 to 37 5 for the experimental group
and from 2.20 to 3.25 for the control group. The overall mean was 3.03 out of 5.00, therefore
being in "sometimes used range" according to the five-point Likert scale . So the students used

them sometimes.



There were 6 items related to metacognitive strategy class. The means for metacognitiveh
strategies ranged from 2.65 to 4.10, for the experimental group and from 2.35 to 4.05 for the
control group. The overall mean for metacognitive strategy use for all subjects was 3.41 out of
5.00, therefore being in "sometimes used range" according to the five-point Likert scale . So the
students used them sometimes.

3 items were compensation strategies The means for compensation strategies ranged from
2.25 to 3.45 for the control group and from 2.35 to 3.35 for the experimental group. The overall
mean for compensation strategy use across subjects was 2.96 out of 5.00, therefore being in
"sometimes used range" according to the five-point Likert scale . So the students used them
sometimes.

2 items were social strategies The means for social strategies ranged from 3.70 and 3.90 for
the control group and 3.35 and 3.85 for the experimental group. The overall mean for social
strategy use across subjects was 3.70 out of 5.00, therefore being in "generally used range”.

The number of affective strategies was 3. The means for affective strategies ranged from
1.75 to 3.05 for the control group and from 1.85 to 3.40 for the experimental group. The overall
mean for affective strategy use across subjects was 2.64 out of 5.00, meaning they are sometimes
used.

Finally, 5 items were memory strategies. The means for memory sirategies ranged from
1.90 to 3.10 for the control group and from 2.40 to 3.00 for the experimental group. The overall
mean for memory strategy use across subjects was 2.68 out of 5.00, therefore being in "sometimes
used range". The results are summarized in Table 1. ( See Appendix D for the relevant averages
and classification of the strategies in this inventory). The following is the Likert scale:

1) Always or almost always used: 4.5 to 5.0

2) Generally used ' :3.5t0 4.4
3) Sometimes used :2.5t03.4
4) Generally not used :1.5t02.4

5) Never or almost never used  :1.0to 1.4



Table 4.1

The frequency of general reading strategy use by Turkish elementary EFL students

Strategy Class Number of items | Experimental Group | Control Group Means
Cognitive 11 3.13 2.93 3.03
Metacognitive 6 3.38 3.45 3.41
Compensation 3 2.95 2.98 2.96
Social 2 3.60 3.80 3.70
Affective 3 2.73 2.55 2.64
Memory 5 2.75 2.62 2.68

The second purpose was to determine the frequency of study-specific strategy use. In the

inventory there were 10 items related to the skills covered during the treatment. (The numbers of

these items were 3, 4, 5, 6, 9, 12, 13, 14, 17, 23 ). The averages for these items are given in table

4.2. Averages for the ten items ranged from 2.35 (item 12) to 3.35 (ifem 23 and 14) for the

experimental group and from 2.25 (item 13) to 3.45 (item 12) for the control group. The overall

mean for the experimental group was 3.05 and for the control group 2.98. Items 3, 4, 5, 6, 9, and

23 referred to cognitive strategies, 12, 13, 14 referred to compensation strategies and the item 17

referred to affective strategy.
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Table 4.2

The average ranges for the study specific strategies
in the pre treatment administration of the inventory

Items Experimental group Control group

- n=20 n=20
Cognitive

3 2.90 2.80
4 3.25 3.05
5 2.95 ' 2.80
6 3.05 3.15
9 3.25 3.05
23 3.35 2.95
mean 3.12 2.96
Compensation

12 3.15 3.45
13 2.35 2.25
14 3.35 3.25
mean 2.95 2.98
Affective

17 2.95 3.05
Overall mean 3.05 2.98

The averages range for each item were within the "sometimes used” range. The frequency
of use for each item is comparable across groups except for item 23. For item 23, the mean was
3.35 for the experimental group, and 2.95 for ihe control group. However, both means fall into the
“sometimes used” range. The results of study-specific strategies then suggest that students were not
capable of using these strategies adequately all the time. Thus teaching the use of these study-
specific strategies is necessary.

This inventory was also administered to both groups at the end of the treatment sessions to
determine whether there was an increase in the frequency of study-specific strategy use. The results
are given in Table 4.2. The overall mean for cognitive strategies increased to 3.79 for the
experimental group with a range of 3.15 to 4.40 and for the control group, the overall mean for this

class of strategies increased to 3.35 from 2.96 and ranged from 3.00 to 3.80 . The overall mean for
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compensation strategies for the experimental group increased to 3.41 from 2.95 and ranged fronqli
2.15 to 4.05. Although there was an increase in the overall mean for the item 13 there was a
decrease in the mean. For the control group the overall mean for this class of strategies was 2.88
and ranged from 1.90 to 3.40. For this class of strategies there was a decrease in the overall mean
fn the control group, a decrease from 2.98 to 2.88. Also specifically for the items 12 and 13 there
- were decreases (from 3.45 to 3.35 and from 2.25 to 1.95 respectively). Finally the overall mean
for affective strategy for the experimental group increased to 3.40 from 2.95 as opposed to the
decrease for the control group from 3.05 to 2.90. The overall average for the experimental group
for these 10 items was 3.64 and for the control group 3.16 (see table 4.2). For the experimental
group, there was a 0.59 increase in the average in the use of study-specific strategies as opposed to
0.18 increase for the control group.
Table 4.3

The average ranges for the study specific strategies
in the pre and post treatment administration of the inventory

Items Experimental group Control group
n=20 n=2
Cognitive pre post pre post
3 2.90 4.40 2.80 3.80
4 3.25 400 3.05 3.60
S 2.95 315 2.80 335
6 3.05 3.90 3.15 3.30
9 3.25 3.65 3.05 315
23 335 3.65 2.95 3.00
mearn 3.32 3.79 2.96 3.35
Compensation
12 3.15 4.05 3.45 335
13 235 2.15 2.25 1.90
14 335 4.05 325 3.40
mean 2.95 3.41 2.98 2.88
Affective ‘
17 2.95 3.40 3.05 2.90
Averages 3.05 3.64 ‘ 2.98 3.16
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4.2 The Researcher-prepared Reading Exam as one of the Two Pre-tests

The researcher-prepared reading exam was administered to both groups as one of the pre-
tests to determine the reading proficiencies of the subjects. The mean values for both groups are
shown as seen in table 4.4. ( See Appendix El for the summary of the results for the experimental
group and Appendix E2 for the summary of the results for the control group).

The results of the t-test for independent samples showed that there were no significant
differences between the groups (= -0.84, p =0.406)since p>0.05 at the 0.05 level of significance.
This suggests that the reading proficiency level of these two groups are similar.

Table 4.4
The researcher-prepared reading exam as pre-test

T-test for independent samples

n mean mean t p
difference
control group 20 34.1
2.9 -0.84 0.406
experimental group | 20 31.2

at 0.05 level of significance

4.3 The Vocabulary and Reading Comprehension Part of Practice TOEFL as the Second
Pre-test

The second instrument to test the reading proficiency levels of the experimental and the
control group was a standard test. Although this test was above the subjects’ proficiency level, it
was chosen as another instrument since it tests well the skills to be taught during the treatment
sessions. In this test, out of 60 questions; there were 30 vocabulary and 30 reading comprehension
questions. The means for both the control group and the experimental group are given in Table

4.5.
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Table 4.5
The vocabulary and reading comprehension part of Practice TOEFL as pre-test

T-test for independent samples

n mean mean t P
difference
control group 20 5.5
1.2 1.1 0.27
experimental group | 20 6.7
at 0.05 level of significance

The average number of correct answers for the control group was 5.5 and for the
experimental group 6.7 out of 60. (See Appendix E1 for the summary of the results for the
experimental group and Appendix E2 for the summary of the results for the control group). The
results of t-test for independent samples did not show a significant difference between the groups (t
=1.1 and p = 0.27 (p>0.05).

The results of these two pre-tests indicate that these groups were equal in terms of reading
proficiency before the treatment.

4.4 The Researcher-prepared Reading Exam as the first Post-test

The same test used as the pre-test was administered as one of the two post-tests at the end
of the treatment session to delenmine the improvement of the subjects in reading proficiency. The
results of this test are shown in table 4.6.

Table 4.6

The researcher-prepared reading exam as post-test

T-test for independent samples

n mean mean t p
difference
control group 20 49
5.8 1.31 0.196
experimental group 20 54.8

at 0.05 level of significance
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The mean value for the control group was 49 and for the experimental group 54.8 with e;.
5.8 mean difference ( See Appeﬁdix E1 for the summary of the results for the experimental group
and Appendix E2 for the summary of the results for the control group).

Although the mean score was higher for the experimental group compared to that of control
group, the results of t-test for independent samples indicate that this difference is not significant. To
determine whether there were significant differences between pre and post tests, t-test for
dependent samples was done for each group. For the control group, the mean score was 34.1 for
the pre-test and 49 for the post-test with a 14.9 mean difference. This difference suggests that the
control group improved significantly. The results are shown in Table 4.7,

Table 4.7
The researcher-prepared reading exam

T-test for dependent samples (Control Group)

- Control group | n mean mean t p
difference
pre-test 20 34.1
14.9 11.6 0.001
post-test 20 49

at 0.05 level of significance
For the experimental group, the mean score was 31.2 for the pre-test and 54.8 for the post-
test with a 23.55 mean difference. This difference indicates that the experimental group improved
significantly as well. The results are given in Table 4.8
Table 4.8
The researcher-prepared reading exam

T-test for dependent samples (Experimental Group)

experimental | n mean mean t P
group difference
pre-test 20 31.2 _
23.55 8.7 0.001
post-test 20 54.8

at 0.05 level of significance
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1.

Although both groups improved significantly, the experimental group showed a greater
improvement. While the mean difference between pre and post test was 14.9 for the control group,
it was 23.55 for the experimental group. Thus the degree of improvement for the two groups was
diﬁ‘erent. A t-test for the differences in the scores gained from pre and post test was applied to
determine if the degree of improvement was statistically different. In order to apply this type of t-
test, the scores the subjects received from the post-test were subtracted from the scores of the pre-
test and t-test was applied to these scores. This time it was observed that there was a significant
difference between the groups since test t value was -2.5 and p value was 0.016 (p <0.05) (see
table 4.8). In other words, although the groups seemed equal in the post test, the degree of
improvement was quite different. This shows that experimental group improved more compared to
the control group in terms of reading proficiency. The results are shown in Table 4.9.

Table 4.9
The researcher-prepared reading exam

T-test for independent samples for the changes in the scores between the pre and post test

n mean mean t P
difference
control 20 14.9
-2.5 0.016
experimental | 20 23.55

at 0.05 level of significance

4.5 Vocabulary and Reading Comprehension Part of Practice TOEFL as the Second
Post-test
Practice TOEFL given as one of the pre-tests before the treatment was administered as the

second post-test. The results of this second post-tests are shown in table 4.10.
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Table 4.10
The vocabulary and Reading comprehension part of Practice TOEFL

T-test for independent samples

n Mean mean t P
difference
control 20 9.3
5.0 3.42 0.001
experimental | 20 14.3

at 0.05 level of significance

The average number of correct answers out of 60 questions were 9.3 for the control group
and 14.3 for the experimental group( See Appendix El for the summary of the results for the
experimental group and sec Appendix E2 for the summary of the results for the control group).
Again to determine whether there was a significant improvement between pre and post test within

groups, t-test for dependent samples was done. The results for the control group are shown in

Table 4.11.
Table 4.11
The vocabulary and Reading comprehension part of Practice TOEFL
T-test for dependent samples (Control Group)
control n Mean mean t P
group difference
pre-Toefl 20 5.5
3.8 -2.94 0.083
post-Toefl 20 9.3

at 0.05 level of significance

For the control group, mean differénce was 3.8. The difference between pre and post tests
was not statistically significant. The results for the experimental group are shown in Table 4.12. For
this group, the mean score was 6.7 in the pre-test and it increased to 14.25 in the post test with

7.55 difference which suggests that the experimental group improved significantly.
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Table 4.12 "
The vocabulary and Reading comprehension part of Practice TOEFL

T-test for dependent samples (Experimental Group)

experimental n Mean mean t p
group difference
pre-Toefl 20 6.7
7.55 -7.14 0.001
post-Toefl 20 14.25

at 0.05 level of significance

Thus, it can be said that experimental group achieved significant improvement but the
control group did not. When the mean differences between pre and post tests for the two groups
are compared, the improvement for the experimental group is much greater than that of the control
group (7.55 vs 3.8 respectively).

In conclusion, then the researcher prepared reading exam and vocabulary and rcading
comprehension part of practice TOEFL showed that there was a significant difference between the
groups in terms of reading proficiency. Although both groups improved to some extent, this
improvement was greater for the experimental group. The results of the statistical analysis indicate

that the difference between the two groups is significant.

4.6 Quizzes

During the treatment sessions, five quizzes were administered to both groups. The purpose
of these quizzes was to test the skills taught in the following week. Each skill was covered within
two weeks and at the end of every two weeks, the same quiz testing the skill was given to both
groups. In the first quiz, in which subjects were required to guess .the meaning of unfamiliar
vocabulary items, there was no significant difference between the two groups as Table 4.13 shows.
The mean score across subjects for the control group was 15 and for the experimental it was 14.2.

The mean difference between the groups was 0.8
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Table 4.13
Quiz 1 (Guessing Vocabulary)

T-test for independent samples

n mean Mean t p
difference
control group 20 15
0.8 -0.48 0.627
experimental 20 14.2
group

at 0.05 level of significance

The second quiz was about making predictions about the passage before reading or while
reading. The results of t-test for independent samples did not show a significant difference between
the groups as Table 4.14 indicates. The mean score for the control group was 11.93 and for the

experimental group it was 12.15. The mean differences between the groups was 0.22.

Table 4.14
Quiz 2 (Predicting)
T-test for independent samples
' mean Mean t P
) difference
control group 20 11.93
0.22 0.112 0.91
experimental group | 20 12.15

at 0.05 level of significance _
Similarly the third quiz, which required the subjects to find what the words refer to in a
given passage, did not show a significant difference between the groups as m Table 4.15. The

mean score for the control group was 10.8 and for the experimental group it was 12.3 with a mean

difference of 1.5.
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Table 4.15
Quiz 3 (Referring Expressions)

T-test for independent samples

n Mean Mean difference | t p
control group 20 10.8
1.5 1.76 0. 86
experimental group 20 12.3

at 0.05 level of significance

The only quiz which showed a statistical difference between the groups was the fourth quiz
in which the subjects were required to answer scanning questions. As seen in Table 4.16, the mean
for the control group was 11.7 and 14.53 for the experimental group and the mean difference
" between the groups was 2.85 (= 2.47 and p= 0.017). The results show that in this quiz the
experimental group was more successful.

Table 4.16
Quiz 4 (Scanning)

T-test for independent samples

n Mean mean t p
difference
control group 20 11.67
2.85 2.473 0.017
experimental group ! 20 14.52

at 0.05 level of significance

Finally, the fifth quiz, which is based on looking for detailed information, did not show a
significant difference between the groups as seen in Table 4.17. The mean for the control group for
this quiz was 17.27 and for the experimental group 15.65. The mean differences for the groups

was 1.62. Interestingly, for this quiz the control group scored higher than the experimental group.
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Table 4.17
Quiz 5 (Looking for details)

T-test for independent samples

n Mean mean t p
difference
control group 20 17.27
1.62 -0.48 0.627
experimental 20 15.65
group

at 0.05 level of significance

In summary, t-test for independent samples did not show any significant differences
between the two groups except for the fourth quiz (See Appendix F1 for the summary of the
results for the experimental group and see Appendix F2 for the summary of the results for the

control group).

4.7 Officially Administered First and Second Midterms

The results of the officially administered midterms at the Intensive English Program were
more outstanding in giving clues about the differences in degree of reading proficiency
improvement between the groups. The average of the first midterm was 75.7 for the control group
and 70.9 for the experimental group the control group scoring higher than the experimental group
(mean difference = 4.8). This difference however was not significant suggesting that these two
groups were similar in terms of reading proficiency ( see Table 4 18) at the time of the 1¥ midterm

- 1.5 months after the treatment began.



Table 4.18
Officially Administered First Midterms

T-test for independent samples

n Mean mean t p
difference
control group 20 75.7
4.8 -0.812 0.421
experimental group | 20 70.9

at 0.05 level of significance

In the second midterm, -3.5 months after the treatment began, the mean score for the
control group was 56.2 and for the experimental group 69.3 with a mean difference of 13.1. T-test
for independent samples showed that this time these two groups were significantly different in

terms of reading proficiency as seen in Table 4.19.

Table 4.19
Officially Administered Second Midterms

T-test for independent samples

n mean mean t I'n
difference
confrol group 20 56.2
13.1 3.53 0.01
experimental group | 20 69.3

at 0.05 level of significance

When the mean vailues of first and second midterms are compared, a decre@xse in the mean
values are seen, suggesting that students did worse in the second midterm.. As seen in Table 4.20,
there was a 19.5 decrease for the control group and this difference is statistically significant.

Although there was a decrease for the experimental group as well, this difference was not



significant. As seen in Table 4.21, as a matter of fact, the mean difference was only 1.6 points.
Thus for the experimental group, the subjects’ performance on the midterms remained same.

In addition to the analysis of reading midterms administered to both groups, their other
midterms; such as grammar, listening, writing and speaking midterms were also analyzed. The
purpose was to check whether the control group and the experimental group experienced the same
amount of decrease in these courses as well. After the analysis, it was observed that this situation
was true for both experimental and control group. As mentioned before, with reading, the amount
of this decrecase was quite different across the groups. This finding may suggest that reading

instruction applied to the experimental group was effective in reducing the amount of decrease for

this group.

Table 4.20

Officially Administered First and Second Midterms
T-test for dependent samples (Control Group)
control group n mean mean difference | T p
First midterm 20 75.7
-19.5 -8.42 0.001

Second midterm 20 56.2
at 0.05 level of significance

Table 4.21

Officially Administered First and Second Midterms

T-test for dependent samples

Experimental group | n mean mean difference t P
First midterm 20 70.9 .
-1.6 0.37 0.714
. Second midterm 20 69.3 ‘ |

at 0.05 level of significance
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4.8 Opinion Questionnaire

An opinion questionnaire was given to determine the subjects' opinions about the treatment
sessions and if they really benefited from the instruction types and if modeling had a psychological
effect on the experimental group. Since the control group was not exposed to modeling this
statement was excluded for this group. In the five choice questionnaire, the first two choices
indicate a negative opinion about the instruction type ("definitely no" and "no"), third choice ( "I do
not know") indicates that students did not have a clear idea if the instruction was beneficial or not
and fourth and fifth choices (yes, definitely yes) indicate a positive opinion about the instruction
type. According to this classification the results for each statement were analyzed in the following
way:

For statement A, which was about the instruction given to teach guessing difficult words in
a passage, in the experimental group 16 subjects or 80% circled "yes" and 4 subjects or 20%
circled "definitely yes", which implied all the subjects had a positive opinion about the treatment.
However in the control group, only 8 subjects or 40% had a positive idea (7 for "yes and 1 for
"definitely yes") about this "guessing vocabulary from context” instruction. The remaining 8
subjects (40%) circled "I do not know" and 4 subjects (20%) circled "no"

For statement B, which was about making predictions before you read, in the experimental
group 19 subjects (95%) had a positive opinion about the instruction (13 for "yes" and 6 for
"definitely yes") and only one subject (5%) circled "I do not know". In the control group, 11
subjects (55%) expressed positive opinion (9 for "yes" and two for "definitely yes") 6 subjects
(30%) expressed no opinion and 4 subjects had negative opinion about prediction instruction.

For statement C, which was about selective reading, in the experimental group 16 subjects
(80%) circled positive choices (13 for "yes" and 3 for "definitely yes"), 3 subjects (15%) circled "I
do hot know" and 1 subject (5%) cir@:led "no". In the control group, only 9 subjects (45%) ci:cled
"yes" no subject circled "definitely yes", 6 subjects (30%) circled "I do not know" and 5 subjects

(25%) had negative opinion (4 for "no" and 1 for "definitely no").



I
N

For statement D, which was about selective reading, in the experimental group 16 subjects |
(80%) circled "yes", 3 subjects (15%) circled "I do not know" and 1 subject (5%) circled "no". In
the control group, only 8 subjects (40%) had positive opinion about the instruction (6 for "yes" and
2 for "definitely yes"), 7 subjects (35%) circled "I do not know" and 5 subjects (25%) circled "no".

For statement E, which was about referring expressions, in the experimental group 12
subjects (60%) circled positive choices (11 for "yes" and 1 for "definitely yes™), 7 subjects (35%)
circled "I do not know" and 1 subject (5%) circled "no". In the control group, 7 subjects (35%) had
positive opinion (6 for "yes" and 1 for "definitely yes"), 9 subjects (45%) circled "I do not know"
and 4 subjects (20%) expressed negativity (3 for "no" and 1 for "definitely no")

For statement F, which was about skimming and scanning, in the experimental group 16
subjects (80%) circled positive choices (12 for "yes" and 4 for "definitely yes"), 3 subjects (15%)
circled "I do not know" and 1 subject (5%) circled "definitely no". In the control group, 10 subjects
(50%) had positive opinion (8 for "yes" and 2 for "definitely yes"), 5 subjects (25%) circled "I do
not know" and 3 subjects (25%) had negative opinion (4 for "no" and 1 for "definitely no")

For statement G, which was about using monolingual (English - English) dictionary, in the
experimental group 15 subjects (75%) circled positive choices (10 for "yes" and 5 for "definitely
ves"™), 5 subjects (25%) circled "I do not know". In the control group, 13 subjects (65%) had
positive opinion (8 for "yes" and 5 for "definitely yes"), 3 subjects (15%) circled "I do not know"
and 4 subjects (20%) circled "no".

For statement H, which was about the general effect of the instruction, in the experimental
group 18 subjects (90%) had a positive opinion (12 for "yes" and 6 for "definitely yes"), 1 subject
(5%) circled "I do not know" and 1 subject (5%) circled "no".

Statement I was about the effect of modeling. Therefore this statement was only for the
cxperilﬁental group. 19 subjects (95%) had a positive opinion aboﬁt modeling (10 for "yes" and 9
for "definitely yes"), only 1 subject (5%) circled "definitely no".

If we look at the average percentages of each choice for all statements, for the experimental

group, the average percentage for the first choice "definitely no" was 1.11%, for the second choice
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"no" 2.22%, for the third choice "I do not know" 12.78%, for the fourth choice "yes" 62.78% an;i
for the fifth choice "definitely yes" 21.11%. In other words, the subjects having a negative opinion
about the instruction, here modeling, consists of 3.33% of the whole experimental group
population. The subjects having no opinion was 12.78% of this population and the subjects having
positive opinion 83.89%.

For the control group, the average percentage for the first choice "definitely no" was
1.88%, for the second choice "no" 20.63%, for the third choice "I do not know" %630, for the
fourth choice "yes" 937,50 and for the fifth choice "definitely yes" 10%. In other words, the
subjects having a negative opinion about the instruction, here tradi’u;onal reading skill instruction,
consists of %22.51 of the whole experimental group population. The subjects having no opinion
was 30% of this population and the subjects having positive opinion 47.50%. (See table 4.22 for
the summary of the results for both experimental group and control group)

In the next chapter the discussion of the results and conclusions and some suggestions for

further studies will be mentioned.



Opinions about
the instruction for
a(guessing words)
b(predictions)
c(reading styles)
d(reading styles)
e(referrences)
f(scanning)
g(dictionary use)
h(general idea))
1(modeling)

Average

- definitely no

control  experimental
0(0%)  0(0%)
0(0%)  0(0%)
1(5%)  0(0%)
00%)  0(0%)
1(5%)  0(0%)
1(5%)  1(5%)
0(0%)  0(0%)
0(0%)  0(0%)

- 1(5%)
1.88% 1.11%

oYl

. Table 4.22
NgA

Asthide Questionnaire

(The number of the subjects for each item in the attitude questionairre

and the percentages in the group population)
Control Group and Experimental Group

Choices
no I don't know

control experimental control experimental
4 (20%) 0(0%) 8 (40%) 0(0%)
4(20%) 0(0%) 5 (25%) 1 (5%)
4(20%) 1(5%) 6 (30%) 3(15%)
5(25%) 1(5%) 7 (35%) 3 (15%)
3(15%) 1(5%) 9 (45%) 7 (35%)
4(20%) 0(0%) 5 (25%) 3 (15%)
4 (20%) 0(0%) 3 (15%) 5(25%)
525%) 1(5%) 5 (25%) 1 (5%)

- 0(0%) 0(0%)
20.63% 2.22% 30% 12.78%

yes

control
7 (35%)
9 (45%)
9 (45%)
6 (30%)
6 (30%)
8 (40%)
8 (40%)
7 (35%)

37.5%

experimental
16 (§0%)
13 (65%)
13 (65%)
16 (80%)
11 (55%)
12 (60%);
10 (50%)
12 (60%
10 (50%)

62.78%

definitely yes
control  experimental,
1 (5%) 4 (20% Y-
2 (10%) 6 (30%)
0 (0%) 3 (15%)
2 (10%) 0 (0%)
1(5%) 1(5%)
2(10%)  4(20%)"
5(25%) 5 (25%)
3 (15%) 6 (30%)
. 9 fAC s "/o)
10% 21.11%
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CHAPTER V
DISCUSSIONS AND CONCLUSIONS

5.1 Summary

The aim of this study was to determine whether there were differences in terms of reading
proficiency improvement between the control group which was exposed to traditional reading
instruction and the experimental group which received explicit comprehension instruction in which
the researcher recasted skills as strategies through modeling based on Pearson and Dole's explicit
instruction model.

The results showed a significant difference between the groups in terms of reading
proficiency improvement except for the results of the quizzes. Although the groups were equal in
terms of reading proficiency before the treatment, the post-tests, strategy inventory and the
questionnaire implied that the experimental group benefited from the instruction more than the
control group. The improvement observed in the experimental grbup had three dimensions.

The first dimension was the numerical dimension. When pre and post administrations of

the instruments used in this study, the experimental group subjects got higher points compared to
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the control group and the degree of improvement in reading comprehension was higher. As a result
it can be said that the treatment applied to the experimentﬂ group was more effective than the one
applied to the control group in terms of reading proficiency improvement.

Quizzes administered during the treatment sessions did not show any significant differences
between the groups except the fourth quiz, which was about scanning,

The second dimension was the strategy dimension. The strategy inventory administered
before the treatment session to identify if the subjects apply the study-specific strategies was also
administered at the end of the treatment. The purpose of this second administration was to check if
there was an increase in applying these specific strategies after the treatment. The results showed
that the increase in the experimental group (0.59 out of 5.00) was higher than the control group
(0.18 out of 5.00). This result implies that the imtmction:applied to the expenimental group also
creates more improvement in strategy use. - -

Coming to the other purpose of this questionnaire, which was to determine the general
reading strategies of elementary Turkish EFL students in Turkey within the limited scope of the
subjects in this study, it can be said that the mostly applied strategy class is social strategies (3.65
out of 5.00) (generally used). The next class v&;as metacognitive strategies (3.37 out of 5.00)
(sometimes used). The overall average for cognitive strategy class was 3.03 out of 5.00 (sometimes
used). Other classes were corﬁpensation strategies (2.96 sometimes used), memory strategies (2.68
sometimes used) and affective strategies (2.64 sometimes used).

‘The third dimension, may be the most important one, was the psychologicai dimension. In
order to assess this psychological dimension, in this study an opinion questionnairc was given to
both groups. According to the results of this questionnaire, it can be said that the experimental
group was more satisfied and have gained more self confidence than the subjects in the control
group.

In summary the success achieved by the experimental group in this study can be

summarized as follows:
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a) Recasting skills as strategies through teacher modeling in real contexts are more’effective
in learning skills as opposed to learning them in isolated context as in the traditional reading skill
instruction. In fact, in real life, readers do not encounter mulﬁplc 'élhbicés while rcac.l-ihg a matenal.

b) That the teacher is a model to show the mental reasoning process in reading
comprehension increases self-confidence of the students and therefore facilitates learning, since
students feel comfortable and sure about the instruction.

¢) Discussing possible answers in detail and the evidences for the answers as opposed to
giving the correct answer and then passing on to other questions, can prepare students for other
difficulties they may face in other reading materials. Here, students learn how to learn by discussing
every situation. In the traditional skill instruction, on the other hand, the students are required to
give only the correct answer, not the whys of the answers.

5.2. Discussion

Since the aim of this study was to determine the effects.of instruction.qn improving EFL
students’ reading proficiency, a number of instruments were used to achieve this purpose. The first
instruments used was the researcher prepared reading exam. In this exam, the experimental group
showed a 23.55 point increase as opposed to the 14.9 points increase for the control group. The
experimental group achieved more improvement in terms of reading comprehension. T-test applied
to the differences in the scores they got in the pre and post administration of this test showed
significant difference between the groups. This may mean that recasting skills as strategies through
teacher modeling is an effective way to improve students’ reading comprehension. This result is
supported by a considerable number of studies (Bamett 1988, Duffy et.al 1986; Day 1980 and
Kern 1989). Palincsar and Brown (1983) (cited in Pearson and Gallagher 1983) reported that the
students can indeed, tlirough explicit instruction, be taught to acquire and independently apply
reading strategies which enhances reading comprehension. Baker and Brown (1984) (cited in

Carrell 1983) point out that “knowing that” is different from “knowing how”. Readers who
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enhance their awareness of the nature of reading and of their reading strategies are better readers
than those who do not.

The results of the vocabulary and reading comprehension pan of Practice TOEFL also
showed a significant difference between groups. In this test, the mean difference observed between
pre and post treatment administration was 3.8 for the control group and 7.55 for the experimental
group. Both groups improved but the level of improvement was different. T test applied to pre and
post administration of this test also showed these differences from a statistical point of view. In
other studies, researchers found similar results about standard tests ( Brown and Palincsar 1985 and
Mason 1984) (cited in Pearson and Dole 1987). However, this finding is not consistent with the
results of the studies done by Pans et.al (1984) and Duffy et.al (1986). They found that students
improved on some dependent measures after explicit comprehension instruction, but not on
standardized tests. Their argument is that these standardized tests are based on a different
theoretical and instructional paradigm.

The other instrument, quizzes which were administered during the treatment session, did
not show any significant differences between groups except for the fourth quiz, which was about
scanning. One reason may be that in the quizzes, the number of questions was much smaller than
the other tests and the point range was narrow (out of 20). Another reason may be that quizzes
focused on only one skill and subjects did not have to combine the skills for more difficult tasks.
That may be why, in the long term, the experimental group was more successful in other tests,
which required the total use of these skills since they learnt how to combine and apply these skills
to reading situations O’Malley 1984 reported that there were no differences between groups in
daily quizzes.

" Other instrument, two midterms officiaily administered during thé'tr’catrﬁent session, also
showed that both groups are different in terms of reading comprehension, experimental group
being more successful. In the first mldterm, t-test for indeﬁ&idént samples showed no difference
between groups, however in the second midterm, t-test for independent samples showed that

groups were significantly different in terms of reading proficiency. In the second midterm questions



and the level of the passage was higher than of the first midterm, experimental group’s
performance did Illot.c.hgng‘g_ :but_tbg;c‘ont_l_'ol group’s pexijnnar,lcq. decreased significantly. In the
literature, studies did not include'such an official exam in the analysis, thus there are no comparable
results. c o

The purpose of the strategy inventory was to determine whether subjects applied study
specific strategies before the treatment and, through a second admin_istration after the treatment, to
determine whether the frequency of these study specific strategies increased. The results showed
that the increase in the experimental group subjects (0.59 out of 5.00) were higher than in the
control group subjects (0.18 out of 5.00). This result implies that the instruction applied to the
experimental group also results in more strategy use. The reason may be “awareness”- teacher’s
modeling a given strategy quite explicitly may have resulted in students’ internalizing this strategy as
if it were their own strategy. Thus, students who receive explicit instruction on given strategies will
use these strategies more frequently. This result is also supported by Clark (1979) (cited in Kemn
1989) and by Pressley and Johnson et.al 1989) (cited in Dole et.al 1991). They argue that when
instruction emphasize strategy use explicitly, students may adapt these strategies consciously to any
text or reading. Clark (1980) also suggests that explicit instruction and practice in using strategies
increase the use of strategies.

With this inventory, it was intended to determine the general reading strategies of
elementary Turkish EFL students in Turkey within the limited scope of the subjects in this study. It
is found that the mostly applied strategy class is social strategies (3.70 out of 5.00) (generally used).
The next class was metacognitive strategies (3.41 out of 5.00) (sometimes used). The overall
average for cognitive strategy class was 3.03 out of 5.00 (sometimes used). Other classes were
compensation strategies (2.96 sometimes used), memory strategies (2.68 sometimes used) and
affective strategies (2.64 sometimes used). Since these findings have very limited scope, they may
not have a significant cbntribution to the field. However, because there are not adequate studies on

this aspect of reading, the inclusion of this purpose may initiate new and serious studies in the field.
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That is, if dclailéd research is done on this issue, serious, comprehensive and useful data can be
achicved.

The final results to be discussed here belong to the opinion questionnaire administered to
thc' subjects of both groups. The basic principle of the instruction applied to the experimental group
is to cxplain the mental reasoning of reading comprchension. This is accomplished through tcacher
modeling. The teacher cxplicitly explains how he/she carries out the reading process through
recasting skill as strategies through modeling. Since the teacher is explicitly modeling, it is expected
that lln; students can understand and internalize the process more easily and that they apply these
skills more effectively to other reading situations in the long term. In addition, it is expected that the

students feel more comfortable since they receive the knowledge from an éxperienced and

1

knowledgeable person. Another important {pn'nci;")le‘of this instruction is that it must be flexible,
which means all the alternatives for the answers are discussed, not just gmng the correct answer as
in the traditional reading skill instrdé‘tion. "This makes it possible to emphasize the mental reasoning
more. This discussion part is carried out in the guiding step. This step is very crucial in this model
since “gradual release of responsibility” will occur here. The students will also start to explain their
rcasoning process about the.reading. This explanation is very important for self-confidence and
motivation. As Brown and Campione (1986) (cited in Stevens, Slavin and Farmnish 1991) state:
“Understanding is more likely to occur when a student is required to explain, elaborate and defend
his/her ideas to others. Also Peterson and Janiki (1979) and Webb (1982) reported that students
who give and receive claborate explanations learn better. In this way instruction is more effective.
These procedures result in keeping this mental reasoning in the students' mind for a long time and
in a more effective learning. When they encounter a difficulty, they can apply this reasoning. In
other words, they learn how to learn and they are aware that they have learnt something,

In order to determine whether these above mentioned principles were true of Turkish
students, in this study an attitude questionnaire was given. The results of this questionnaire showed
that most of the subjects in the experimental group (%83.89) had a positive opinion about the

instruction which suggests that they really benefited from the instruction. Moreover they wrote



positive comments about the instruction in the optional item (the last item) in this questionnaire
such as "I learned how to think while reading” "I learned the necessary details” "I can make use of
this information in the long term" "I trusted you and thank you for trusting us” " now I can make

LU L)

use of clues whiie reading” " these reading classes were very interesting and different” "I liked
reading after these lessons” etc., which was a valuable data for the study.

On the other hand, the results of the control grbup imiplied that they were not satisfied with
the traditional reading skill instruction. The subjects who thought that they really benefited from the
instruction only consisted 47.5% of the whole population. 30% of the subjects in this group were
not sure if this was an effective instruction or not. Since having no opinion also implies a negative
attitude, it can be said that majority of the subjects in the control group did not benefit from this
instmcﬁon. Also most of the students in this group did not write any positive comments about the
instruction in the last item of the questionnaire. :

In short we can say that the subjects in the experimental group were more satisfied and also
felt more confident than the subjects in the control group. In the literature, most studies did not
include such a questionnaire to determine how the subjects feel and what they think about the
instruction type. But, it is necessary to have these opinions since we can find out what students
think about the efﬁcicncy of instructions and their long tcrm effects. Unlike in this study, this typc

of data in two other studies was collected mostly through think alouds (Block 1986) or through
recordings (Duffy et.al 1987). The results of these studies support the findings of this study.

5.3 Difficulties Observed During the Treatment and Some Suggestions to the Future
Researchers
Although this modeling is an effective instruction type, there were also some difficuities that
were encountered during the treatment session.
First of. all, this instruction required a longer preparation time and a more careful
preparation compared to other instruction types because in order to emphasize a certain skill, the

passages and the materials had to be appropriate cspecially in the modeling stage. For example for



"oucssing difficult words" instruction, the researcher had to find a passage in which therc were
words students were not expected to know and the context gave enough clues to guess the
unknown word because here the purpose was make students aware of the applicability of the skill
to the passage. Again for "using monolingual dictionary” mstructlon ﬂle passage had to serve jusl
thc opposite purpose. In the "gradual release of responsibility” session the passage selection were
more flexible since there were discussions about the possible answers. In the modeling stage, the
passage had to be more clear and easier to apply modeling since students did not participate in the
lesson at this stage.

If a teacher wants to apply this method in his/her classroom, first of all he/she has to be
aware of his’/her mental process in reading comprehcnsion:and' has to analyze it well so that he/she
can transfer this logic to students effectively. The teacher must be réady for every situation that is
possible to encounter. During the guiding step teacher must be very flexible and patient since there
may come very illogical answers from the students. This analysis and preparation requires time and
energy, and teachers must be ready for these demands.

At the beginning of instruction, the purpose of this instruction should be stated clearly and
explicitly to the students, since it can be a new and unusual instruction type for them. In other
words, students should be prepared for the instruction psychologically. Otherwise, teacher
modeling can be considered as the show off of the teacher and the students may feel inferior to the
teacher. Students should believe that they will benefit from this instruction. Moreover, since there
is no student participation in the modeling stage, the passages should be interesting and the
instruction should be carried out acti\)ely. In this type of instruction, the most important part is thc
"gradual release of responsibility”. In this stage, students should be encouraged to give answers and
express comments about the answers and the evidences. This can also increase sclf-confidence if it

is applied effectively.

S.4 Conclusions

In this study, the following rescarch questions were answered in the following ways:



- Which reading strategies do the elementary Turkish EFL students use while rcading an
English passage? (This question is himited to the subjects in this study and it was
included in research questions thinking that this limited number of subjects can give an
idea about the whole)

The reading strategies used by elementary Turkish EFL students in Turkey followed this
order from the mostly used to the least used: social strategies, metacognitive strategies, cognitive
strategies, compensation strategics, memory strategies, and affective strategies. These findings must
be supported by some future research on this aspect.

2- Is there a difference between Pearson and Dole's‘ (1987) Explicit Comprehension
Instruction model and Traditional reading skill instruction in terrﬁs of improving
students' reading comprehénsion? If there is,: then which type of instruction helps
improve students’ reading comprehension?

Both groups improved to some extent. However the improvement in the experimeﬁtal
group considerably higher compared to that of the control group in terms of reading
comprehension. In other words, prescribed skills should be presented as strategies, not as
automatized procedures (Palinc;‘;ar and Brown 1984, Pansand Jacobs 1984). This conclusion was
also observed by Brown and Palincsar (1985). In their study, they concluded, “ what is necessary in
today’s reading instruction is teacher modeling of specific strategies for leaming how to
comprehend, teacher guidance that helps students learn these strategies over a period of time and
student practice in transferring the strategies to new learning situations”. In short, reading 1s not the
unconscious use of set of skills. Instead good readers are strategic (Anderson and Pearson 1984,
Mason 1984 , and Paris, Lipson and Winson 1983) (cited in Duffy and Roehler 1987) and
knowledge about the process, not just the product of reading is nceded, if we want to move from
head stretching to designing programs which truly meet the need of our students (Block 1986)

3- Does Pearson and Dole's (1987) Explicit Comprehension Instruction model improve the

use of study- specific strategies?
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The increase in using study-specific strategies were higher in the experimental group than in
the control group.

4- What are the opinions of the subjects towards the instruction type applied to them? Will

they be satisfied with the instruction type or not?

The experimental group subjects had quite positive attitude towards Explicit
Comprehension Instruction Model (Pearson and Dole 1987). They declared that they were satisfied
- with the instruction and that they really benefited from it and that this instruction increased their
self-confidence. However control group subjects stated that they did not find traditional reading

skill instruction beneficial and they did not state positive comments.

5.5 Suggestions for Further Studies

In this study, elementary level EFL students were used. Further studies can be conducted
with intermediate, upper intermediate and advanced level students to see if there will be differences
in the results in terms of the effects of modeling.

In further studies other reading skills which were not included in this study can be dealt
with.

This study can be applied to other language skills, for example to listening and writing.

Finally, in this study, it was found that the quizzes did not show significant differences
across the subjects in terms of improvement. This may be because the quizzes tested only one skill
and short-term memory at one time. When the skills were tested altogether in a passage later on,
the results showed significant differences among the groups. There may be further research on long
term effects of this type of instruction applied to experimental group, for example two or three

years’ research.



APPENDIX A
READING STRATEGY INVENTORY

Bu anket. Ingilizce 6grenen 6grencilerin okuma becerisinde yararlandiklar: yollan
belirlemek i¢in dazenlenmigtir ve okuma becerisi ile ilgili 30 ciimleden olugmaktadir. Bu
ankette dogru veya yanhs cevap yoktur. Cevaplar, nasil olunmas: gerektigi veya
bagkalarimin yaptiklar diigtintlerek degil, ciimlelerin kigiyl ne kadar iyl tammladif goz
onitne alinarak verilmelidir. Liitfen her ciimleyl ockuyunuz ve ciimlenin size ne kadar
uygun oldugunu géstereﬁ rakami (1, 2, 3, 4 veya 5) size verilecek cevap kagdi iizerine

vaziniz,

. Hi¢ yapmam 2. Genellikle yapmam 3. Az ¢ok yaparim

4. Genellikle yaparun 5. Her zaman yaparim

Cevaplar miimkiin oldugunca ¢abuk veriniz ve liitfen bu sayfalar iizerine herhangi bir

isaretleme yapmaymz. Sorulariniz varsa liitfen 6gretmeninize sorunuz.

1) Herhangi bir Ingilizce par¢aylr okumadan énce hafif miizik dinleme, derin nefes
alma v.b. yontemlerle kendimi rahatlatmaya ¢alisirum.
2) Ingilizce bir pargayr okumaya baglamadan énce ilk okumada anlamayabilecegim
kisunlar olabilecegi thtimalini diistinerek tekrar okumaya hazirlikli olurum.
§:)] Ingilizce bir par¢aylr okumadan (")ncé dilsel ve gorsel ipucglarim kullanmip parganin
icerigini tahmin etmeye gé11§1r1m {Baglik, grafik, tablo v.b.}
{4) Ingilizce birsey okurken ilk énce anafikri anlamak igin okuma metnini ¢abucak bir
gozden geciririm, daha sonra bagsa doniip daha dikkatli bir sckilde okurum.
5) Okudugum seylerde ayrintili bilgileri bulmaya ¢aligirim.
16) Parcayr okurken, konu hakkinda énceden bildigim seylerle yeni 6grendiklerim
arasindaki baglantilan diigtintiriim.
7) Okudugum parcada 6nemli yerleri ve kelimeleri isaretlerim {Altin1 gizerim, fosforlu
kalem kullanirim, yuvarlak igine alirnm v.b.).
8) Parcayr okurken kiiciik notlar alirum.
:9) Parcadaki ciimleler ve paragraflar arasindaki baglantilara dikkat ederek parganmmn
organizasyonunu anlamaya c¢alisirim (6rnckleme, sebep-sonug iliskisi, kronolojik
sira, karsilagtirma v.b.).
10) ingilizce'de okurken okudugum metni kelime kelime Tiirkge'ye ¢evirmeden

anlamaya ¢alisirim.



11)

15)
16)

18)

19)
20)

21)
22)

24)
25)

26)
27
28)

29)

30)

ingtlizce’de okurken yeni kargilagtifim kelimelerin kendi dilimdeki benzerlerini

bulmaya ¢aliginm (democracy-demokrasi, inflation-enflasyon v.b.).

Okurken anlamini bilmedigim bir kelime ile kargilagirsam; bu kelimenin anlamini;
iginde bulundugu cimle veya ctrafindaki ciumle ve keliinclerden yararianarak
bulmaya ¢alisurim. |

Bu kelimeyi bildigim kok ve eklere ayrarak bulmaya ¢ahgirim.

Bir s6zltik yardum iie bulmaya galiginm.

Arkadaslarima sorarim.

Ogretmene ya da etrafimda iyl Ingilizce bilen birine sorarim.

Bilememe riskini géze alarak da olsa tahmin etmeye g¢aligmak i¢cin kendimi

cesaretlendiririm.

Ogrendigim yent kelimeyl sonradan hatirlayabilmek igin

Ona bir sekilde benzerlik gésteren bagka kelimelerin olusturdugu bir gruba
yerlestiririm (6rnegin “snake” “yilan” kelimesini “animals” "hayvanlar” grubuna
oldugu gibi).

Keltmeyi ciimle iginde kullanmirim.

Kelimeyi kartlara yazip en kolay ulagabilecegim yerlerde tutarak arasira bakarim
{Evde duvara asmak. yaninda tasimak v.b.).

Kelimeleri alfabetik siraya gore listeleyip kendi sézligiimii olustururum.

Kelimeyi zihnimde goérintiisiinii canlandirarak veya resmini ¢izerek aklinda
tutmaya c¢alisirim.

Okudugum pargadan gesitlt Gikarimlar yaparak konu ve igerik hakkinda yorumlar
yapmaya gallémm.

ingilizce'de okudugum bilginin 6zetini ¢ikaririm.

Ingilizce bir metin okumak i¢in firsatlar yaratmaya ¢aligirim.

Zevk igin Ingllizce dergl, kitap ve gazete okurum.

Okumadaki amacimi bastan agxkéa belirlerim.

Okumada nasil daha bagarili olunabilecegini bulmaya ve 6grenmeye ¢aligir,
gerekirse kendimi sorgularim.

Okumada gelisip gelismedigimi ve aktivitelerde, alistirmalarda bagarili olup
olmadigimi kendi kendime degerlendirmeye ¢aligirim.

Basgarili oldugumda kendimi édiillendiririm.

Katildiginiz i¢in tesekkiir ederim.
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APPENDIX B
THE RESEARCHER-PREPARED READING EXAM

Human And Environment

] __.' it
) s i
y .S o/ | 3¢ 74:
.-SZ' Nrd P Tl ) ¢

We humans have been able to live on this planet for millions |
of years because there has been an environment that we could
live in, composed of air with oxygen that we could breathe, a
temperature that did not kill us (neither too hot nor too cold),
shelter from the weather, food that we could eat, water thatS
we could drink, bacteria that broke down the food in our stom-
achs and so on. ‘

The environment on Earth has changed from time to' time;
for example, during the Ice Age, the Earth became much
colder. It is possible that such changes led to the disappearance 10
of some of the animals that we humans shared our world with.

Originally, humans were not powerful or clever enough ‘to
affect their environment much. But they leamt various skills;
to use fire, so they were able to burn dowa areas of dry grass-
and trees, and to cultivate the soil, so they were able to turn | g
wild bush or even woodland into fields. Later they dearnt how
to bring water to their land by controlling rvers or digging
ditches, and this made it possible for them to change deserts
into green land.

But the more scence advanced, the worse the effect of 20
humans on the surface of the Earth grew. They made metal
axes to cut down large areas of forest for building warships,
or for getting wood to cook with, and as a result, they turned
green land into deserts, since trees attract rain, and the fewer
trees there are, the less rain falls.

This destruction of nature has increased enormously during
the past hundred years. Immense areas of enormous rain
forests are being cut down every year, so that a time may come
when the loss of these will change the climate of our workd -
permanently and disastrousty. 30

Another great danger is from the pollution from our chemi-
cals and fuels, like coal, with which we fill the atmosphere.

* The longer we go on using aerosols and producing smoke, the
more damage they will do to the layer that protects our world
from the sun’s radiation, until it no longer provides an 5
environment in which we, and most of the animals and plants

we share it with, can live.

Radiation from our use of atomic energy could also do
disastrous damage to our precious environment.

Why, then, do we continue to do these things that may soon '-{0
lead to our being destroyed? Is it because we are mad? No, it
is because humans are greedy. They are not willing to sacrifice
anything now for the sake of the future. The richer they get
and the easier their lives become, the more willing they seem
to be to risk destroying their future environment for the sake 4§
of becoming even richer and more comfortable now.



Name: Reading Exam
Class: :

Part I- Comprechension Questions: Answer the following questions according to the passage.
(total 30 pts)

1. Write five (5) things that help us to live in the environment. (5 pts)

9

. What was the result of Earth's becoming colder?(3 pts)

3. What were the skills that positively changed environment? (3 pts)

4. When did humans begin to change environment negatively? (3 pts)

5. What will happen if we continue to cut down rain forests? (3 pts)

6. How do chemicals and fuels give harm to environment?(2 pts)

7. How does atomic energy give harm to environment? (2 pts)

8. According to the writer why do people continue (o destroy environment? (4 pts)



9. What does the passage trying to tell us? (5 pts)

Part I1- Vocabulary: Write down the meanings of the words below into the blanks. (Each 2.5 pts)

planet:

shelter:
disappearance:.
affect:

bum down:
desert:

axes:
enormously:
9. climate:
10 precious:
11. greedy:
12. layer:

RN N RN

Part I1I- Referring Expressions: Find what the following words refer to in the passage.
(Each 2.5 pts)

1. we (line 2)

I

. their (line 13)

3. this (line 18)

4. these (line 29)

5. they (line 34)

6. it (line 35)

7. it (line 37) o

8. they (line 42)
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Part 4- Scanning- Answer the following questions according to the ads below. (Total 20 pts)

2. *

TRAVELOG FILMS “"Vakey of Light'" (Yosemite),
“Srgatico Means Veneruela,” “‘People of the
Amazon and Assignment Y eflowbird™* (Florida
and the Sahamas) are presented Saturday, Oc-
tober 15, 2:30 p.m. at the Santa Monica Public
Ubrary, 1343 Sixth S¢., Santa Morndca, 451-5751.

WANTED: FRIENDLY people to Join me on a
day silling excursions, weekdays and weekends.
No experience required, will teach. Leave mesnage
2t 473-4550.

.3

4,

POET ROBERT Mezey reads from his works

Wednesday, October 19, 46 p.m. in CalArs
Langiey Hall. $05-255-1050.

5.

WEST YALLEY Jewish Singles, ages 18-28, attend
Friday Night Services Friday, October 14,8 p.m.
3t Ternple Aliyah. Sochiiizing and desertafterwards
ata nearby coffee shop, Call Gregg, 703-0033, for
detalts. .

6.

SINGLE PARENTING—A one-day workshop for
dvorted single parents experiercing difficulties
talarcing the deficate and difficuk act of being
sngie and being 3 parent. Saturday, October 29,
$:35a.m. to 4 p.m. at AID-WEST. Calt Dr. Wilma
Awebuchat $24-021 1 to register./ !

“WALKIN' SINGLES' takes semi-strenuos serolf
through Marina def Rey Saturday, October- 15,
1:30 p.m. meeting at 4754 Admiralty Way (inBoys
Market parking lot). Historical narradon. Age
range 2345 only. No . Pothuck pienic
follows. To be included. phone 789-1038. 52

7.

8.

O ALAN H. Presman discusses “'Designing
You Diet” Friday, October {4, 7p.m. st B4S N,
Highand Ave. 871-2222.

ROOKERY READINGS preserx poets Lance Jencks
and Gerald Lockfin, folksinger Michael Gleason
and artist Debra Williame Tuesday, October 16,
8:30 p.m. at the Uprtart Crow and Company,
South Coast Village, Santa Anz. $2.
714-826-10%4.

10.

“STARTING AND Managing Your Own
Busren:” b of fered Friday, October 14, 1-6 p.m.
n USC. 743-2098.

1.

SAVE THE ANIMALS Fund & presenting The
Asitnal Fikm, 1 comprehensive survey of the in-
justices committed agairst animals In the western
sociery. Free showing Saturday, October (5,
12:30 p.m. 2t The Orange Room Cafeteria, Dept.
of Water and Power, |11 N. Hope S¢. oppotite
the. Music Certer. Free parking Gate §.
484-8764./

12,

BACZH TO BLUES trio. Free concert Wednesday.
Criober 19, 1 p.m. at Fairfax Libeary, t$1 S
Gardrer near Third.

13.

GAVIN DILARD reads from his book “*Notes
from 3 Marrizge: Love Poems™ Sunday, October
16. 3 p m_at A Different Light Bookstore, 4014
Santa Morca Bivd 668-0629.

TTUMNG WITH Stress: Basic  Relaxation
et Breussed Wednesday October |19

1.

"How old will the people at this event be?

'

Match the social events in the newspaper section to the following interests. Write
the numbers of events on the lines.

animal life

travel around the world

classical and jazz music

being a better single (unmarried or divorced) parent
business K

learning ways to relax

a healthy diet

social life for single Jewish people

poetry

sailing (traveling on a boat)

walking for health -

Where might you meet people who share your interest in animals?

]

What will yo‘“ do in this place?
How much do tickets cost to this event?
If you want to meet single people—and you like exercise and history—what phone

number can you call for information?

Can you smoke at this event?

When can you hear a concert of classical and jazz music?

Which event or events from page 148 interests you? Why?




APPENDIX C -
OPINION QUESTIONAIRRE

Class:
Gegen donem almug oldugumuz Reading (Okuma) egitimi sonucunda

a) Bir Ingilizce metinde karsilagtigim bilinmeyen kelimeleri tahmin etmenin 6nemli oldugunu ve
bunun igin gerckli olan bazi ipuglanni 6grendim.

1- kesinlikle hayrr ~ 2-hayrr  3- kararsiam  4- 6grendim 5- kesinlikle 6grendim
b) Bir Ingilizce metni okumadan dnce pargayr anlamama yardimei olabilecck ipuglarim
degerlendirmeyi 6grendim.

1- kesinbikle hayir  2- hayir 3- Kararsizam 4- 6grendim 5- kesinlikle 6grendim
¢) Degisik amaglar igin yazilmig yaz tiirlerini farkli yontemlerle okumayi 6grendim.

1- kesinlikle hayir  2- hayir 3- kararsizzm 4- 6grendim 5- kesinlikle 6grendim
d) Bir metnin ihtiyag duyulan bilgiyi clde edebilmek amacryla farkll yontemlerle okumayt

ogrendim.

1- kesinlikle hayir  2- hayir 3- Kararsizzm 4- Ggrendim 5- kesinlikle 6grendim
¢) Ingilizce bir metinde bazi kelimelerin (zamir ve kelime gruplan) metnin diger béliimleriyle

baglantih oldugunu farkedip bu baglantidan en verimli gekilde kullanmay: 6grendim.

I- kesinlikle hayir ~ 2- hayir  3- kararsizim 4- evet 5- kesinlikle evet
) Ingilizee bir metni detavh bir analiz énccesinde gencel konusunu ve baz detavlart bulabilmck
i¢in gerckli olan ipuglarim 6grendim.

I- kesinlikle hayir  2- hayr 3- Kararsizim 4- evet 5- kesinlikle evet
¢) Sozliik kullanmam gerektiginde onu en etkili bigimde kullanmayi 6grendim.

I- kesinlikle hayir 2~ hayir 3- Kararsizim 4- evet 5- kesinlikle evet
h) Bu ¢gitim bana Ingilizce bir metnin nasil okunmasi gerektigi konusunda ipuglan verdi.

1- kesinlikle haywr ~ 2- hayir 3- kararsizim 4- cvet 5- kesinlikle evet
i) Ofretmenimizin bize kendi okuma yéntemlerini anlatmasi kendimize olan giivenimizi
arttirdt ve uzun vadede bize basannin vollarin gésterdi.

1- kesinlikle hayir 2- hayrr  3- kararsiaim ~ 4- evet 5- kesinlikle evet
1) Yukanda belirtilen noktalara ek olarak bu egitimin olumlw/olumsuz olarak agagidaki
nitelikleri de vardr.
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Appendn D Classified Strategres 3nd Averages af the Pre and Post Administrations of the Strategy tnventon for each Group
¢ g gy

Never or almost never used 10to1.4

Strategies jClassifications Experimental group pre -post administration Control group pre ~post administration
y 1 Affective- lowering ansety- using music 1.86 — 186 1.75 - 1.90
2 Metacognitive- aranging and planning your learming- planning for g lanquage task 410 —4.10 4.06 ~ 465
3 Cognitive- receving and sending messages- usmgq resources for receiving and sending mess: 2.90—-4.40 2.80 — 3.80
4 Cognrive- receiving and sending messages- getting the idea quickly 326—-4.00 306—-360
[ Cognitive- receiving and sending messaqes- using resources for receiving and sending mess 295-—-3.15 280—325
8 Cogritive- cantering your lsaming- overviewing and linking with already known material 3.06—-3.90 3.16 -3.30
7 Cognvitive- creating structure for input and output- highlighting 3.76-4.25 3.26—-8.16
8 Cognitive-creating structure for input and output-taking notes 3.00 — 3.60 256220
9 Cognitive- analysing and reasoning- analysing expressions 3.26 —3.66 306 —-3.16
10 Cognitive- analysing and reasoning- translation 330—-3 80 3.25-3.40
11 Cognitive- analysing and reasoning- analsing contrastively (accross lanquages) 3.26—-3.85 3.20—-3.95
12 Compensation- guessing intefigently- using linquistic dues 3.156—4.06 8.45—3.35
13 Compensation- quessing mtefigentiy- using linquistic dues 235—-2.16 226—-190
14 Compensation- quessing mteligently- using other clues 3.36 - 4.06 38.26 —3.40
15 Social- cooperating with others- cooperating with peers 3.36 —3.3b 3.70—-3.76
16 Socia- cooperating with others- cooperating with proficient users of the new lanquage 386-3.70 3.90 —38.90
17 Affective- encouraging yourself- taking nsks wisely 2.956 ~3.40 3.06 —2.90
18 Mermory- creating mental inkages- grouping 250—-286 2.856—-2.40
19 Memory- creating mental imkages- placing the new word in a context 286-8.10 2.70- 230
20 Memory- employing achon- using mechanical techniques 3.00—295 265 —1.90
21 Memory- employing action- using mechanical techniques 240—2.20 190—1.76
22 Memofy- appling images and sounds- using imagery 3.00 —3.30 3.10—8.06
23 Cognitive- analysing and reasoning- reasoning deductively 3.36 — 3.65 2.96-—3.00
24 Cognrtive-creating structure for input and output- summarising 2.46 — 2560 2.20—2.00
25 Metacognitive- arranging and planning your leaming- seeking for opportunities 276 —29 3.00 — 260
26 Hetacognitive- aranging and planning your leaming- seeking for opportunities 266—3.26 2.95~2.30
27 Metacognitive- arranging and planning your leaming- setting qoals and objectives 3.70-3.40 35b—38.76
28 Metacogritive- amangng and planning your learning- finding about lanquage learning 3.6b —3.66 3.40 - 3.16
29 Metacogritive- evalugting yourself- self evaluating 356—-3.76 3.80 — 8.45
30 Affective- sncouraging yourselt- rewardng yourselt 3.40—336 2.85 — 2.80
Key to the Averages
Always or almost always used: 4.6t0 6.0
G enerally used: 36t04.4 _ _
. Sometimes used: 26t034
I Generally not used 16to2.4 ]




Appendix E1 The Resuits of the Tests Administered to the Subjects (Experimental Group)

Tests »» | Placement | Pretest | Posttest | Toeflpre | Toeflpost] Viset | Vise2 |

Subjects
1 22 47 67 8 16 93 71
2 23 53 75 11 17 85 79
3 30 57 81 6 15 97 90
4 25 30 44 13 15 79 71
5 29 14 41 4 14 27 48
6 27 27 43 7 8 59 73
7 21 21 48 4 ‘19 51 61
8 31 27 65 5 17 86 59
9 24 18 43 10 14 61 45
10 26 32 68 7 15 91 74
11 23 27 36 1 10 74 73
12 30 23 55 0 7 83 78
13 26 24 48 1 8 57 64
14 27 42 62 5 15 69 73
15 27 25 45 17 13 79 69
16 29 22 32 11 16 0 62
17 22 27 44 7 14 60 53
18 29 23 64 8 24 89 78
19 31 40 60 2 8 92 76
20 31 45 74 7 20 86 89

Average 26,7 31,2 54,8 6,7 14,3 70,9 69,3
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Appendix E2 The Results of the Tests Administered to the Subjécts (Control Group)

Placement | Pretest| Posttest | Toeflpre | Toeflpost] Viset

Tests n» | Vise2 |

Subjects
1 12 38 44 4 8 60 58
2 14 52 64 2 13 86 69
3 13 44 40 3 11 73 57
4 20 34 43 4 5 82 54
5 19 18 12 5 -4 70 54
6 11 23 47 6 16 48 42
7 12 31 65 8 10 95 74
8 11 21 25 7 2 78 36
9 20 36 52 6 9 75 53
10 18 56 78 5 22 88 82
11 18 42 40 5 9 83 63
12 20 31 39 4 9 75 50
13 12 22 53 8 9 74 54
14 13 35 74 11 8 73 70
15 14 30 36 9 3 89 58
16 15 28 34 5 16 75 50
17 15 35 48 4 8 70 61
18 16 30 45 4 6 67 41
19 12 38 59 3 11 78 51
20 17 38 52 7 7 75 47

Average| 15,1 34,1 49,0 5,5 9.3 75,7 56,2




Appendix F1 The Resuits of the Quizzes Applied to the Subjects (Experimental Group)

Quizzes » | Quizl | Quiz2 | Quiz3 | Quiz4 | Quiz5 |
Subjects
1 20 18,5 16 18,5 20
2 17,5 17 18 15 20
3 20 20 17 18,6 20
4 15 8 11,5 9,5 18
5 2,5 0 8,5 15 7
6 10 4,5 13,5 15 18
7 5 155 | 45 10 15
8 19 7,5 15,5 9 12
9 0 1 6 9 9
10 12,5 18,5 14,5 18 19
11 | 17,5 10,5 15 13 11
12 20 17 16,5 20 17
13 12,5 14 8 12 17
14 12,5 10,5 14 16,5 19
15 12,5 14 9 14,5 16
16 17,5 14 6 15,5 17
17 12,5 2 6 11,6 9
18 17,5 20 14 18 12
19 20 15,5 16,5 18 18
20 20 15 16 14 19
Average | 14,20 | 1215 | 12,30 | 1453 | 15,65




Appendix F2 The Results of the Quizzes Applied to the Subjects (Control Group)

Quizzes »» | Quiz1 Quiz2 | Quiz3 Quizd4 Quiz5s
Subjects

1 10 12 4,5 9,0 16,0
2 17,5 20 10,0 13,5 20,0
3 12,5 20 10,5 10 16

4 20 13 8,0 9,5 19
5 15 10,5 10 12,5 17
6 7,5 6 7 9 15
7 20 18,5 13 18 20
8 15 10,5 11 -5 18
9 17,5 10,5 11,5 13 18
10 20 0 15,6 20 20
11 15 20 13 8 17
12 12,5 8 5 9 17
13 15 16,5 13,5 10,5 18
14 15 15,5 13 17,5 18,5
15 17.8 17 14 8 15
16 20 0 7 11 18
17 12,5 12 13,5 16 17
18 17,5 2,5 3 10,5 18
19 15 15,5 8 13 16
20 5 10,5 10,5 11 12

Average | 15,00 | 11,93 | 10,08 11,70 | 17,28
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