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Thesis Abstract

Burcu Varol, “EFL Teachers’ Beliefs and Practices on Reading Strategies and
Strategy Instruction in University Level Reading Classes”

The present study aimed to explore EFL teachers’ beliefs on reading strategies and
the instruction of them and to investigate their actual classroom practices on pre,
while and post-reading types. In order to identify teachers’ beliefs regarding reading
strategies, a questionnaire was administered to forty two reading teachers teaching at
the DBE (Department of Basic English), YTU (Yildiz Technical University) at the
beginning of the second term of the 2008-2009 academic year. The questionnaire
consisted of three different parts with the first of them questioning teachers’
individual background. There were five points Likert-type items in the second and
third parts adapted from Chou (2008), Grabe and Stoller (2002), Sall1 (2002) with the
necessary adjustments made after piloting the questionnaire. Following the collection
of the questionnaire, three teachers were chosen for the observations by looking at
the distribution of answers they reported in the questionnaire. The lessons of these
three reading teachers were observed weekly throughout the spring term of the 2008-
2009 academic year. With the end of the observations, semi-structured interviews
were conducted with these three observed teachers and two other teachers taking the
questionnaire in order to capture a deeper understanding of teachers’ beliefs and the
rationale behind their practices. SPSS 16 was used to complete the quantitative
analysis; accordingly frequencies and percentages were run for the questionnaire.
Furthermore, to decide which type of strategies (i.e. pre, while or post) was favored
and practiced by teachers most, one way within subjects ANOV A was computed.
NVivo 8 software was employed for the qualitative analysis of the observations and
interviews. The recurring themes provided more detailed insights into teachers’
beliefs and classroom applications of reading strategies.

It was recorded that on the whole reading teachers of the DBE, YTU valued pre-
reading strategies more than while or post-reading types. In response to the question
how teachers’ beliefs were reflected in their classroom practices, pre and while
reading strategies were discovered to be equally employed types whereas post-
reading strategies did not get much attention. Specifically, teachers reported both
valuing and practicing guessing the meaning of unknown words from the context
strategy the most. In addition to these, the participants of this study were noted to
conform to the steps of strategy training lessons as they are suggested by the
literature. Accordingly, they performed explicit strategy instruction, modeling the
strategy, guided and free practice stages in the observed sessions. Moreover, the
reading department of the DBE, YTU was acknowledged to put much emphasis on
extensive reading through a variety of different activities. The participant teachers
also expressed their appreciation of these extensive reading activities since they help
extend the internalization of reading strategies and in turn lead to successful reading
skills. Finally, the findings of this study were discussed in comparison to similar
studies in the literature and pedagogical implications for EFL teachers were drawn.
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Tez Ozeti
Burcu Varol, “Ingilizce dgretmenlerinin iiniversite diizeyi okuma smiflarida okuma
stratejileri ve okuma stratejileri 6gretimi hakkinda inanglar1 ve uygulamalar1”

Bu ¢ahisma Ingilizce 6gretmenlerinin okuma dncesi, okuma esnasi ve okuma sonrasi
stratejilerine dair inanglar1 ve uygulamalarimi ortaya ¢ikarmay1 amaglamigtir.
Ogretmenlerin okuma stratejileriyle ilgili inanglarini belirlemek amaciyla, 2008-2009
akademik yil ikinci yar1 yil basinda YTU (Y1ldiz Teknik Universitesi) Temel
Ingilizce Boliimii'nde (TIB) gorev yapan kirk iki okuma dersi 6gretmenine bir anket
uygulanmistir. Anket ilk kismi1 6gretmenlerin bireysel gegmisini sorgulayan kisimla
birlikte ti¢ farkli béliimden olugsmaktadir. Anketin ikinci ve {igiincii kisminda Chou
(2008), Grabe ve Stoller (2002), Sall1 (2002)'den uyarlanip pilot ¢aligmasinin
ardindan gerekli ayarlamalar yapilan begli skalali Likert-tipi maddeler
bulunmaktadir. Anketin toplanmasini takiben anketteki cevaplarinin dagilimina
bakilarak ii¢ 6gretmen gozlemler i¢in se¢ildi. 2008-2009 akademik yil1 bahar yar1 yili
boyunca bu ii¢ 6gretmenin dersleri haftalik olarak gézlemlendi. Gozlemlerin
bitmesiyle birlikte 6gretmenlerin inanglarina ve uygulamalarinin arkasinda yatan
mantiga dair daha derin bir kavrayis yakalamak i¢in gézlemlenen bu ii¢ 6gretmen ve
ankete katilan iki bagka 6gretmenle yar1 planlanmis goriismeler uygulanmastir.
Niceliksel analizi tamamlamak i¢in SPSS 16 programi kullanilmistir, bu dogrultuda
anketin siklik ve ylizde hesaplamalar1 yapilmistir. Bundan baska, 6gretmenler
tarafindan hangi tip stratejilerin (6rn. okuma oncesi, okuma esnasi ya da okuma
sonras1) daha ¢ok begenildigi ve uygulandigina karar vermek i¢in katilimecilar arasi
tek yonliit ANOVA testi uygulanmistir. Gézlemlerin ve goriismelerin niteliksel
analizi i¢in NVivo 8 yazilimmdan faydalanilmistir. Tekrarlayan temalar
Ogretmenlerin okuma stratejilerine dair inanglar1 ve sinif i¢i uygulamalariyla ilgili
daha derin anlayislar kazandirmistur.

YTU, TIB okuma dersi 6gretmenlerinin genelde okuma dncesi stratejileri okuma
esnasi ya da sonrasi stratejilerden daha degerli buldugu kaydedilmistir.
Ogretmenlerin inanglarinm smif i¢i uygulamalarma nasil yansidig1 sorusuna cevap
olarak, okuma sonrasi stratejileri ¢ok da fazla ilgi ¢ekmezken, okuma dncesi ve
esnas1 stratejilerinin esit bir sekilde kullamldig1 goriilmiistiir. Ozellikle, &gretmenler
icerikten yararlanarak bilinmeyen kelimenin anlaminin tahmin edilmesi stratejini
hem daha ¢ok takdir ettikleri ve daha ¢ok uyguladiklarini ifade etmislerdir. Bunlara
ek olarak, bu ¢aliymanim katilimcilarinin strateji egitiminde izlenen adimlara
literatiirde de Onerildigi sekliyle uydugu belirlenmistir. Bununla birlikte, gézlenilen
Ogretmenler stratejilerin agik bir sekilde 6gretimi, strateji modelleme, destekli ve
serbest strateji pratigi asamalarini gerceklestirmislerdir. Dahas1 YTU, TiB'in okuma
boliimiiniin ¢esitli aktiviteler yardimiyla kapsamli okumay1 olduk¢a vurguladiklar:
fark edilmistir. Katilime1 6gretmenler de okuma stratejilerinin i¢sellestirilmesinin
arttirilmasina yardimci olarak basarili okuma becerileri saglayan bu kapsamli okuma
aktivitelerini takdir ettiklerini ifade etmislerdir. Son olarak bu ¢alismanin sonuglar1
literatiirdeki benzer galigmalarla kiyaslanarak tartisilip Ingiliz dili egitimi
ogretmenleri i¢in pedagojik sonuglar ¢ikartimistir.
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CHAPTER 1

INTRODUCTION

Background of the Study

Reading is one of the most important language skills for both first and second
language learners. Urquhart and Weir (1998) describe reading as “the process of
receiving and interpreting information encoded in language form via the medium of
print” (p. 22). In reading literature, process models to reading are the most
commonly referred theories. Starting with Gough’s (1972; as cited in Urquhart &
Weir, 1998) bottom-up model which takes reading as a sequence of activities that go
on after the completion of the previous one, there has been many debates onto the
nature of reading. Reading research in first language, especially the theories of
Goodman (1967) and Smith (1994) who conceived reading not only as a linear
process but as a process in which readers constantly make guesses, test their
predictions and use their prior experience to attach meaning to the text, constituted
the base of second language studies. Following this theory of reading as a
psycholinguistic guessing game, early second language researchers also approached
reading as an active process of readers’ text comprehension through his/her
background knowledge or appropriate strategies (Clarke & Silberstein, 1977; Coady,
1979). More recent theorists, however, have seen reading as an interactive process in
which there is a two-way interaction between the text and the reader together with
his/her prior knowledge (Carrell & Eisterhold, 1988; Carrell, Devine & Eskey,

1988).



In second language reading, some linguistic and cognitive constraints may
interfere with meaning. That is why it is highly urgent to provide learners with the
necessary skills to overcome these obstacles. One way of this for language teachers
is to equip learners with reading strategies that will help them in the comprehension
process.

Reading research both in first and second language has recently put much
emphasis on effective strategies that readers use in the comprehension process.
Strategies have gained various definitions and their distinction from “skills” is seen
hard to make (Paris, Wasik & Turner, 1996). Carrell, Gajdusek and Wise (1998)
point out that “the term ‘strategies’ emphasizes the reader’s active participation and
actual way of doing something, or the reader’s performance, whereas the term
‘skills’ may suggest the reader’s competence or only passive abilities which are not
necessarily activated” (p. 97). For Wallace (2003) also reader strategies are “the
varying ways of dealing with problems confronted in the course of reading” (p.20).
Taking these definitions into account, reading strategies in this study are defined as
the process of how readers deal with a task, how they understand the text they read
and what they do when they do not understand. Readers use these strategies to
improve reading comprehension and overcome comprehension failures (Singhal,
2001).

Research has proved that there is a close relationship between reading
comprehension and the frequency plus variety of reading strategies made use of
(Bimmel & Van Schooten, 2004). For instance, Ness (2009) claims that “when
teachers explain and model a single comprehension strategy or multiple strategies, as
well as provide guided and independent practice with feedback until students begin

to use the strategy independently, the reading levels of middle and high school
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students improve” (p.144). In the light of this vast amount of evidence, she puts
forward that it is wise to increase reading comprehension through explicit instruction
on comprehension strategies. Also, the relationship between reading strategy
application and successful or unsuccessful reading has been substantiated by several
research studies (Block, 1986; Hosenfeld, 1977). Successful readers or (“proficient”)
are defined by Goodman (1988) as readers who are effective and efficient in reading
as proficient readers that make use of assimilation and accommodation processes to
get the message of a text.

Although numerous studies have shown a substantial relationship between
reading strategy use and the success or nonsuccess of reading, this relationship is not
always straightforward. Anderson (1991), for instance, exemplified in his study with
Spanish learners of English that successful and unsuccessful readers may happen to
use similar strategies. However, it was revealed that the group of successful readers
demonstrates a higher proficiency in reading comprehension test. Therefore, he
concludes that it is not only the type or number of strategies that readers use what
matters, but how readers make use of those strategies is also a necessary component
of'a successful reading. Teachers can help students improve efficiency in reading by
encouraging them to use a combination of top-down and bottom-up processes. In
fact, Urquhart and Weir (1998) argue that overusing either top-down or bottom-up
processes over the other can impair reading.

In Vygotsky’s sociocultural theory, it is emphasized that adults improve
cognitive development systematically and purposefully based on meaningful and
challenging activities. Self-dialogue and interaction with others are indispensible
elements for human cognition as dialogue is seen as the basis of individual’s

interaction and learning from each other.



Metacognition also takes a crucial part in this theory for adults dwell on how
they think and use cognitive processing to remember. In terms of reading,
Vygotsky’s sociocultural theory means students’ involvement in the reading process.
According to this theory, systematic and intentional cognitive development is
advocated via real-world experiences to direct human beings to teach themselves
through inner-dialogue and interaction with others. Consecutively, metacognitive
awareness has been explained as planning and consciously employing proper
strategies to reach a specific target (Auerbach & Paxton, 1997; Carrell, Pharis &
Liberto, 1989).

Following Urquhart and Weir’s (1998) definition, in this thesis reading
strategies possess these features: (a) they are in essence problem-solving, (b) they are
goal-oriented, (c) they are intentional, (d) they are selective and effective, (e) in some
cases speed is involved, (f) they are consciously employed, and (g) they are
teachable.

Researchers distinguish strategies as cognitive and metacognitive strategies,
and in strategy training metacognitive ones hold as much importance as cognitive
ones. As Carrell et al. (1998) point out: “One reason metacognition is significant is
that if learners are not aware of when comprehension is breaking down and what
they can do about it, strategies introduced by the teacher will fail” (p. 100). They
elaborate on metacognitive skills by making it distinct that there are two components
involved in metacognition: one is knowledge; the other one is control. Knowledge
component constitutes what readers know about their cognitive resources, whereas
control includes the regulation of cognition, in such situations where the awareness

of and ability to realize contradictions in a text, knowledge of different strategies to



use through different text types, and the ability to distinguish important from
unimportant information are required (Carrell et al; 1998).
Carrell (1987) has also identified the function of self-regulatory

metacognitive strategies as:

(a) clarifying the purposes of reading, that is, understanding both the explicit and
implicit task demands; (b) identifying the important aspects of a message; (c) focusing
attention on the major content rather than trivia; (d) monitoring ongoing activities to
determine whether comprehension is occurring; (e) engaging in self-questioning to
determine whether goals are being achieved, and (f) taking corrective action when
failures in comprehension are detected. (p. 239)

As reading strategies have proved to be related to successful reading behavior and
with the integration of metacognitive component to the reading research literature,
the issue of direct explanation of strategies has gained momentum. Winograd and
Hare (1988, as cited in Carrell et al, 1998) draw a sketch of the steps of strategy
training. In their list first comes the teacher explanation of what strategy is, in that
teachers should provide the definition or description of the strategy. Next, teachers
should make it clear why students should learn a strategy by explaining its purposes
and benefits to lead way to self-control of students over the strategy. Thirdly,
teachers should explain how to apply the strategy and provide various examples
where explanation is only not sufficient. The fourth step is to state where and when it
is appropriate to use the strategy. Lastly, teachers should explicate how students can
evaluate whether their use of strategy is successful or unsuccessful.

Research studies have also proved that good and poor readers differ in terms
of strategies they use and how they implement those strategies. Therefore, it has been
suggested that the strategies “can be compared to the strategies of successful readers
and the results of this comparison can appear on a ‘computer print-out’ specifying
the students’ strategies that are in good working order and those that are defective”

(Hosenfeld, 1977; p. 111).



On the other hand, in recent years, researchers have come to an agreement on
that teachers’ personal beliefs and philosophies on teaching together with their
perceptions on how students learn play a critical role in their decision-making
process and actual classroom processes (Borg, 2003; Pajares, 1992; Smith, 1993).
Bandura (1997) also claims that teachers’ instructional practices, their choice of
activities, their willingness for teaching and persistence are dependent on their
beliefs in their skills to instruct and effect students’ performance.

Therefore, it can be concluded that the belief systems that teachers have can
in turn affect their perceptions and judgments as well as their teaching behavior in
classrooms (Brookhart &Freeman, 1992; Goodman, 1988; Nespor, 1987; Pajares,
1992; Weinstein, 1989).

There is a bulk of differing terms for naming teachers’ “mental world”,
including beliefs, perceptions, cognition and views. Tabachnick and Zeichner (1984),
for instance, preferred the term perspectives which they believe to include both
teachers’ beliefs related to their job and the representations of these beliefs in their
teaching environment as an important factor in determining their actions.

Following the work of Williams and Burden (1997), a constructivist view on
language teachers’ beliefs was adopted for this study. In this vein, teachers are
perceived as knowing and meaning-making creatures, and this knowledge and
meaning components are accepted to influence their practices. These beliefs are also
seen as specific to situations and action oriented compared to other general
ideologies, and they are comprised of teachers’ beliefs about their work together with
the ways they assign meaning to these beliefs through their classroom practice (Clark
& Peterson, 1986). Rueda and Garcia (1994) assert that it is urgent in exploring

teachers’ belief systems that more private and unrecognized beliefs which are
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reflected in specific situations or practices must be taken into consideration as well as
their reported general statement.

In the setting of this study which is Y1ldiz Technical University (YTU from
now on), the coordinators of reading courses integrate reading strategies into every
step of the course. They present almost all of the useful cognitive and metacognitive
strategies in the reading pack which was initially prepared to accompany reading
course book. Therefore, teachers should be knowledgeable about these strategies and
believe in their effectiveness in enhancing reading comprehension in order to provide

instruction on them in the classrooms.

Statement of the Problem

The School of Foreign Languages at YTU has two branches: Department of Basic
English (DEB from now on) and Modern Languages Department (MLD from now
on). In DEB students receive preparatory English education prior to their education
at their major departments. They continue to take Advanced English courses at MLD
when they start their undergraduate programs. At the beginning of each academic
year, students are distributed into three levels of classes: A, B or C according to their
proficiency level determined by the exemption test. This study’s focus is on students
at level C who have four hours of reading lessons each week. There are four different
courses for each level: course book, reading, writing, listening and speaking. In
reading courses, which are our focus, classes are designed around various activities.
There is a regular reading course book they follow, Issues for Today, and a
complementary reading pack which was prepared to present missing strategies and to

provide practice opportunities in them and in vocabularies that are presented in the
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course book. They read the complete texts from the course book and study strategies
on paragraph basis from the workbook. In addition to this, as extensive reading
activities there are reading circles, article presentation and graded readers. In reading
circle activity, students are provided with 2 to 4 pages long texts which are carefully
chosen in accordance with their interests. The tasks are to read and study the text in-
depth at home and participate in the vocabulary, comprehension and creativity
activities in class upon which they are graded. In article presentation tasks, students
choose an up to date article, read it and present it to the class, like the graded reader
activity.

As it can be seen, in all of the stages of this course, students are involved in
reading, therefore comprehending. The place of strategies in increasing reading
comprehension is undeniable now that it was proved by a plethora of research. To
make use of these reading strategies effectively, learners must be instructed and
provided with many opportunities to practice what they have learned. Teachers, on
the other hand, have to possess necessary skills and knowledge to provide instruction
on reading strategies and to model them. However, the teachers at DEB may
sometimes complain about the intensity of reading strategies and activities of reading
classes. Some of them state their doubts on the usefulness of training students on
reading strategies.

The purpose of this study, therefore, is to investigate what the perceptions of
teachers on explicit reading strategy instruction are, how they implement strategy
instruction in their classes and specifically which strategies they emphasize in their
reported beliefs and in their instruction. Specifically, this study will address these

research questions:



1. What are EFL teachers’ beliefs on reading strategies and explicit reading
strategy instruction for reading comprehension in reading classes?
2. Is there a difference in the degree of importance teachers attach to pre-, while,
and post-reading strategies?
3. What are the actual reading strategy instruction practices reported by the
teachers in reading classes?
4. Is there a difference in the actual application of pre-, while and post-reading
strategies reported by teachers?
5. Isthere a correlation between teachers’ beliefs and reported practices?
6. How do actual classroom practices of teachers, who attach high, moderate,
and low importance to reading strategies, show similarities and differences?
In order to find answers to these questions, the study aims to find out reading
teachers’ beliefs on strategy training and their classroom practices regarding
strategies as they report and observe their actual employment of reading strategies in

their courses.

Purpose of the Study

The present study aims to explore EFL teachers’ beliefs on explicit strategy
instruction in reading classes at YTU and their classroom practices. This study also
targets to reveal teachers’ actual classroom instances as regards to reading strategies
as well as investigating the most and least used strategy types (including the

preferences between pre, while and post reading strategies).



Significance of the Problem

Reading strategies as an instrument of reading comprehension have an immense
place in promoting effective reading skills since it is believed that “students who
monitor their reading comprehension, adjust their reading rates, consider their
objectives, and so on, tend to be better readers” (Grabe, 1991, p.394). Therefore, it is
highly important for foreign language students to be trained and practice reading
strategies during their education. On reading strategy instruction Grabe and Stoller
(2002) argue “... the goal of reading instruction is not to teach individual reading
strategies but rather to develop strategic readers, a development process that requires
intensive instructional efforts over a considerable period of time” (p.82).

Hence, in order to help students solve their comprehension problems and ease
their reading comprehension, they should be presented with appropriate reading
strategies on the way to become a strategic reader. Teachers have an immense role in
promoting students the use of effective strategies. Therefore, they should have the
necessary knowledge and willingness to instruct students on strategies. They should
know which strategy to teach, in what steps they should present strategies and how to
evaluate students’ proper use of those strategies.

Bearing these in mind, it is highly urgent to investigate how teachers perceive
the issue of strategy training and how they report making use of these strategies in
their classroom environment. In order to reveal teachers’ underlying beliefs and their
actual practices, an in-depth study is required whose results would depict how
teachers actually implement reading strategies. Therefore, this study aims to provide

information on these aspects as it is accepted that the change starts with the teacher.
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The results of this study demonstrate teachers’ beliefs and practices on
reading strategy which could direct the reading coordinators to revise the course
books or supplementary materials in the light of findings. These changes could
improve the quality of L2 reading instruction and contribute to students’ becoming
lifelong strategic readers as reading is not only an academic requirement but a
lifetime enjoyment also. In addition to these, this study could contribute to the
literature on teachers’ perception on reading strategy instruction by revealing the
discrepancies or matching points between teachers’ beliefs and their practices. This
can inform us about the strategies which are believed to be useful and which are not
to integrate them into the textbooks accordingly.

Overall, the present study contributes to the research field on both teachers’
perceptions and reading strategy instruction. As a comparatively recent field, teacher
cognition has made great progress over the last years and showed the substantial
need for uncovering teachers’ beliefs (Borg, 2003). Though there were studies on the
relationship between teachers’ perceptions of reading strategies and their classroom
practices, no examples of studying teachers’ perceptions on individual reading
strategies by separating them as pre, while and post-reading types were recorded.
Furthermore, there were few instances of triangulation of data with the help of such a

detailed questionnaire, systematic observations and immediate interviews.

Conclusion

The following chapter of this study will cover the related literature review and some
examples of related research studies. In chapter three, the methodological design of

this study together with the participants, settings, research instruments and their
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implementation will be presented. In the next chapter, the results of the data obtained
through questionnaires, observations and interviews will be discussed. Finally, the
last chapter will summarize the study, discuss the findings, present the limitations of

the study and the pedagogical implications obtained.
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CHAPTER 2

REVIEW OF LITERATURE

Introduction

At the beginning of this chapter the description of reading in the both first and
second language is provided together with the theoretical basis of the present study.
Then, the chapter continues with different approaches to reading, such as bottom-up,
top-down and interactive approaches. Next, a brief explanation of schemata theory is
explicated followed by issues, like automatic word recognition, and motivation in
reading. Learner strategies in general and reading strategies are the following topics
covered in this chapter. The place of cognitive and metacognitive strategies in
reading strategy instruction is discussed next. The chapter ends with a brief
elaboration on teachers’ perceptions of reading strategies and reading instruction in

general.

Reading

Reading is without doubt one of the most important of all four skills. It gains even
much more importance in a second language context as linguistic constraints such as
limited vocabulary or grammar knowledge interfere with meaning. Reading is
described by Grabe (1991) as fluent, purposeful, interactive, flexible, improving step
by step and including comprehension. Also, Sheorey and Mokhtari (2001) conceive

reading as the interaction between the text, the reader and the context in which
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reading occurs as well as being a process in which metacognitive knowledge and the
deliberate use of strategies take part. Reading research in first language in part was
inspired from Goodman’s (1967) theory of reading which sees it as a
psycholinguistic guessing game involving “an interaction between thought and
language” (p.127). According to Goodman, reading is a selective process which
progresses by making partial use of visual information based on the reader’s
expectations to later on confirm, reject or refine the decisions taken. Reading is not
sequential decoding of graphical information step by step, but anticipation is in the
center of meaning reconstruction for this theory.

For Urquhart and Weir (1998), reading is “a language activity” which
involves all cognitive components related to linguistic performance at a certain time.
In their framework, reading integrates cognitive aspects, like reading strategies of
making inferences, memorizing, activating prior knowledge, and decoding skills with
syntactic and lexical knowledge of language.

Kintsch (2004) proposes three different levels of representation of reading
comprehension: micro-level, macro-level and situation models. Micro structure
represents proposition level understanding of the networks of propositions. Macro
structures, on the other hand, are mental representations of a text at a global level
(e.g. gist level) which include hierarchies of propositions. Macro propositions
generally include inferences made by the reader with regard to the parts not explicitly
stated in the text. It is most frequently based on the conventions of rhetorical text
organization. Finally, situation models take goals, interests, beliefs and prior
knowledge of the reader account. It is at this phase the interplay between readers’

goals, background knowledge and texts contributes to ultimate co