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DISCUSSIO INU\EEQS“
Y. E\
i ‘@rﬂn ’th ! ﬁkhing approaches to Second
The present study aims a 4 9’2}

M n ! refdect the Yemeni EST 3rd grade

Language (L2) reading in\
\ ¢
secondary school readi@cullm}

EST 3rd grade seco thod! mgading
V . .
are req\m‘gd to acquire in order to be able to read texts

=
e

\
d‘(!i{l?%,l the study determined how well the

7

culum prepares students for the reading

comprehension that they

in English at jary level. This Chapter presents the discussion of the findings of
oy

this study.

The findings of the current study in this Chapter are discussed in two parts as

follows: Part One discusses the alignment of the Communicative Language Teaching
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(CLT) approaches in the Yemeni EST reading curriculum as reflected in Second
Language Acquisition (SLA) theories, Second Language (L2) reading theories and
their corresponding instructional approaches, teacher role and learner role. Part Two

discusses the contribution of English for Science and Technology (EST) reading

curriculum of 3rd grade secondary school in preparing the Yemeni 3rd NE’EST
secondary students for effective reading comprehension in English @nt -based

areas at the tertiary level.

5.1 PART ONE: THE ALIGNMENT OF THE YEM RD GRADE
SECONDARY  READING  CURRICUL ~ HE
COMMUNICATIVE LANGUAGE TEACH c _{—;

: %

The Yemeni EST 3rd grade secondary $ i q{b WHeAtEs
based curriculum (UNESCO, 2011; Hassen -Tamimi, @)6 O’Neil et al.,
sﬁcﬁr sc l\l reading curriculum

1999). Therefore, the Yemeni EST 3r
. Nf Khé‘éommumcatwe language

should also be in alignment with
=
rd e s%m school curriculum adopted

teaching approach. The Yemem

fhis Sbltiiaatve languag& 'ms Cth pproaches due to its importance

Q&}fe ? Jan valuatlon of different methods and
@,

In curriculum plannin
) k d Nm&?n 1991). In addition, the communicative

’

techniques (Richar
approach was Sclected for the Eé? Yemeni curriculum due to its vital role to
S g s’ competence in processing the information from different types

of texts (Q& Goswami, 2011; Ozsevik, 2010; Marland & Son, 2004).

This section discusses the findings of research questions 1, 2 and 3, which
examine whether the main features of the CLT features are reflected in the Yemeni
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EST secondary school reading curriculum. The CLT features were examined based on
three SLA theories: structuralism theory, cognitive theory and socio-cultural and
socio-cognitive theories. As the Yemeni EST 3rd grade secondary school curriculum
was developed based on the CLT, the findings should also be a reflection of the socio-

cognitive/socio-cultural theory of SLA and the interactive L2 reading tl?&s of
information processing and the related instructional approaches such aaEBDapproach
and TBI approach. In the same vein, the learner role and the teache?ie should also

N

be reflected in the learner-centred classrooms. Y'

Reading Theories and Related Instructmna pl'?il heg, Lq?rner Role

and Teacher Role
In terms of SLA theories and L2 rea u@g)n (h{] s of the study

demonstrated that only 15% of the readin (dited Sﬁ‘? : e Yemem EST 3rd
b 'fe@fg classroom practices

5.1.1 Second Language Acquisition (SLA) Theo Sec!fﬂrglg (L2)

grade secondary school course book,

q7

tural hegty, @le in a combination, 85%

reflected the socio-cognitive / Sio:
£4
cesgﬂ theory (57%) and the

‘Fgﬁﬁngs do not match the nature of the

behav1ounsm/structurahsrrcl:?;y (fso >
Q. .
based curriculum. The results
EST 3 din ulugnfas cative
rd grade rea @E’l’?‘ ‘, i

L, . : N
of the current srudéved that the ES\”@frd grade reading curriculum was primarily

ive information processing theory, in which reading

developed he cognitiv
b:stmctlon reflects the learner role as an individual information

comprehensi

processor.

The non-communicative instructional approaches were reflected in the EST

work book (23%) and classroom practices (36%) more than the communicative
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instructional approach (19% and 15% respectively). As such, one may reasonably
conclude that the non-communicative approach of teaching English language in the
Yemeni secondary schools is still prevalent. Thus, the claim of shifting the
instructional mode of the English language in the Yemeni setting from non-

communicative to communicative instructional approach was not ev&c in the

findings of the current study. A
The findings from classroom observation suggested gha Yemeni EST 3rd

grade reading teachers’ instructional implementation e cogmtlve

theory of SLA (57%) rather than the socio-cultural -coi{} d]@, of SLA

(28%). Reading tasks in the classrooms frequentlm -up reading

theory (36%) and top-down reading the 70)

interactive reading theory (10%). These ﬁnﬁ'ﬁs arﬁtg ﬂ(brewous studies (e.g.

e S
Na'ama, 2011; Al-Ahdal, 2010). Thos ies U the Yemeni secondary

t fo'us
4

eﬂectlon of the

f. @%mentatlons is on teaching

school English classroom the

grammatical rules in a no Wmmp 3
ﬁ.vteachers still strictly adhere to the
5 Y

observations prov1ded ev m?i
- g@e text explicitly to students instead of

non-cominui catlve

discussing the textams advocated by\ approach.

R

i EFL teachers significantly performed the role of directors (98%) in

mgne The data from classroom

The

reading comprehension classrooms, which is an evidence of the reflection of the
structuralism behaviourism theory of SLA and the bottom-up L2 reading theory. Such
finding is an indication of misalignment in the theoretical grounding of the curriculum

in regards to its label as a communicative curriculum. If the curriculum was grounded
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in the CLT approach, the socio-cognitive / socio-cultural theory, L2 reading
interactive theory would be significantly evidenced at the reading comprehension
instructional implementation level. Such finding of non-communicative instructional
practices in the Yemeni EST reading classrooms could highly be explained to

accommodate the pressure to drill students to perform well in examinam\gle to the

examination-oriented educational system in the Yemeni setting. H ; the non-
communicative instructional approach could be less effective in as g the students

to use language in real life situations; and in case of readmgvg ght be resulted in

students with poor reading comprehension skills (Gudep
‘

%
The findings of this study show that the YeVu: T %opdific t hers of 3rd
ukfé%atlon through

grade secondary school highly emphasize pr g t

using top-down L2 reading theory, whlc is %‘ fskundatlon of the non-
adlﬂgl

interactive whole language approach th"n" Without the inclusion

of the communicative interaction z®\mr n acc@it the reading context, the

see ,gf suffer from the lack of
l

1ec or r ing comprehension (Sidek, 2010).
I

The findings of this st fo!njo é‘ @ching the findings of past studies in the
'
Yemeni setting (€ &ﬁlma, 201Y; A A\I,Ri'al 2010; Hassen, 2009). The results of the

\‘0
mentioned-stu dl?\e

in favour of the view that the Yemeni English Language
curriculu oretica

reading tasks in the cum

communicative features th

lly lacking for its practical side of the communicative

approach.

In addition, Rababah (2005) found that although the English language curricula

in most Arabic countries are claimed to be grounded in the CLT approach; classrooms
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practices are more inclined to non-communicative methods where in reading contexts
the learners only play a passive role information processors. For example, in the EST
reading instructional implementation in the current study, the teachers highly

emphasized on teaching the meaning of the new words in isolation from the text.

Moreover, while the learners were reading aloud, the teachers only{ sed on

correcting their pronunciation of the words. This finding is in line witﬁ@n’s (2001)

findings of his study in Yemen. Samples of such non-communi instructional

practices are illustrated in Extracts 7, 8 and 9 from the classroo%gwaﬁon data.

l
. \di Y—
FIGURE 5.1: Extract (7) from Classroom Observation Pg{a | _\(_}

Extract 7 Y' NS 4\Y\_I

Teacher is reading “Yes, as soon as she q shesgo® 10_the window and
and look 1o gSide... . O
o
ol O

open the curtain and the window
Teacher: In paragraph number 1 whate defrib &
Student: Describing the weather. \ - X
Teacher: How did you know sRTdes{nbl Sﬁ}ather?
Student: Wall of white mist. rot ? éj’
Teacher: What is it, what is ‘ﬂngwall mis€2

' ' Aré%.
, :gvem ?Mﬁﬂ%ﬁ’c

Teacher: Continue t tha&_yvould disappear”. Is disappear here

past or present? (Q s f 4 =

Student 1: Past. A g})
S

Teacher: Past! \

Student 2. » present

Teachery aad aysh?” in Arabic (It came after what?)

Student: would” in Arabic (after would)
Teacher: Yes, after would. After would we use infinitive. It should be or must be

infinitive not past and not present or continuous. What is the past and past

participle of disappear?
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FIGURE 5.2: Extract (8) from Classroom Observation Data

Extract 8

Teacher: Today we have reading lesson about describing natural disasters. Who
will tell me, what is our lesson for today about? I told you to prepare the test. Haa,

what is it about??? :
Students are silent ... C}

Teacher: OK, our lesson today is about describing “a Hurri its central
America”. What does Hurricane mean? \,
Students are silent ... i '
Teacher: 1t is ... (Translated in Arabic). s \d_ RS
1S
hongeltss)!
nge \,Y’

The teacher is writing on the board (damage, des% \

Teacher: Here are the new vocabulary menty M th'a fi par‘k aph. What do
they mean? The first word, terrible? \) \? '®)
A

Student: Err. .. - Py
Teacher: Yes, is it good or bad, it is ba ctw?“. Ee’tﬂ . d@age? Yes Nora
&

Student: (Nora): Thamar (in Arabic\1

Teacher: OK, yes as Nora said, di(?» T
Student: Thamar. % : _' N)
N
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FIGURE 5.3: Extract (9) from Classroom Observation Data

Extract 9
Teacher: Now paragraph number 4. What part is Jane describing, paragraph 4?
Student. Chickens.

Teacher: Describe the chickens.

Student: Describing the chickens below the window. \Y'
Teacher: Yes, she describes the chicken. What are the chickens do?
Student: Cackling noisily, scratching in the dust with their claws

their beaks Y.

Teacher: Noisily, what part of speech?

Student 1: Adverb.
Student 2: A Verb. Y.
Teacher: Shooo. Be polite, she will take (point@he Abs er) a bad
impression about you. Noise, noisy, noisily. What arg theW?? Ha k wd o~
| &
)

ecking with

g
Y-

48'
o
Teacher: Ok. Don’t speak noisily! >\71 &\
Student. Adverb. 3 o R/ 4?'\
Teacher: So the adjective changes\ er%gimgig
All Students: Ly Yw J} e\

@ stion vyzmn@xons?

Teacher: Yes, 1 and y. Now F -‘CQ

Student: No,no. l‘\\ $
(Q . (éo
(—)

N O
' . .
Extracts 7, 8 and@asl;{oy Seﬁﬂnon provided evidence of the grammar
’

d Yon-inte cti\7'e (ﬂ@litive method. The teachers instructed the
S

express the meaning of new vocabulary in a non-interactive

kholoud: Noise noun, noisy adjective and noisily
Teacher: Don’t make noise. What is noise here?, 2
Student. Noun. \

Teacher: She is a noisy girl! \Q}, W
(O

Student. Adjective.

(=n

translation metho

students to dire
context. @zher in GTM plays the role of a director and directs the learners to

extract specific information from reading texts, the teachers only teaches the learners

the meanings of the new vocabulary explicitly isolated from the context (Gough,

1972). Researchers highlighted the failure of GTM in developing the leamers’

communicative competence as the communicative language teaching approach does
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(Puebla, 2012; Pugazhenthi & Phil, 2012; Freeman, 2000; Celce-Murcia, 1991; Canale

& Swain, 1980).

Thus, a clear reflection of the structuralism theory and cognitive information
processing theory of SLA and their corresponding L2 reading S were
significantly observed in almost all L2 reading comprehensiou%sses. Some

examples of the observed data that were found to be in li@ structuralism

behaviourism and cognitive information processing theogies be mentioned in
terms of utilizing L1 as the only means of clarifying t ani g‘o{vabulaly and
L ]
. . o
sentences in the reading texts. Most of the reading ;@mm S ti)@tlme was
. s b ¥
allocated for teaching students de-contextualized vow@bul Tan lv@hg them into
mother tongue. This technique was not foun t&b’ li sﬁo cognitive / socio

cultural theories of SLA and interactive Iﬁjadirmg?y (—}'kfocus on using text-

based discussion to clarify the meanin he nBW W, 5.8

Ay { 3!
4 uj* &
Conscious teaching of )@ﬂanl %éias 1t seems in the extracts from
N

the data provides evid@Mfl npn- ‘l;[lmtl_gwatlve instructional approach and
consequently, does r@l’nop 0, i @ﬂ've abilities in terms of efficient and

b3
effective contextughmel] text informati ocessing. However, teaching vocabulary in

reading clas struction has been found to be helpful and effective in improving

the students ding comprehension, Lee (2003) found that the effectiveness of

teaching vocabulary in reading instruction takes place via a cooperative

communicative method, but not in practicing behaviourism structural methods such as

the grammar translation method.
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Hence, the findings of this study indicated that there is a misalignment between
the EST 3rd grade curriculum label as a communicative curriculum and what the
curriculum stipulates and promotes in the teaching of EST reading comprehension.

According to previous studies in the Yemeni setting (e.g., Al-Fatim'&& Al-
Mansoori, 2008; Al-Refa'ai, 2001) it was also indicated that the % English
language classrooms were primarily teacher-centred based classrm which this
feature is not in harmony with the features of CLT approach. A@{OO% stated that
English language teachers in Yemen are not sufﬁ@skiw teach a

*
communicative syllabus, the reason which leads to%{gh teachin pn arning

problems in Yemen. \
S
} 2@re O

In short, the results of the SLA &ﬁ) ing theories analyses

a
NS
showed that the Yemeni EST 3rd grad%g Arric not developed based
f ;s t

rvu }@aasic grounding principles

on the socio-cognitive / socio-culturd?wry,
o) -
of the communicative approach. eo% ﬂwgs of the present study are

N |
consistent with the findings sh l )s “(@eported that the Yemeni English

¢
dlpt gogg-cognitive/ socio-cultural theories of
Weofies.

a
| i .
SLA and interactiv ading s a result, EST teachers in the Yemeni

language curriculum d CIQ

Y

classrooms cont%’ o teach reading i

alignment ®

Consequently, in classroom setting, the active learners are not encouraged. On the

a non-communicative manner, which is in

=

e non-communicative approach presented in the curriculum.

contrary, they reflect the passive reader role.

In terms of the teacher and the learners’ role, the findings also demonstrated that

the EST 3rd grade secondary school reading curriculum was not designed based on the



260

CLT approach as it was labelled. Within the framework of the CLT, reading tasks are
designed as pair/group work, which by practicing the pair/group work the learners
process the text information via communicative interaction and language functions as
a facilitating tool (Vygotsky, 1975). Based on the findings of classroom observation of
the study, the reading classroom in the secondary school level in Yeme nly a
teacher-centred setting. Reading practices in the Yemeni secondary schﬂkpommonly
is performed by the students reading loudly or silently. Then, aﬁREe students’

reading for the text is over, the students answer the teacher’s ue?fs about the text.

The teachers highly emphasize on the accuracy of pron o n provide

explicit explanation of grammar rules and vocabulary megMges in n If q@rablc

as well as evaluating the students’ answers as correwwmcué ch @tmctlonal

practice conforms to the IRE pattern, a lyx t1 app&\ h within the
of

structural/behaviourism theory. The ﬁndm e.&eacher role and the

tdie th@emem context (e.g.,
N2
Azzan, 2001; Ba-Matraf, 1997). T , %\

J‘
The Yemeni EST 3r(é® se sch eadmg curriculum is claimed to

o héy?ver it advocates using both the non-

learner role support the findings of

be a communicative ¢

Ebriitente m umcgt onal approaches (EST Teacher’s Book,
\z

lassroom ob§ervation indicated that at the instructional

p.4), the findi Nom c
i Eel, the teachers use the non-communicative instructional approach

mpleme@
more frequently than the communicative approach. This finding is in line with the

finding of a study by Ba-Matraf (1997). Being labelled as a communicative

curriculum, reading instruction should be communicative in nature. However, only

36% of the reading tasks in the EST teacher’s book are designed to be conducted in
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pairs or groups while (64%) of the reading tasks are designed to be individual tasks

The EST reading comprehension instruction reflected only 2% of the classroom

activities in the form of pair or group work.

FIGURE 5.4: Extract (2) from EST Teacher’s Book on the Teacher Role C\: :
e Give pupils several minutes to read the article. Encourage thefg to skip over
words that they do not know for the time being - &/Wlll have an
opportunity for detailed reading when doing the Wqgkbd¢k activities. When
they have finished, ask the questions to the class as 01 bnd ncourage

discussion if there are any disagreements.

Have pupils read the article again and write s answ rs o the q lons in

WB1.4A. Point out that they will have to stions 7
10. When they have finished, have tl ers with @
10“ S fr the class.

partner’s and discuss any difference
e Have pupils read the text again and

emphasis 1s on reading and
answers. Have them compare

disagreements.

er Rﬁ WB1.8B. The
h ould wrlte short

As shown in Flgur ,

i dé#{ask nevertheless, the findings from

director and catalyst 0

reading classroo ction mdlcated:};l}tl-t the teachers frequently act as director

(98%). Hassaép) found that the Yemeni EST teachers’ reading instruction

reflects t@ uralism theory of SLA, which mainly symbolises in the grammar

translation instructional method. He claimed that while the teacher’s book, to some

extent, emphasizes the communicative approach, the Yemeni teachers emphasize

using the non-communicative instructional method.
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The most logical explanation for the reason behind using the Yemeni teachers of
the non-communicative instructional approach in EST reading classrooms is the exam-
oriented educational system in Yemen. At the end of the senior year, which is the 3rd
Grade in secondary school, the students have to sit for a high-stake national
examination which determines their eligibility for the admission to uniﬁ(gy.. In
regards to EST students, teachers’ main goal is to prepare them to perf@l in this
norm-referenced test in which students have to process the reading texiindividually.

Consequently, EST reading teachers to a great extent ?\.’! the role of

communicative instructional approach which helps in ent hq&dats’ higher
L4

psychological function, as Vygotsky (1975) purported. Hiagg, the *ach 9 f:aggck to

the non-communicative instructional approach, whicke ouK' e sgthcturalism

of th tio@}examination. Extract
&

10 from classroom observation trans?}hor an vidc@ of such English reading

(

comprehension lesson in Yemen.(o \.‘ b 4 éoo
Q7 ¢
&

|

N \gge fs ‘t? ‘hij&acher was concerned about time

N

constraint and thus 1, to ifd"pizual 3@ reading and vocabulary identification.
o

Nts o read and prepm('? for the reading lesson few days prior to the

She asked the st
class. As %nts did not manage to read the reading passage on their own at

th
home. the teatHer asked them to perform a silent reading in class. However, due to the

time constraint for the class, she interrupted the students’ reading and instructed them

to answer some wh-questions about the text as they were reading the text. Extract 10
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illustrates how time constraint influenced teachers’ choice to use non-communicative

reading comprehension instructional approach.

FIGURE 5.5: Extract (10) from Classroom Observation Data

&N
Extract 10 -
X"

Teacher: The lesson, did you read it? What I said before? Youw prepare it at
home. Ok. now read it read it. You have 5 minutes to reag it to read it and

give me some information. Try to read it and then I will a sofe questions,

and then you try to give me what, give me SoMe informatf®g_Re 1't {‘s_aid
read it at home. I said prepare it at home. I said it befoé | _\‘}
’ v

N

Student started reading the passage \
S i
Teacher: ok, now, listen to me because v a ln h tinte, the camel
i It hair. Noglliea k what about
AN

we can find it here in Yemen, it is covere 9 \
lama. Where we can find Lama? As you &St. ? 5_\&
q 4
&
N

ES rya@ teachers chose to use the

P s
ch i§f§'{ected in the teacher role as a

Another possible explanati%zhy ﬁ:‘J

I : M
non-communicative instructi Mproq

la&f’ﬁge proficiency. The students’ low

’
éﬁenced in the Extracts 7, 8 and 9 from

English language prcy@y le}e is ae ly

' xhibit how the students at the senior high
classroom observAdata. These extra\gt_gx- i

school level q@wen know the meaning of simple vocabulary such as ‘terrible’ and

' ' er the word ‘noisily’ is a verb or an
‘damage e Jtudents did not recognize wheth

adverb. This explanation was supported by Al-Ahdal (2010), who declared that the

students have a low proficiency Jevel and the teachers lack the ability to adapt the
nts

materials at the real level.
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Extract 11 from classroom observation illustrates that the Yemeni learners” low

proficiency level of English language stimulated the teacher to utilize the structural

method. The Yemeni reading teachers found it difficult to applying any

oor in the reading comprehension skills as Y-lms

in English language in general. Consequently, reading classroom was sg@?o be

based on one-way direction through traditional instructional appro%s, As it is
the learners’ language competence level deteﬁ@d the role of

oms observa e rllajority of the

ant elemnt I M&rﬂqs in
C}

r
. rove thelr langua OmpeF c. uc‘@)e]ieve
order to understand the text and to 1mp

' . he a dsgsctor rather
might also be a reason for adopting the reading tege ﬂjﬁ g

wever, the low level proﬁcicNa st@t all@f%s the teachers
a

hi a C € line wi
Syt e C ZSCV1
(~O]O), who declared that EFL teachers w

ihw &é‘&ploying CLT in their
O

FIGURE 5.6: Extract (1 1)&}115@9‘95@3‘1011 Data
Extract 11 &) ’ "g-/,' ’\,{\

Teacher: OK s the lesson about,\{:ﬁave just explained. OK then, tell me
eacher: OK,
anything yq

tood from the text?
Students gre

Student: e

lease translate, ((in Arabic _ ) _ _
l;eac;,e,. OK then, you just keep quiet and I will explain everyt’l;mg. e
e '} . carted reading the fext paragraph after the anotner and exp aining
lh:; tleaclu ; ,:gaeve'y single sentence and word while the student were very silent.
and transla :

communication as the learners” are p

shown in Extract 11,

the teacher. In an informal discussion after classro

i i import
teacher indicated that teaching grammar is an 1mp

than a catalyst. Ho

in applying CLT reading instruction. T

S
/.
Z
(0’ &

classroom implementations.

4

o don’t know anything and we do not understand anything
I w
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In addition, the number of students in reading classroom may also challenges the
reading teacher from applying the CLT instructional approach. According to Hassen
(2009), the Yemeni secondary school English curriculum lack for “An ideal class and

an ideal period of time” (p.185) referring to the large number of students in clanm

which range about 40-100 and above, and a short class period. Later on, dy by

Abdullah and Patil (2012), English language teachers claimed tl&g/ercrowded

classes, lack of time and intensive teaching load in the Yemenﬁvndary schools

affect the their instructional approaches. z l
E \d' Ay

With regard to the findings on the leamer rol e Yc}n ni Jrd @%ﬂe EST

reading curriculum did not present the leamer rol th o ﬂ@{j‘ pattern,
This finding contrast to the educational phllO Repu ‘éﬁen which was
principally formed by taking into account society aiming at

preparing teacher-trainers and relatmN theo th ﬂﬁctlce (Hassen, 2009).

Nevertheless, the results of the le%; ein jﬂ p@ (87%) suggested that in

the Yemeni 3rd grade EST r mgcun,nc er role was not designed to

conform to the CLT fee

a @) : S

consideration for their, w r(yfjll c lzgtoom learning community. This finding
is in line with the %gs of past sfudlt‘&,‘g.the Yemeni context (e.g., Hassen, 2009;
Alshamiry, Oﬂé’ Yshed, 2002). For example, Hassen (2009) asserted the vital role

of the lean@ e basic factor in developing the teaching and leaming process.

<<,
‘160@11161"8 are glven an appropnate

Actually, the results from the learner and the teacher role showed that the learner

role was not stated of great importance as it was suggested in CLT approaches of

language teaching. While the EST 3rd grade curriculum entitled itself as a
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communicative-based curriculum aiming at preparing the leamers for academic
learning, only a little emphasis was placed on the communicative skills in reading
tasks. In other words, while the communicative contents in the curriculum intended to

promote the communicative competence, the communicative instmctiona{qcnces

were not explicitly and vigorously reflected in classroom implementat&@d in the

reading tasks, which were elicited from the course book and work boZYHevertheless

cWentred reading

the classroom practices and EST curriculum reflected the tea

classroom as it is in the IRE pattern. These findings contrad E tlie emphasis on

building the learners’ communication competence through the%pai gro\qw@ts as
I S

stated in the EST curriculum (See Figure 5.7). P e
NV
Y’ \ T

WV

FIGURE 5.7: Extract (3) from EST Teacher’s*s‘g:y?on the e@e

¢ ; ) A
Pair and group work Pair and group activities ffaye sg\m@e's; ’c;\\
« They promote com on in
« They allow for ora ice by a ew pupils.
fo pil.

.neﬁtsA They are more likely
ving permanent pairs is most

I
it is important ghat ils undjrsta
to use the ities well if ¢ é; :
efficient, put it may (i Ch;mge these from time to time.

u
The te %otes v pair o up practice when appropriate. In
ange. ether new or revised, need to by
g S!

lang

general, ;
practi imujtan rs a lass presentation and
demohstratidn. The'bu oufegTso be trained to discuss their answers

ll-organized to be effective and they need

g. The pupils must be willing to participate
and they must u tand exactly what is required of them. The

\ must be suitable in that demands several participants. Unless

E ctivity itself
this is so, some pupils will remain silent. Demonstration with one group is
needed before the whole class carry out group activities. Pupils need not
sit as a group. For example, three rows of three pupils, sitting one behind

the other, would be adequate for most group activities. The two main

requirements are that t
and that they should be

he pupils should know who makes up each group,
close enough to communicate with each other.

Source: EST Teacher’s Book (p.11)
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Developing and designing the EST curriculum based on the CLT instructional
approach and its underlying instructional methods such as content-based instructional
method, task-based instructional method and interactive whole language instructional
approach means that the reading related tasks should be highly represented in the

communicative interactive pattern. However, the elicited reading tasks fro ST

3rd grade secondary school reading curriculum were individual tasks in@ based

on the teacher-centred classroom, in which the teacher plays a role as &ctor. Such

findings indicated that the EST reading tasks were mainly desi C ard training

the EST learners for national reading examination, in whgch leamers have to

process the information in the reading texts 1nd1v1dually

In summary, the findings on SLA, L2 readlwﬂl

teacher roles showed that the current Yemeni @d

not in alignment with the elements of C L roac \MQ$ K&he findings showed

that the reading classroom practlces‘% loe n -1:01 1cat1ve instructional

mode, the structuralism theory d j I
, s
\

\

S

tra thm the curriculum in terms of

O

The mappropn'atene 1
gﬁ (_(gl?ght be one of the fundamental causes
Y

the SLA theories and ona a

to the contmumg@dmg r&hengidn problems at the secondary school level

S |
and the univer vel thereafter, as Wi found in past studies (e.g., Bel-Fagih, 1999;
ar Mohamed, 1992; Alwalss, 2000; Al-Mekhlafi, 1995; Azzan ,

Bamataf,
2001 as cited in Al-Tamimi, 2006; Al-Tamimi, 1999; Balfakeh, 2009; Albadri, 2001;

Almahedi, 2008). In line with the findings of the current study, those problems were

attributed to many factors such as the teaching materials (Al-Fatimi, 2009; Al-
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Mansoori, 2008; Al-Refa'ai, 2001) and the lack of effective teaching instructional

approaches on reading comprehension skills and more focusing on teaching grammar

(Azzan, 2001).

Consequently, based on the findings of the present study,_some
recommendations are provided in section (6.2.1) in terms of revising thee)ﬁl.EST

3rd grade reading curriculum. The recommended revisions on the curr T reading

curriculum aim at reflecting the socio-cognitive / socio-cul{aﬂ,zheory and a

communicative interactive theory of text information processg, h are principally

the grounded of CLT Approach. Revising the current ¢ m Wctly based

Ny
on the communicative interactive instructional appro@mll Idad 19 4 g\ﬁculum

4
truly based on the CLT instructional approaches (ewezse\qk ) I%)_E 2005 as
cited in Sidek, 2010; Richards & Rodgers, 2@) an a Wg& 980; Hymes,

1972). With the proposed curriculum, th%} k%?) cawes will be greatly
N
fa ¢ desired educational

achieved as the curriculum is one of tha%gies%
\ A‘O

goals (Mutebi, 1996). Y- , ?l 0%\

o
5.2 PART TWO: THE P F @ YEMENI EST 3RD GRADE

SCONDARY LEARDHERS /m ,R'EAéiNG IN ENGLISH AT THE

\;
TERTIARY LE ? 4\
es the Ediﬁg@f research questions 4, 5, 6 and 7, which

This section 8
0)

examined the asis of reading \sdll in EST 3rd grade secondary school

cum'culu® pes of reading tasks and reading texts, the readability level and

length of reading texts, as well as the cognitive demands of reading tasks in terms of

the extent to which EST leamners are prepared to read effectively in English at the

tertiary level.
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S.2.1 The Emphasis of EST Reading Skill

In order to prepare the EST learners for reading at the tertiary level, reading skill
should be effectively emphasized as an explicit skill throughout the EST 3rd grade
curriculum as a means to achieve the listed learning outcomes in the curriculum. The
findings of the emphasis on English language reading as the means to achgepg the

listed learning outcomes in the EST course book and workbook dem(ﬁj}ed that

reading skill was more significantly emphasized (53%) than all other%g.h language

This finding implied recognizing the most essenti for [6W3i1¥1 the

. . >
Yemeni EST secondary curriculum that because rea ill isJth eﬂmj,"gate to
2 b

every personal development (Almahedi, 2008; HOldW“ and Me e @'ﬁal and the

pioneer skill for academic successes (Le@' al> i 6"€Waliauski i &

Anusien¢, 2010; Carrell, 1988a). In additicﬁ,sa mgqs achost important skill
(]

in providing the basis for a conside@

S
(Guthrie et al., 2004; Alverm;mh‘ le,
reflected as an explicit skill mg{ t
l

nc&cﬁ?e’ﬁr& In secondary school
'oo : Alge}gh the reading skill was
l
EST 3rd grade curriculum t@w

skills; writing, listening and speaking.

i méjéﬁngh'sh language skills in the

d le g outcomes in the curriculum, it

’
R s -
did not necessarily meag®fha¥’the I um \@}ly prepares the Yemeni EST learners

’ —
R p—— %r acade 1c‘5:e&wat the university level. Other variables in
&)

the EST 3rd gra%\ding curriculum, w}ich were examined in this study, such as the

types of rea sks, text types, readability level and length of reading texts as well

as the level of cognitive demands are among the determinants of whether the Yemeni

EST 3rd grade reading secondary school curriculum fulfils its aims and objectives in
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preparing EST secondary school students to read effectively in English at the

university level.

5.2.2 Types of Reading Tasks
The three major reading task types, identifying main ideas, identifyh%ai]s

and making inferences, were reflected in the EST 3rd grade reading cum'@

three major reading task types are essential for successful reading coﬂébhension at

the tertiary level. Thus, to prepare the Yemeni EST 3rd grade sn@t;to process the

academic reading texts, they must be well equipped with t! sevr?e major types of

. o

> 7

The findings of the types of reading tasks?'!he TWBTd @de reading
' em é?ze

hese

reading tasks.

d the three

curriculum included other typé{

(28%). The inclusion of thébs
types of reading tasks @o Ll# the EST reading curriculum and its
EcZ‘

preparation for EST

because academi ing comprehension requires such integration.

Tablﬁd Figures 4.9 and 4.10 show two findings on the types of reading

task. Firstly, the EST curriculum greatly emphasized on the three major types of

reading tasks (72%); identifying details, identifying main ideas and making inferences,
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which are more important in reading comprehension. Secondly, a misalignment was
found in the distribution of the major types of reading tasks between the EST course

book, EST work book and classroom observation, particularly in terms of the

distribution of identifying details and drawing inferences.

The high distribution of the three major tasks that was found in th@ course

book (78%), EST work book (71%) and EST reading classroom obse%ion (68%)
suggested that the EST 3rd grade reading curriculum emphasize ining the EST

3rd grade secondary learners on the three major types of gea tasks which are

critical for effective reading comprehension at second. d t vel These

findings might conclude that the Yemeni EST Re p‘air'és EST

learners for effective reading and hence, prepare m t eir i\ ess at the
AL

academic level. (')
&

)
On the other hand, in terms of th &matcgatjag fqﬁ 1 the distribution of
identifying details and drawing ﬂfwes r}adl ?among the EST reading
e vl

iy — sh% it deteriorate the students’

reading comprehension. Il\t% ES} \ , 1dentifying details was less

haglin the EST work book (41%) and

4‘

erences was highly emphasized (41%) in

emphasized (17%) co

classroom practices ) Whlle

the EST course &than it is in the work book (17%) and classroom observation
(18%). Thj El. ‘%r distribution of the major types of reading tasks in the Yemeni
EST reading curriculum suggested that the EST reading curriculum was not fully
equipped the EST learners with the ability to deal with all types of reading tasks.

When the Yemeni EST students enter their tertiary level they will need to strategize
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the reading texts through dealing with the three types of reading tasks (Cohen &
Upton, 2006). Kerr (2009) claimed that Well-designed skimming, scanning and

inferring tasks can help the students in processing the information of the reading texts.

However, reading tasks on identifying main ideas was given equivalent

distribution in the EST reading curriculum documents and classroom prac igure

4.10 shows that the lowest emphasis was given to this type of readi kS all over

the EST course book, work book and classroom practices. Such 10§ emphasis on

identifying main ideas reading tasks in the EST textbooks anvmsroom practices

seems to be with great disadvantage and one of the short gsof (l’\e?nem' EST

L4
reading curriculum. The significant low emphasis c%qltifym# m 1‘@' than

identifying details and making inferences reading tva the\ ni E§l.' reading

T
tions s 4‘?!\ the reading

curriculum documents and classroom imp

comprehension problems, which the EST legrmerS¥n t tl'ggQCademic reading
ha ~

at university level. In the same vein, p iestfo t@dents usually find it

&
difficult to extract the main ideas of n@ be rﬁa pa@lar ly when they read the

(
eas_ap mi@ty level (e.g., Afflerbach,

informative texts in content bas &

N, SN =
Pearson, and Paris, 2008; Nﬁé@ 08, &

Qc'?te{t Lg? :'\D‘—a("

In order to u entSneed to be able to identify main ideas,

>~
make inferences 1aentify details. Tﬂg’efore, for EST 3rd grade secondary school

learners to Eo process information in their content area at the tertiary level, they

need to be well prepared with these three major reading tasks. However, EST 3rd

grade reading curriculum does not emphasize these three major reading tasks

equivalently, in addition to lower emphasis on identifying main ideas tasks. Lack of
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enough training of EST learners on identifying main ideas reading tasks may affect
their academic performance in the content areas in terms of reading comprehension.

Such effect might be reflected in reading comprehension difficulties and low level of

students’ academic performance thereafter.

The irregular distribution of reading tasks in EST reading cumculu@.EST

reading classroom implementations suggest that the reading tasks in wgted EST

secondary reading curriculum do not properly train EST learners for?e.ctlve reading

comprehension in academic content areas at tertiary educatio ever, being the

most valuable and essential reading comprehension sk11 a xluc admg are

based on the three major types of reading tasks exdfwjped mI the iy
identifying main ideas “skimming”, identifying . c& g
Y-
05

inferences “careful reading” (Badariah, 2011

Weir, 1983), the shortcomings in a proper foc
' bé stat ?ﬁa

curriculum on the three major types of t

reading comprehension problems at \'y Yemgh. As a result, EST 3rd

grade students continue to stru%n co re

school level and university lq& re@lf 009; Almahedi, 2008; Albadri,

2001; Azzan, 2001; Al\&s) 20§0° 1999 Bel-Fagih, 1999; Bamataf,
1997; Al-Mekhlafi, fl J@

S &

ound that designing the reading curriculum with the three major

gd reading texts at secondary

,;g_/

Kerr (

task types, rfhg for details, reading for main ideas, and making inferences, is very

helpful in training the students to perform well in both international and local exams.

Therefore, for EST 3rd grade secondary school students to pass the national
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examination successfully and go further to the university level, they should be

equipped with the three major types of reading tasks.

Academic reading is a complex, multi-level tasks which differ from other kinds
of reading (Sengupta, 2002). Therefore, when EST learners engage in their ggademic

studies, the deficiency in training them on processing information from d@

of reading tasks will make them suffer in reading comprehension. E ers will

see reading comprehension as a very difficult and comphcatJ and will be

challenged in processing reading texts in the content areas ;th ertlary level which

WD and the

cumgnigdnk .sraksroom

will affect their academic studies negatively. Thus, the

balance of reading tasks in the EST reading cumc
instruction should be designed more accurately and ter@"of the the
distribution of the three major types of readm\ﬁk)

As the EST curriculum is a comb c nal A tﬂuc@ syllabus (See Figure

5.8), thus it is logical for the readi W‘ﬂ“’} to e@her types of reading tasks
mﬁ‘lé&ts on these types in reading

as grammar and vocabulary oW

l
; cuéﬁi falls in the structural approach

curriculum may denote th f
(—) 2 9
@,

more than the functlona@ . $
‘</ T

&
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FIGURE 5.8: Extract (4) from EST Teacher’s Book

The Course has a combined functional/structural syllabus and the
recommended methodology 1s drawn from a variety of old and new
sources The workbooks provide carefully graded and systematic practice
and consolidation exercises as well as communicative language learning
talks Although the new course includes group activities, there is a greater
use of pairwork A system of signposting in the new edition makes l?.,
books easily accessible to pupils and teachers (\

Source: EST Teacﬁ'e%%ook (p. 4)

Table 4.6, shows that in EST 3rd grade reading c ’cqumland classroom

instruction a highly emphasis was given to teachmg voC I §' more
than the three major types of reading tasks, with some n fr e ﬁy- hent to

USLA theonet

33% in which

a admg teachers

another. These findings come along with the ﬁndm

classroom implementations showed that the

greatly focus on structuralism and cogmtwe@?ry an

the text information via top-down a

interactive theory. Such classrot;w't' ctloij @produce students able to
0
in

t{\tudents to process

rgfhér @'n the communicative

identify grammar structures amg Vv 1(}5 identifying details that are

erences beyond the text or skim

mentioned explicitly in texf fa1 &

the text for main 1dea gs of thjgsstudy were supported in past studies

(e.g..,Azzan, 2001; %ﬁ 2006). zaQ;YZOOI) found that the secondary school
g.Azz

learners in Yem k for any practlcal and training sessions to read effectively,

while Al 1@(2006) declared that the Yemeni English reading teachers focus on

teaching vocabulary and grammatical rules. However, the researcher of current study
found that even for learning the new vocabulary through making inference from the

text was totally disregarded in the EST secondary reading classrooms; vocabulary
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were taught separately from the text. Extract 12 from special classroom instruction
shows that the teacher shifted the lesson from reading comprehension class to teaching

vocabulary class, the teacher spent more than half of the class time on teaching

vocabulary

FIGURE 5.9: Extract (12) from Classroom Observation Data O}
Extract 12 ‘ :

Teacher: Today we will take a lesson from science reader “Agd alkalis”

Students: We did not prepare teacher (in Arabic:) . |
Teacher: OK. 1 want you to be not prepared. I will expl h Wﬂ your
book on page 96. OK now before reading we need to kno '\Fan ﬁth.Qse

words. We can work together. If you know it is OK if 't oing

on’t kno
Wl talk
t

i
to explain ((Acid, Alklis, Dissolve, Neutralize, and / ). Qk 0
about the 1% word, Acid what is it? It’s like what, M i

Student: Sour. C—}, “

Teacher: Go to the second word. What is i\ OQ

oy A\Y &
Students are Silent Iy 0}
[} Q-
e " %&; @Sﬁze, what does it

Teacher: Don’t know. Ok. Write w&at\oes ' ee

mean? (
Student: Ta’adul (in Arabic) 2 *

Teacher: OK open your b@d reg Tst <I,:, aph silently.

Students are reading s while 1 ‘;‘a Is writing some points, multiple
choices and fill in th s qu yﬁ "

do
we
N
T

N

%,

board to elicit the answers from the

"7

students. s f
Yw
&
Teacher: OK sharp or sour £ASEEN . oo r e
Student: 1
It means sour.

Teacher;
Students:

And so on. the teacher reads the exercise and the students answer from the opened

books on their desks.
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Extract 12 presented that the teacher did not train the learners on processing the

information from the text through the three major types of reading tasks that they will
need for academic reading in content areas at the university level. The teacher never

used these major reading tasks, all the class was run focusing on teaching vocabulary

in the texts and then the teacher asked the students to read the text silently she

was writing some fi// in the blank and multiple choice questions on the @instead
he :T

of observing the students while reading. Eventually, the teacher rea estions and

the students answered them from the books in their hands, mhw the time, the
teacher was asking, explaining and answering hersel lzout‘ the students’

participation. Thus, in this special sample of classroom pra®iges, Wﬁi i cant
TGy
s refidcted.

lack of training the students in the three major types o g . s
\ N
NV XN

t her teét the majority of

-

as

[72]

From the classrooms observation, it 18

the textbooks, which were in the hands o: ﬁﬁstud@t\»vge q‘%dy answered by the
]
h

o )
school students of the previous years, € pie{IC hO&@'ﬁ Yemen the books are

D
; rlb@m the next year. Such this

handed over from one batch of ede

school policy indicates th&\gﬂe tll
emphasizes the major Nr lﬂir'l

curriculum to some extent
(3 pr@lca]ly, the learners do not train on

wsif fhiese fasks i ey fust ritten answers in the books, which
g R/."
almost all the ti"!ﬁéke orrect. Thus, th’q‘,q emeni school policy in handing over the
\ . . . . .
textbooks fo‘lﬂ ih\rear to another does not contribute n achieving the curriculum

goals. 0
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5.2.3 Readability Level, Type and Grade Level of Reading Texts

At the tertiary level, students are expected to read effectively various sorts of
texts from textbooks, journal articles, web pages, magazines and newspapers. This is
confirmed by Badariah et al. (2011) who indicated that “Diploma students and
undergraduates need to read a lot of academic texts, journals, websites and Wines
regularly which require them to use high level of reading comprehe S;Kills and
therefore making reading an effortful activity” (p.34). Thus, paying t attention to
the construction of texts’ elements in EST curriculum is of greathant in order to

guarantee the preparation of EST learners for reading at tert z Il Three elements

of the reading texts were examined in this study, readab lity

; '.6
reading texts.
Y* " \,\"
5.2.3.1 Readability Level \:')
In terms of the readability level o ZQZrd grade secondary

school reading curriculum, the ﬁndm 1 th&‘féadmg texts in the EST

course book were below the gra ’Ihe:ly%dmg ease (100%) while in

terms of the grade level no si eadn]g reﬂe the grade level of the Yemeni

EST 3rd grade seconda:y ?vel Ié}f he readability level of texts is one
at }je‘c

of the textbooks’ fea ﬁénts reading comprehension (Miller,

201 l;Rottensteinen.& however, 1@65 not given the appropriate attention in

developing ES.@ndary school reading curriculum. The readability level of EST

reading p in the EST course book was not appropriately addressed. Using
Flesch Reading Ease (FRE) formula and Flesch-Kincaid Grade Level (FKGL) Score,
it was found that only 2 out of 22 passages were at the border line of grade-level while

the other passages were below the grade-level of senior secondary school (grade level
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12). However, the 2 passages entitled “Radio Activity” and “Experimental Procedure”
did not match the exact level of senior secondary school learners, they fell into the

“difficult category” at different levels: level 10 and 11 respectively. The “difficult

category” includes 3 levels: the 10th, the 11th and the 12th.

Nonetheless, the findings showed that the majority of EST !@ texts

conformed to non-grade-level; grade 6 (36.3%), grade 7 (18.1%), Qie 8 (18.1%),

grade 10 (4.5%) and grade 11 (4.5%). For EST secondary schoolﬁ@ers, to succeed

in their academic areas in which the content reading a égltyl level involves
Xts ecilvmomﬁlexny

Slgr@tant gap
between the readability level of texts that the Ye%zg S re@&] secondary

school and the required level of difficulty of t\ ich the 1 h@ to read in their

academic areas at the tertiary level. These ?gs ax;* the finding of past
L]
g}%ﬁex& high school and those

reading in English, they need to be prepared to process te

level to texts at tertiary level. The findings in this show

studies that found a clear gap in the COIM 2

at the university level (e.g., Sheeh@m y , 2006).

Ny
S

N |
& Q N
When there is a gap @n fe.?iﬂxhélével of the texts at the high school

and those at the univegifyNgvel gte s@ldary learners will face challenges in

at the umvers@" level because they have not frequently

processing readm{&

0 eg%exts at the grade-level complexity. As such, this shortage in EST

trained in pr
textbooks Q participate in reading comprehension difficulties that the Yemeni

secondary school graduates face at the university level. The findings on text
complexity are congruent with the findings of a past study in the Turkish context by

Zorbaz (2007). Zorbaz examined words and sentences’ length and readability of tales
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in the 1st — 8th grades Turkish textbooks and concluded that the length of the words
and sentences of tales in the textbooks do not match the grade levels of students (Cited
in GECIT, 2010). Another study by Tekbiyik (2006) also found that the Turkish 9th
grade physics textbook readability level is lower than the students’ grade level (Cited

in GECIT, 2010). The findings of this study with regards to complexi vel

suggested that the Yemeni curriculum designers should have not been @ of the

needs to train the Yemeni students with grade-level texts.
Moreover, a possible explanation for this finding is tf t}E Yelnem' educators,
teachers, and curriculum designers were not aware olwge 1 geeds, the
. N
university level requirements and the importance of @ng t ‘:e%r e book
. \T
with reading texts appropriate for the students’ grade Wel }nq of ili

level. \

5.2.3.2 Types of Reading Texts \E

7]
&
N &
Since the textbooks of inggrest¥{n the ? @ were designed for EST
, o i
students, it was expected tha;§najoxi1 ot a
1

v J;
Y .
41%0

LY

dix\ﬁj’éxts in the course book to be
&)

EBssoelion Tegts i SiHes S argiipn of EST students’ to read the
pository (M: e s
expository texts in the &t ar'ga tt 4éV'el. This expectation was based on the
4

consensus of manyedgarchers that read'\ assages in EST textbooks are expository

texts (Fetters N 5011: Veveiros, 2010; Ephraim, 2009; Fludemik, 2000),

NevenheIQ findings of current study showed that the EST course book

comprises both types of reading passages; narrative and expository. The expository

texts were presented in the EST course book in only 2 passages more than the

narrative, 10 reading passages were narrative while 12 were expository.
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Each text structure either the narrative or the expository is processed differently
(e.g., Gillam, Fargo & Robertson, 2009). This was affirmed in a study by Sharp (2004)
who stated that the comprehension of reading materials take place when the learners
are either familiar with the text or have been instructed in comprehending the specific
structure of the texts. Hence, if EST 3rd grade students are trained to proces tive

genre texts more than expository genre texts, the students will be mo@uhar in

processing the narrative texts than the expository ones. With regards O reading in

English at the tertiary level, such practice will cause difficulty foraqge Yemeni students

to process content area texts since they are not frequent md to process the

expository genre texts. The finding on text type in thiswgdy L[SWQ w1th the

findings of a study by Sidek (2010), in which she @hat al!i@an upper

secondary school English language reading cmicugm q\\h‘i& zesg training of
=X
<
[} -
‘% ingf one @mn at the back of the

Although the EST 3rd grade cum&
@Ory texts, the inclusion of

course book for science reader, élci ontal‘s 1

texts from general English in '§S @ the narrative texts to be only
2 texts fewer than the tot: X 71t0
setting, reading teach not fgiv,

passages, which w&r v1ded in the c e book (Figure 5.10). As such, from the

s. the EST readmg teachers used only the materials in the

narrative reading texts more than expository P)

1n@e EST course book. In the Yemeni

$ﬁéx1b1hty to use texts apart from the

classroom obser

textbook i@eading comprehension classes, which includes many narrative texts.
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FIGURE 5.10: Extract (5) from Teacher’s Book

Crescent 6 contains six core Units, an Arts Reader and a Science Reader

The core material is intended to be used by all pupils for developing
language skills, the Arts Reader 1S intended for use In arts classes and the
Science Reader for use in Science classes. Since both Readers are printed
in one volume. however, pupils and teachers can use the extra matenal as

they wish.
Source: Teacher’s Bo@

The above extract shows that the art and science readers are pﬂ& the same

volume and the EST reading teachers are allowed to use the na@t.exts from the

se of training EST

art reader as they wish. Such allowance may defeat the
students to process expository texts without specific empigs o l Mry texts in

reading comprehension instruction. Thus, it is clear ﬂ@f teache r! Fés(?ncted to
use the reading texts that were provided only by the Qeme M stry ﬂducaﬁon in

the EST 3rd grade course book, both of the@e an xtsédlowing the EST

teachers and leamers to use texts from a x%rs tr@g’ gr cge\nisfocus of training
% a

¥y 4 .
EST students to process expository ta& atjon ig&s that EFL curriculum
e primjary je@ of EST program; that is to

train students to process the € 1toryf

by hired foreign experts, an try “li 1};)@ evaluated the curriculum carefully

bjﬁc \(5 p or éé.{ts implementation.

with regards to the pr

P

\

findings of Part One in the current study, the allowance of EST

Inli (5

to only use the reading passages that are presented in the

%

3rd grade shg teachers

EST course book is against the label of EST reading curriculum as a communicative-
based curriculum because the communicative reading curriculum cannot achieve its

goals through the textbooks only (Obanya, 2002). Such over-reliance on reading texts
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in the EST course book should be discouraged in order to prepare the EST learners for

their academic reading at tertiary level in terms of types of texts.

From the findings of the types of reading texts, it seems that EST 3rd grade
reading curriculum does not match the Yemeni educational philosophy, w }v‘[ates
that the curriculum was mainly organized based on the learner’s needs. I \s of the

EST program, addressing the learner’s needs requires equipping the ES.T&‘dems with

the skills to process expository texts in order to develop their aQilif¥ in processing

expository texts in their content areas at the tertiary leve g EST learners are

exposed and trained frequently to process the narrative t€ se%gently,
when they encounter expository texts at universi the lf(e& to face
difficulties to process information in academic mate for, dzclr academic
success because they have not sufﬁciently@’ Xp051tory exts
structure, as was confirmed by (Sharp, 200 \&\
()
&

0
\E Aj &
5.2.3.3 Length of Reading Text, i (
Academic reading was d@;as ex p@éseﬁﬂ and critical reading of a

range of lengthy texts fgMNQO pleﬁiv% of specific major subject areas

(Sengupta, 2002). Thu ndfle EST textbook is of great important if

the curriculum aim 5%repanng the sg,&hdary students for academic reading in

content areas a \uversxty level.

S

Using Leslie and Caldwell’s Qualitative Reading Inventory (QRI 3 & 4) (Leslie

& Caldwell, 2004, 2006) as a proxy of text length in second and foreign language, the

EST senior secondary school level reading texts were classified as grade-level if the
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text length was approximately ranged between 470-550 words. However, the findings
on text length in this study showed that the majority of reading texts in the EST course

book (95.5%) did not follow the 3rd grade secondary school level, while only 4.5%

conformed to grade-level. These findings suggest that the selection of reading

passages in the EST 3rd grade secondary school course book at the development level

of CECY was done without specific planning in line with the EST PrOgFaI@.ectives

to train the students to process expository texts at grade-level. Such sonation was

evidenced only in unit five, where only one narrative text entitled “mys’e’y of the

Mary Celeste” was found to conform the grade-level of senior ary school with

517 words. Thus, none of the expository texts met the gradeslkvot o Jem secondary
school, which suggest that the Yemeni EST secon scho I s df’n&e —
sufficiently trained to read at grade level texts. Sub lcaG‘Br Yemeni

students to be challenged in processing long I pas‘:%ig at tT%Zry level. Past

studies suggested that many students registgs hi rekln acadexmc reading

h g
due to their text misinterpretation ((%2008)

inability to process grade-level ac dew'!extsl

the Malaysian context, in whlcw aj

@%?lld lend to students’

A
(ZO{Q found a similar finding in
e&&g texts for the form five at the

elow the grade-level of upper

Malaysian secondary sch
j ’

re
secondary school. Q— :b) é"
A‘Q d \qu

Generall@ ng, as in the secondary school level, students have to be trained

more on readin ository texts. By training the students at secondary

de-level exp

school level to read grade-level texts, students are prepared to read academic text at

the tertiary level. The appropriate training in processing expository texts would assist
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students to build their competence in reading comprehension and to succeed in their

academic areas at the university level (Jalilehvand, 2012).

The gap that was traced in this study between the length of reading texts in EST
secondary school reading curriculum and the supposed grade-level length of reading
texts in senior secondary school level and university level may explain, th reason
behind the English language reading comprehension difficulties, whicmr found in
the Yemeni context at the tertiary level. When students are not trai?o read at the

grade-level text, they might not be able to handle academic text t\Nuniversity level

which are commonly lengthy in nature. The length of pa @nes to the
e dt 10111&)@?3)1 are

difficulty level of the passages as the longer the passagz: th mcI'
enstudepts' | Ofm'e training

(Mehrpour & Riazi, 2004). Therefore, since the Yele \

reading passages at grade level, such condition

process the long academic expository texts. \ _\
G) ? £
« S
C&v
The findings of the current s e w1th@e findings of many past
010 e.k 05) and Lehmann (1999)

studies. For example studies by

@m lica ic s in English among university
O
\ , 'e?ﬁhl &fa)sroom instruction at the secondary

found a serious weakness

(=

oun

students because of the

N3
school level and the w s’ né gr f@lg at tertiary level. In the same vein, a
low level in rea 'ﬁg\oxprehensmn wa%’%und among the Yemeni students in Faculty

of Science ogy (Ali, 2007) and among medical students at Aden University

(Albadri, 2001¥due to the gap between the EST reading instruction and tertiary level

requirements.
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5.2.4 Cognitive Demands
The students’ ability to manage reading tasks that require high cognitive

demands is another essential element for effective reading comprehension. As the
academic reading tasks complexity range from easy to difficult, for the learners, in

order to achieve higher level of success in their academic reading they need to be able

to accomplish reading tasks with different levels of cognitive demands % from
i

coding written information (low level) to analysing one’s personal n& nce (high

level) (Dutro & Moran, 2003; Moore et al., 1999; Crano & Johnson,W),

Language learning in the socio-cognitive and SOCiO@ th (‘ry ies on both

¢
chological tool to op the lea friv\(ﬁ'gniﬁve

atiye i ctiwvt-heories of

the communicative tool and the psy
processes (Anton, 1999; Lantofl, 1994). The co

information processing stress processing infor@}( T?g ptter ?ﬁn between low
level and high level cognitive processeséhﬁxl;:V /S\qu{umelhart, 1977).

: o>y ,
Such combination of various levels o\ ive Yemans @ocessmg reading texts

SN
help students in building their T adwmmpften | so.@ as their ability to process
reading texts with different l@ ifi eﬁ&@ds. Thus, both of the high and
!

the low levels of cognité@lls ort gor L2 readers to overcome the
L4
c?aj / & ind difficult academic texts (Alderson,

language difﬁculﬁes,%w, ;)' W:j L
2000). Hence, trait & studen®s oty oglower cognitive demands tasks do not help

co
l

04

them in proceds the higher level a'coyitive demands tasks (Stanovich, 1980).

TrainingtheSgydents on the two levels of cognitive demands reading tasks is greatly
significant as reading at academic level is more complex and requires interaction

among the readers’ knowledge, the cognitive skills, the strategy use and purpose of

reading (Sidek, 2010; Butcher and Kintsch, 2003).
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The findings on analysing the level of cognitive demands of the reading tasks in
EST secondary reading curriculum showed that the reading tasks were primarily

designed to require low level of cognitive demands. A significant emphasis seems to

be placed on reading tasks that require students to apply low level (61%) of cognitive

skills such as recall text information (32%), focus on specific information in text

(20%) and information gathering (9%). Based on Marzano et al.’s @ core

cognitive skills, by emphasizing the recall and the focus on specific infogma#lon skills,

the EST reading curriculum does not train the learners in acquiringwe"high level of

level of cognitive skills such

cognitive skills. The high %ﬁifymg details,
drawing inferences are sy“@‘ cl)gn' jve process

identifying main ideas and

in
[ ‘ .
such as synthesizing, analysing and evaluating. The Rugall angl fo ; .0§I)3C]ﬁc
information skills fall into processing texts throu o, b‘lr _
structure. C—)V u‘ 3
\ - _\O
& >?j &

ﬂa%m%) regdling (@SR that require students

The EST reading curriculum re
N A |
to apply high reading cogmtlveﬁkl h a’ an lSIgg 6) while the other high
cognitive reading tasks were iq{p atgdN rd grade reading curriculum in
v
gni mountyJ N inc
a significantly low a \ L :

2.9
curriculum was in a jferab 7 a:@nt compared to the low level tasks.

’ .
Allocating 20% for aga sing skill, aé" vz§found in the current study, suggest that the

/-

=

n &@ngh cognitive reading tasks in the

S . . .
EST 3rd grade dary reading curriculum in small portion emphasized on the

learners’ @ve needs at the tertiary level. The low distribution of reading tasks

with high level of cognitive demands while the high emphasis on EST reading tasks
with low level of cognitive demands in the EST 3rd grade secondary reading
curriculum contribute to the reading comprehension challenges that encounter the
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Yemeni EST leamers at the tertiary level. Thus, EST 3rd grade secondary learners
should be trained to process reading tasks that require high cognitive level in order to
improve their cognitive abilities in processing reading tasks at university level. The
deficiency in preparing secondary school learners in Yemen via training them to

process tasks with high level of cognitive demands is in line with the findings of past

Further analysis for Table 4.9, which presents the ﬁndh{s the cognitive

demands of EST reading tasks, indicates that the cognitive: dewﬂs of the reading

tasks in the EST 3rd grade course book, work book and . cl s%instruction
s

were distributed unequally (See Figure 4.18). The‘@worly lalﬁ‘g(e.ading

classroom observation were highly incorporating rewlg taSkQ req Y.low level

of cognitive demands as (70%) compared K o 6"{ book. On the

contrary, the EST course book was appeare(%sigmﬁhfdxi {onrate reading tasks
0 )

4 incorporation of the

@reading tasks, which was

studies (e.g., Sidek, 2010; Astika, 2004).

requiring high level of cognitive de

analysing skill (22%). However, co)g'ﬂle h,gh
F g

incorporated in the EST courseka, W
inclusion of the analysis skj w th. ;‘,szﬁphasw while the other skills were
O

in a great low emphasi@' P v): _é\
\'Y'
\ S

Such ﬁm'@uggest that the EST 3rd grade secondary school reading

Cum'culum@eﬁerally designed to emphasize on the recall and focus as low

cognitive demand skill and on the analysing skill as a high cognitive demand skill.

2 : .
an(@assroom implementations; the

These findings on the inequality distribution pattern of cognitive demands of reading

tasks as well as the highly incorporating of the low cognitive demands evidence that
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the EST 3rd grade reading curriculum partially prepares secondary students for

reading comprehension at tertiary level, which mainly incorporate reading tasks that

need properly high level of cognitive demands.

Moreover, these findings suggest that EST reading curriculum designers might

be unaware of the learners’ needs to be trained and prepared for thei@'ﬁg at

tertiary level (Hassen, 2009) in terms of processing reading tasks thacraqire high

level of cognitive demand. The different distribution pattern for the wlz of cognitive

demands of the reading tasks, which were found in the three so@“ data, presented

that the curriculum designers did not follow the actual @-ekln(jisignmg the

curricula as well as in developing, implementing and ev ting them a,ba't%gﬁz), At

, A
academic level, learners need to be able to synthes al% terNret to lean

Y.
new information about their subject matterw, 2006))If &hé\ Yemeni EST
curriculum is designed to train students to %igfco\ J(&de reading tasks,
;s

the curriculum will be able to prepare& f8r a eizl@’ reading in English in

the academic areas at the tertiary levwlbls irtpo
essential cognitive skills at he sDonda{ «Jgvel in order to ensure their
l @

academic success at the tercgbvel & Jé@on, 1991).

4 m)
i <ogclassro fin

The findings
e y
proposed 41‘V2@0 reading tasks with low level of cognitive demands. In contrast,

the Yeme@readmg teachers allocated 70% reading tasks that require low level of

e most possible explanation for the findings from classroom

AN :
to swp and polish the leamers’

cognitive demands. Th
implementations is that Yemeni EST teachers are not aware of the need to prepare

EST 3rd grade leamers to deal with high cognitive demand reading tasks at the tertiary
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level. Another possible explanation for such results might be that the teachers are not

aware of the learners’ need to process reading tasks with high cognitive demands at

higher institution studies.

Academic reading materials are relatively difficult and commonly @ high
level of cognitive demands reading tasks (Alderson, 2000; Urquhart gc@ir, 1998).

Efficient reading requires the readers to manage high cognitive den'vreading tasks

such as making predictions and hypothesis about the text conth examine their

predictions (Ozek, 2006). Dutro and Moran (2003) Stat% uipping the learners
emaids

with reading tasks requiring high level of cognitive g [ill I “§~ CHl 10
samg, vein, TAle eja{-\and Matou

process academic language tasks efficiently. In the

(2012) contended that it is essential to train leangrs,

for academic success. \
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