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CHAPTER V: DISCUSSION OF FINDINGS

The present study aims to determine the instructional approach ted in
the Omani EFL grade twelve reading curriculum for second language (L2) reading,
and also, to investigate how this curriculum prepares students for the i

ropriate level

of academic reading skills required at the university level. ThWer is a discussion

of the findings of this study. '

\d

[
The results of the current study are discusse two parts. Pa e ft%‘:{sses

-
the alignment of the curriculum with the com%nl. ive approachfas i@elled via

examining the theories of SLA and instructionalyapproa or th s of second

language reading (learner’s roles as @eacher 4 Pb‘fwo discusses the

'@&tudents for effective
ion @'

reading comprehension in Englj higher ed

5.1 Part One: The Ali&ﬂl of ’the i L Grade Twelve Reading
I
Curriculum with the% icati 0

The Oman FL

contribution of EFL reading curri¢gulum to p

communicati ed curricul

the chey%%l:s (f D%:)

addmt hould adopt the %35 instructional approach due to its importance in

1¢alum planning and the im\plementation and evaluation of different methods and
=

iques (Richards & Rodgers, 2001). The communicative approach was also

Qected for the EFL Omani curriculum due to its vital role in constructing learner

competence in processing the information from different types of texts.
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This section discusses the findings of research questions 1, 2, 3, which
examine whether the main features of the CLT features are reflected in \g:m
EFL reading curriculum. The CLT features were studied based on three LA eories:
structural theory, cognitive theory, and sociocultural and socio-cog theorles As
the Omani EFL curriculum was based on CLT, the findings sho& a reflection
of socio-cognitive/sociocultural theories of SLA and he ctive L2 reading
theories of information processing and the related 1

“\a?li such as
the CBI approach and the TBI approach. In the s context, the lea role mthe

| ")
teacher role should also be reflected in the learnef-eentred classrgom. _\
F 4 \,‘T

5.1.1 Second Language Acquisition (S S q@l) Reading
Theories and Related Instructw!\hoaches, eréle and Teacher

Role ,<\
f ‘—?
Q-

Regarding SLA theor\ L2 rea eorwﬁ%e findings of the study as

=

shown in Table (10) d te that ’nly 0 readlng-related statements in
the Omani EFL grade twelv’cour‘se\ &@}( and reading classrooms practices

reflected the SOQQ&I @-cog@ theory. In total, 81% reflected the
N

cognitive inf \: processingyt rx_é@' 7%) and structural theory (60.3%). Such

ﬁndlng atch E‘)u ‘b&e/ EFL Grade Twelve reading curriculum as a
d

’ 4
comm§ e-based currictilum V‘he results of the current study show that the EFL

G elve reading currlc\um was primarily developed based on the structural

% in which reading comprehension instruction reflects the learner role as an

leﬂual information processor.
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The non-communicative instructional approaches were reflected in the EFL
grade twelve workbook (63.7%, 60.6%) and classroom practices (46.1%) m(wﬂln
the communicative instructional approaches (14.4%, 16.6%, and 37.5% r%\ely).
As such, one may reasonably conclude that non-communicative%aches of

teaching the English language in Omani post-basic schools are still'prevalent. Thus,

the claim of shifting the instructional mode of the English Iawe in the Omani
ap

setting from non-communicative to communicative inst ploaches was not

evidenced in the findings of the current study.

[
Y
| &
The findings from classroom observation est the ‘9 ni BFL grade twelve

reading teacher’s instructional implementation &maril \eﬁeg the ttqet\,ural theory

of SLA (60.3%) rather than the socio-cowoci cnltu

Reading tasks in the classrooms fre(% reﬂ@
(46.1%) and top-down reading %3740%%11 le @lusion of the interactive
9
reading theory (18.9%). Thew' gs are iyl wit@ievious studies, where those
. : . : N :
studies reported that 1ntfew post-basic’s lh0 lélghsh classroom, the dominant

focus is on teaching gram atica.@ ) zéjicommunicative manner. The data

from classroom @on@evide@ that the Omani teachers still strictly
N
adhere to the cm n% ?lthmgef explaining the text explicitly to students

instead of%ng the text/as CLT, approach advocates it.
% AW AL

L Y

A shown in Table (1 We Omani EFL teachers significantly performed the

heo%o SLA (18.9%).

bot_tQQup reading theory
A

r Nirectors (64.4%) in EFL grade twelve reading curriculum, which is evidence
e reflection of the structural theory of SLA and the bottom-up L2 reading theory.
uch findings indicate a misalignment in the theoretical grounding of the curriculum

in regards to its level as a communicative curriculum. If the curriculum were grounded
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in the CLT approach, the socio-cognitive/ sociocultural theory, L2 reading interactive
theory would be used at the reading comprehension instructional implem?ﬂh
level. Such findings of non-communicative instructional practices in the%\ EFL
grade twelve reading curriculum could be explained by the teachers’ e to drill
students to perform well in the examinations, due to examination-oriédted educational

systems in Oman (Gudepu, 2013). : V
However, the non-communicative instmct@oaw be less
effective in assisting the students in using languagepin real-life situations; Qngkiﬁ'the
| &
case of reading its might produce students wit or readi‘ggjhe@n skills
(Gudepu, 2013). The findings of this study shthh \ﬂ'ﬁ.Q FL e?l\i},lg teachers

of grade twelve rely heavily on teach@ant

through using bottom-up L2 reading theo whie@
'nD

s the téxt information

non-interactive WLA of L2 r ith@t}\ the inclusion of the

7]
communicative interaction and,taking into “agcount tlﬁ@ading context, the reading

\
task in the curriculum ifemg suffer 4reatl rl m bh.%ack of communicative features

that are necessary for readi com.% i n@ﬁ}(, 2010).

Althoug@glis e cue}%ﬂa in most Arabic countries are claimed

¢

to be groun. %he Ta 0z£h,6ts)srooms practices are more inclined to non-
NS

commu% meth® re inﬂé\ading context the learners only play the role of

pas@omation-processo@babah, 2005). Samples of such non-communicative

i tonal practices are illustrated in Extracts (1, 2, 3) from the classrooms

0 rvation data.
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However, teaching vocabulary in reading classrooms has been fﬂz be

helpful and effective in improving the student reading comprehe&ho, the
effectiveness of teaching vocabulary in reading instruction t lace via a
commutative cooperative method (Lee, 2011). Hence, the t‘ﬁ;& this study
indicate that there is a misalignment in the EFL grade tw lveVEula between what

stimulates and promotes the teaching of EFL reading he sio{d
[

showed that the Omani EFL 12 grade reading icufim wa$ veloped based on

re gro@?n.g principles
of the commutative approach. As a re& EF’ teachers an@%smoms continue

to teach reading in a non-commutati annﬁsh‘i Ali ment with the non-
| 5’ 0 Q‘:}

the sociocultural and socio-cognitive theo

commutative approach present

oy
Regarding the tgachegand the learnet roles &\}ﬁndings also demonstrate that
N
ing n

EFL grade twelve read rriculum ot d@'gned based on the CLT approach.

Within the fram@f t eICLT eadi@sk are designed as pair/group work,

N
which by praemhe aiw/gro ilork_&té learners process the text information via
commutat@actio and/langu (‘fﬁnction as a facilitating tool (Pignot-Shahov,
PV ASE S
2012); % R

\ sed on the ﬁndingsﬁ classroom observation involved in this study, it is

%nat reading classrooms in the Grade Twelve level in Oman are mainly teacher-

O\tred, and the reading practice is performed by the learner loudly or silently. After

the students finish reading the texts, they answer the teachers’ question about the text.



164

The teachers greatly emphasise accuracy in pronunciation, often provide explicit
explanations of grammar rules and vocabulary meanings in English and Ara?d

evaluate the students’ answers as correct or incorrect. %\

As shown in Table (9), only 30% of the reading tasks in the rade twelve
teacher’s book are designed to be conducted in pairs or groupywhile 69.9% of the
reading task are designed to be individual tasks. At the amw the EFL reading

comprehension instruction shows that 65.7% of the oms a@re in the

form of pair or group work. g \Y'
| S
d 5

The findings from reading task on themr \NLQ curriegllim indicate

that the teachers frequently act as direcers 4

X

his finding reflects the

structural theory of SLA, which mainly ses w

method, emphasising that the ni )ac%a%a pr'&%ly on using the non-
q Q—
. A%
S

The most logigal nation,for e 'reg@ Omani teachers use the non-
4 2

commutative instru%l app[ \FN.Q FL éédl‘/

educational sys@ma nd o %sfior year, students must sit for a national

|
examination eterfnines Jheir @etence for admission to the university.
NS

Regard@tud@tﬁ_%ac erié}nain goal is to prepare them to perform well in

this @urmg which students\@le to process the reading texts individually).

\

Another possible explanation of why EFL reading teachers depend on non-

Onmutative instructional approach (which reflects the teacher role as director) is the

students’ low level of English language proficiency. Thus, these low levels display

commutative instructional m

ng classroom is the exam-oriented
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that students do not know the meaning of even simple vocabulary that effects on
English language proficiency.

Concerning the findings on the learner roles, the Omani grade @EFL
reading curriculum did not present the learner role that conforms to tl‘*‘ patterns.

This finding is in contrast to the educational philosophy of OR which was

principally formed by taking into account the needs of learners an 0c1ety and aims
rz200i)
Moreover, the analysis of the learner role $r ading cu u urﬁ @%)

to prepare teachers and relate theory to practice (Hunt &

means that in the Omani 12 grade reading c ulum; the learfier ro e_\vas not
designed to conform to the CLT features CLT t arner: ?e given an
appropriate consideration for their role ass om l¢atning Q munity. These

findings agree with (Hunt & Begla 20 ?

&

N\
Also, Al-Issa (2014) c a ngCI‘lp e stu@o investigate the factors

&

that influence E/FL motivation 1 he i anate of Oman from a critical perspective.
s d

The sample of this % ngulat ‘-fro@emnent literature; from semi-
s &)

structured 1nterv;e$ated ]v iffcrent i ants involved in the Omani ELT

system and rew g di | 01a1 demic, and cultural backgrounds; and

from the P SO hy G de{m@r the Omani English Language School

Curric relﬂ ‘pnedig the National English Language Policy/Plan

(NE&d the national textb@/Our world Through English (OWTE). It was found

t e are many factors influencing motivation for learning EFL, including degrees

d owledge, experience, and power stemming from their different social interactions
n

d positions.
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Furthermore, the results from learner role that show that the learner role was
not given great importance as is suggested in CLT approaches of language tew,

while the EFL Grade Twelve curriculum refers to itself as a comm% ased

curriculum aiming at preparing the learners for academic learning. a slight

emphasis was placed on commutative skills in reading tasks. q

In other words, while the commutative skills cont tsYh?curriculum intend

to promote commutative competence, the commutati mQti?l practice
were not explicitly reflected in the classroom impl;entatl ns and theyr adTn{Y&'Sks.

These results contradict with the emphasis on ng the‘.le e coméb‘nication

competence through the pair group activities,?s stat \h\t e EFi.:?\féde twelve
curriculum. %V W (*

According to Sivaraman et %)14), th\sh?rs e)(a\major role to play in

making the students understa%«echn‘i‘cal tivating the students to

participate in class discussi x prlv' ng additio xamples that suit the Omani
r

context which should %‘[ m understa c} t‘h@lcepts better. The study reveals

that students still 1 %glish ia xge comﬁ.’taﬁon skills. It was recommended to
&r ion a
|

the Ministry o% E nd @ge authorities to introduce innovative
¢
schemes to wge uden to&a@e journey to becoming more proficient in
<k. NS

o,

/

Englis b o f

% 9
s ¢
% Developing and designing the EFL grade twelve curriculum based on CLT

mStructional approach and its underlying instructional method, such as content-based

instructional method, task-based instructional method and whole interactive language
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instructional approach means that the reading related tasks should be highly
represented in the commutative interactive pattern. However, the elicited readlw
from EFL Grade Twelve reading curriculum were an individual task in % ased

on the teacher-centred classroom, in which the teacher plays a role as

In summary, the findings on SLA L2 reading theorlean; the learner

and teacher roles show that the current Omani EFL Grad Tv%eadmg curriculum
is not in alignment with the main elements of the C
illustrate that reading classrooms practice non-c

structural theory, and cognitive theory.

An issue traced throughout f@ﬂlum reg

instructional approaches might be f the fu %[al -s¥s of the continuation
of EFL reading comprehenm%lems at pos‘zf?c school level and the
university level. , A

‘ : l
5.2 Part Two: The Prepa tion_oft Jé\ FL Grade Twelve Learners for

Reading in Engl' at e léher ucatl evel

This % discusses fﬁdlcgs’)of research questions 4, 5, 6, 7 and 8, which

\
examm% phagi ‘adlng s in EFL grade twelve curriculum, the types of

@ks utilised, as well ﬁ%lé cognitive demands of reading tasks in terms of the
\0 which EFL learners are prepared to read effectively in English at a higher

. Also, this research section examined the type and length of reading passages
at are included in the grade twelve curriculum as well as determines the standard of

lexical diversity in the reading passages in the EFL grade twelve curriculum.
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5.2.1 The Emphasis of EFL Reading Skills

. 9

To prepare EFL learners for reading at the higher education level, @ skill
should be effectively emphasised as a specific skill throughout the E e twelve
curriculum as a means to achieve the listed learning outcomes in thefcurriculum. As

shown in Table (13) on page 138, the findings of the emphasis on"English language
izthe

reading as the means to achieve the listed learning outco FL coursebook

and workbook demonstrated that reading skill was signific mphasised
[

(72.4%) than all other English language proficien@\g, listénin (’S@ng.

S \,‘T

This finding implied recognising essentidl role ing ovpetencies in

the Omani EFL grade twelve curriculum@ re

development and academic successes@ck e%

] are&ie ral to personal
. l&gver, reading skills
are the most important skill % ngntl% or e\)%nsiderable amount of
learning in post-basic school\ ugh #ki‘hk& reflected as an implicit

\
skill more the other 'orwgm'sh langua cl mé. cies in the EFL grade twelve

curriculum to achieve the listed leasn
fully ares the Omani EFL learners to read

necessarily mea@ cu@
N
successfully icMCa mic aréas at t iversity level.

b 4

&
P>
N
\ e three major readlkg' task types (identifying main ideas, identification of

utc s in the curriculum, this does not

(= o

o

t

L

, and making inferences) were reflected in the EFL grade twelve reading

Oniculum. These three major reading task types identifying main ideas, identification

of details, and making inferences) are essential for successful reading comprehension
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at the university level. Thus, to prepare Omani EFL grade twelve students to process
academic reading texts, they must be well-equipped to tackle these three majw
of reading tasks. In addition to the three major reading tasks, EFL secon @dmg
curriculum includes other categories of reading tasks, such as voca rammar,

writing, and fluency.

details (36.6%), and making inferences (8.5%).

reading comprehension. In addition to the three %

tasks, such as grammar and Vocabular@

The inclusion of the three % types o\eu%n gsl\é'as well as the other
;(Sy N\

types of reading tasks added ren 91 of euEF%L:Qcéadlng curriculum and its

¢ tekts i

preparation for EFL stude r@atlon at the university level,

because academic rea rehens ;r:} ife@h integration.

Figure 14 14 Jhows 0 ﬁ gs related to the types of reading tasks.

Firstly, the E@} culimggrea y’e]m ed the three major types of reading tasks
ng

(52.2%) (@ , 1 ﬁcatlon of details, and making inferences),
4

h:r t importafit i readmg comprehension. Inconsistency was found in the
distgibuti

of the main types\of reading tasks between the EFL Coursebook, EFL

ook, and class observation, particularly regarding the distribution of identifying

Qails and drawing inferences.
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The high distribution of the three major tasks found in the EFL coursebook
(Coursebook 12 A (64.8%), and coursebook 12 B (55.8%)), workbook (workly"l
A (49.1%) and workbook 12 B (52.5%)), and EFL reading classroom 0 atlon
(42.6%) suggest that EFL grade twelve reading curriculum emphas@&mlng the
EFL Grade Twelve learner on the three major types of reading taskSfthat are critical
for effective reading comprehension at secondary and high ion level. Also,

these results might conclude that the Omani EFL readi

learners for effective reading at the academic level. ‘\d

prepares EFL

On the other hand, regarding difference was found/in the dls§~ tion of

identifying details and making inferences, as %wn i e’ (15), n@t decrease

students’ reading comprehension. In t gra k, identifying
details was less emphasised (Workbook 1% WO k ok 12 B (30.6%)),
compared to its emphasis in the E e ‘w ec rseboe) coursebook 12 A (50.2
%), and coursebook 12 B &‘s’efvatlon (18.4%). Drawing

inferences were more e ph (12 %) inithi ]g@orkbook 12 B than in the EFL

coursebook 12 B (4 S‘V

This 1rr@1strl \Q'the r types of reading tasks in the Omani
¢

EFL grade e ead1 g cu uilm(?ve that it does not fully equip the learners

w1th thefabilityrto dedl ?l kmdé\ f reading tasks. When the Omani EFL students

nlver51ty level, the@ need to develop the strategy to deal with the three

reading tasks (Lesnick et al., 2010).

| ?
0 Reading tasks on identifying main ideas show a balanced distribution in the

EFL reading curriculum documents and classrooms observation. Figure 14 shows that
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the lowest emphasis was given to this type of reading task all over the EFL
coursebook (coursebook 12 A (6.1 %), and coursebook 12 B (2.3%)), Ww
(workbook 12 A (1.4%) and workbook 12 B (9.4%)), and classroom%\ation
(15.7%). Such low emphasis on identifying main ideas in reading t in the EFL

textbooks and classroom observation seems to be a glaring disadvantage of the Omani

EFL grade twelve reading curriculum. : V
The significantly low emphasis on identifyin ideas in reading tasks in

reading curriculum documents and classroom imgplementations 1 t8 @ding
comprehension problems, which the EFL leamer%nthei; aﬁajde}] r!:%ii;g at the
university level. In the same context, pastYd’ M at tuQmwts usually
encounter difficulty in extracting main i@he %hen they read

the informative texts in content aream uni ersi? el biar, 2007; Sidek
1

2010; 2010b; 2011; 2012a; 2012 ODC; %G%

Rahim, 2013b; Sidek, Abdull\ im & d:‘2
VS
Understandingqx:ire tad

inferences, and i%letaili. € , @L grade twelve learners should be

able to processﬂ tion '\Q}?onte&)&fea at the university level. They need to

be well pre %rith t es; t e{na((_)}heading tasks. However, EFL grade twelve

reading%%u'm do ‘;mp‘%h‘é\ts\e these three major reading tasks equivalently.

Thi&affect their acade i@’erformance in the content areas regarding reading

=
Q
=)

a; ’%b; Sidek, Abdullah &
)

\nension. Such an effect might be reflected in reading comprehension

. E
& ulties and low level of students’ academic performance at the university level.
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The reading curriculum with the three major task types is very helpful in
training the students to perform well in both international and local exams. Th?ﬁ
for EFL grade twelve students to pass the national examination succes Xd go

further to the university level, they should be equipped with the thref&r types of

reading tasks (Ferrier-Kerr , 2009). q

Academic reading is a complex, multilevel task w iChW from other kinds

of reading. Therefore, when EFL learners engage . ir ‘aca e ic s d1es the

'ea&mgﬁsks
ill s%:\readlng

4
M leng d?'nprocessing

reading text in the content area at the um@eve affe
negatively. Thus, the instructional d%ﬂ

deficiency in training on processing information from different types

will make them suffer in reading comprehen FL learners

comprehension as a tough and complicated tas Qnd Wi

¢ their aCademic studies

d lanc
reading curriculum document a srog ci‘on@l)sould be designed more
accurately and equivalently g the tlorgfvt e three types of reading
tasks (Nambiar, 2007). , l
cﬁ bj ’

The EFL g twelve |r currlc G.nﬂ and classroom instruction reflect a
severe empha51 nt hln ary a ammar more than the three major types
of reading th s eV at&n {r_}m one document to another. These findings
come a eSIJt orles in which classroom implementations show

that@manl grade twelve @ﬁg teachers focus on structural and cognitive theory

ing the students to process the text information via top-down and bottom-up

05;: than through communicative interactive theory.
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5.2.3 Cognitive Demand for Reading Tasks

The student’s ability to manage reading tasks that require high% itive
demand is another essential element for effective reading comprehensio& demic
reading tasks’ complexity ranges from easy to difficult. For the lea to achieve a
higher level of success in their academic readings, they need tow to accomplish

reading tasks with different levels of cognitive demand, tarth coding written

information (low level) to analysing personal experie ig lewmk et al.,

2010). ‘
) Y
| S
Language learning in the socio-cogniti so% the@elies on
both the communicative tool and the pm icaloioo deve@g‘[;e learner’s

cognitive processes. The commu th;) interacti eo@<< of information

processing stress the interaction b%n low \I&\%ld @evels of a cognitive
& N
of di

process (Nambiar, 2007). Suc ations of differen els of cognitive demand

&

in processing the reading t%p s S 1 bui@their reading competence as
well as their ability to eadingltextsiwith \Q/ing levels of cognitive demand.
\:; ’ &
£

Thus, both the hig the IO\r of cog e skills are important for L.2 readers
to overcome theylangtiage difficuilti ', esp y when reading difficult academic texts
(Alderson, . rain g“'%ﬁlg only on lower cognitive demands tasks does not
help th%:)ce$i§ﬁ_)? hig‘%hl&evel of cognitive demand tasks. Training the

stu n the two levels o®énitive demand of reading tasks will aid in better
e

5
&
%,

¢

at an academic level that is more complex and requires interaction among the

r%n
0 r’s knowledge, cognitive skills, strategy use, and purpose of reading.
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The findings on analysing the degree of cognitive demand of the reading tasks
in EFL Grade Twelve reading curriculum showed that the reading task e
primarily designed to require high levels of cognitive demand. A signific hasis
seems to be placed on reading tasks that require students to apply of?&'ve skills,
such as organising (28.8%), applying (8.4%), analysing (35%), syming (1.7%),
generating (8.4%), integrating (1.9%), evaluating (75%), and eMation (2%). The
EFL Grade Twelve reading curriculum reading tasks that &t:derlts to apply low

reading cognitive skills, such as a focus on specific in tion (7. alling text
[

o o | ¥
information (1.9%), and information gathering (3%). ' _{')
s b 4§

The incorporation of the high cognitivgeadin hﬂq the cwx\q{:ulum was
considerably high compared to the low%wask ing (345{)%, for analysing

skills, as was found in the current stuhs suggest
curriculum highly focuses on th;car’snﬁ ee@ the higher education

9 Q—
level. The broad distribution\ ing t'aﬁ;h hgﬂeVd cognitive demands in
\
conjunction with the e h&o’ EFL grad lelv?ding tasks teaching low levels
in th; e

of cognitive demand ﬁé&;ﬁding curriculum contributes to a

reduction in rea@pr h':nsio This Qf% challenge that Omani EFL learners
N
encounter at tem&r educatio eil;l. (J

L &
% nalygis,_f Pe ﬁm&gs presented in Table 16 on page 145 on the

cog demands of EFL r@g, indicates that the cognitive requirements of the

EFL grade twelve reading

readingy tasks on the EFL Grade Twelve Coursebook, workbook, and classroom
rvation were distributed unequally. The EFL workbook, coursebook, and
lassroom observation frequently incorporate reading tasks that require high levels of

cognitive demand as (coursebook 12 A (88.7 %), and coursebook 12 B (93.1%)),
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workbook (workbook 12 A (79.6%) and workbook 12 B (85.4%)), and classroom

observation (93%). However, among the high cognitive reading tasks whic e
incorporated in the EFL coursebook, workbook, and classroom obs%\ the

inclusion of the analysis skill, organisation and applying skills w phasised,

while the other skills were abandoned. q

Such findings suggest that the EFL grade twelye w curriculum was

designed to focus on high cognitive demand skills an Wcognitive
demand. These findings on the inequity distribution, pattern of lcognitiv d%r@ﬂ of

| &
reading tasks as well as the incorporation of hig nitive d‘gm nds jare e@me that

»ﬁ& tude ts%')r reading

rporates’ reading tasks

the EFL grade twelve reading curriculum %es

comprehension at the university level%y mai

requiring high level of cognitive demand. one@3 'ni& tasks that require
sid

low cognitive demand should a@mp&%’n eré%ly to produce a balanced

Nl

th ?f’Lﬁ@ding curriculum designers might

curriculum.

Moreover, the

' 4
be unaware of the ers’ nele Ne traig.dnd prepared for their reading at the

university leve{ ding '1ng @fng tasks that require high levels of

¢
cognitive s 'be different 'stgb iorf pattern for the levels of cognitive demand
NS
of the g€adingytasks! whi were%und in the three sources of data, shows that
curti designers did not d@ﬁv the actual producers in designing the curricula as

Xn developing, implementing, and evaluating them (Noor, 2006).

S
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Al-Issa and Al-Bulushi (2010) viewed another justification, which revolves
around the fact that the Teacher’s Book does not equip teachers with W
information or strategies to help them in dealing with students’ prior \g
enhance text comprehension. The Teacher’s Book should also take 1$1deratlon

the different abilities of teachers and that there were new teachers QEO had limited

experience.

Academic reading materials are relatively dlffém ly require high
levels of cognitive demand. Efficient reading requires th rejers aﬁa@mgh

| O

cognitive demands reading tasks, such as makin ictions, hypot

content, and examining their predictions (Ozek R !wel \ZGOQ 4
5.2.4 Types and Length of Readln&% O

=
r
"zq

Since the textbooks of i tae ;Tudz_) “were designed for grade
twelve EFL students, it wa& ted t maJ f reading texts in the

Coursebook would be Eg: W text’ to a l eparatlon of EFL students to

read the expository texts in/the n at (lg; university level. This expectation

@,

was based on t@ns sl of many r@hers that reading passages in EFL
N
textbooks are ry exts (:;JZOQ&J

\
less,‘t findings 0&6 current study showed that the EFL comprises

&

bot% of reading passage@‘ratlve and expository. The narrative texts presented

xFL course book in only 17 passages, while the expository texts presented

: ded 57 passages. Each text structure is processed differently. This was affirmed
a

study conducted by Sharp (2004), who stated that the comprehension of reading

materials takes place when the learners are either familiar with text or have been
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instructed in comprehending the specific structure of the texts. Hence, if EFL grade
twelve students are trained to process narrative texts more than expository te?!e
students will be more familiar with processing narrative texts than th%\itory
ones. With regards to reading in English at the higher education level, practices
will cause difficulty for Omani students in processing content area teX¢s since they are

not frequently trained to process the expository texts. V

The EFL grade twelve curriculum contain exposi texts and 17
narrative texts. In the Omani setting, teachers are nat given'the flexibulit to'u@éxts
apart from the passages, which are provided i course“.bo . suc@om the

classroom observation, the EFL reading teacRrs us M
textbook in their reading comprehension %\’whi ?nc ma rrative texts.

From the findings of the types )f ﬂ}‘e ading t xtsé)t. seems that EFL Grade
“« Q-

Twelve states that the curricm s mainly,or niswﬂi%ed on the learners’ needs.
\

Regarding the EFL pr ra%,.addrf#sing i lg.g\}s need requires equipping the
kilD

the a?\r{als in the

EFL students with the s to proee Ggité(y texts to develop their abilities in

O

processing expos@ts i tlaeir content af®as at the university level.
N
N )DL S
Aca %sadi s we d&m
NS
on a range of lengthy tex ?r con&eting the study of specific subject areas. Thus,

L

Qof the texts in the @’textbook is key to preparing the secondary student
C

(c_ljba% complex, purposeful, and critical readings

\emic reading at the higher education level (Read, 2000).

the
0 Further analysis for Table 17 on page 150, which presents the findings of the

length of reading texts of EFL reading curriculum, indicates that the length of the
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narrative passages were 426 words, while the length of the expository passages were

439 words. T
N

The findings of the current study are in line with the results by past

studies. For instance, Park (2010) found a serious weakness in n in English

among university students because of the gap located between CW instruction at
the post-basic school level and the learners’ need for rea ingYﬂﬁ higher education

level. \\d
5.2.5 The Level of Lexical Diversity in the Reading Passage . Y'

N
| g,
Lexical richness is considered to incl d% hi@e lexical

of e@aetween the
, 1t i@%sible to measure

density, lexical diversity, lexical sophisticw d

words that are used by an L2 learner @00). How
gti\(vr lexical words) as

lexical density as the proportion antica\fulgw
N\

opposed to function words. Lv%Versief is d eurniréo y the Type-Token Ratio

(TTR), which represents a %ej\ ¢ number @ferem words (types) and the
; L d

exical div sit‘y b& in oral speech and writing was

number of total word
' $ &
found to differ reg& age zln roﬁc%ﬂ However, the main challenge with
TTR is its sensi‘% text indq('i-}&"et al., 2013). As shown and indicated by
¢

|
McCarthy and Jaryis (2007 a&e@h more words (tokens) it is less likely that
NS

new wotds,(types) will a ir. In*tﬁ? case of a text that is very long, certain words

eg e repeated. High-f@%’ncy words will be repeated more often than low-

o

Xy words, and this tendency will increase the text length. Many different

qures were suggested for solving the problem with the length of the text.
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Further analysis for Table 19 on page 157, which presents the findings of the
level of lexical diversity in the reading passages in the selected documents
Grade Twelve reading curriculum, indicates that the lexical diversity o@ding
passages in the EFL. Grade Twelve Coursebook was 53.5%. Thus, thﬂ&mportant

in reading comprehension and that lexical diversity must take into Qnmderation the

learner’s needs, the university level requirement, and to e Nviding the EFL
erel "n terms of their

coursebook has appropriate reading texts for the student’s
readability level. '\d
aX
McCarthy and Jarvis (2007) aimed t@ne the| lexi 1#1@ and
readability of four texts from English four 4l elem@t.a , pre-

text Q\
intermediate, intermediate, and upper-inte iate. ThoTna IS pro:@here are three

reading texts of high lexical density,% m the te r tlé&)per-intermediate

S A'E



