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CHAPTER II: REVIEW OF LITERATURE

The present study aims to analyse the grade twelve reading curgi of the
studeh

Ministry of Education (MOE) in Oman to determine how it prepares ts for the

suitable level of academic reading skills required by a university%isCapter reviews

the major approaches to the foreign language (L2) instruCtionr and L2 reading

ulum' It also reviews

the theories underlying L2 reading instructional ,approaghes,’ suc bott?a.-up

N
theories, top-down theories, and interactive theov%inally, the chapter Aise\%sges the
b 4

EFL educational policy of Oman, the appr(w to Yi\f‘\ ani E%'secondary
curriculum, and reading issues within On%wlvers' a econdﬁevels.

N o)
2.1 Theories and Approacheﬁo Secm&l age Instruction
[

S
q Q—
The Omani EFL grade% Engli age&ﬁﬁ:ﬂculum has been identified
\
as a communicative cu icuvstate' int i HS@FL textbooks. For this reason,
€0 ;)

the approaches and theoriesfof CK i tit’E{)@nguage Teaching (CLT) and SLA

oo ceviewed, &\ Q S

\ P I e
With %is to/ CLT, i se(t-ijo discusses the instructional approaches of
NS

CLT, %E tasr-busls):inst ion (TBI), content-based instruction (CBI),

cooperative language learnin , the natural approach (NA), and the genre-based
K

i ional approach (GBIA). Also, based on the review of studies in the Omani
G' g, other instructional methods, such as audio-lingual approaches and other
ternative approaches that might be reflected in the curriculum, is also reviewed in

this section.

instruction and the relevant SLA theories to the selected ‘eu

S /[E<
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2.1.1 Communicative Language Teaching (CLT)

T

Since its launching in the 1970s, Communicative Language Tea%\ZLT)

has served as a primary source of inspiration in language teaching pr: ound the
world. Many recommendations raised by communicative teaching ndethodology are

still applicable today, although teachers who are comparative M the career may

not be familiar with them (Richards, 2006). Today, when t ngu'age teachers are
asked to determine the strategy they exploit in thetyclassrpo t mention
communicative as the chosen strategy. However, wh quested to give @etails

of what they meant by communicative, thei? at% ide@{ichards,

2006). According to Richards (2006), CLTis define

with the purposes of language teachi e ways of lea

activities that facilitate learning in t%ssroom,\l\t%

@ S

in the classroom. % 9 &
CLT is described as am approach rather lh@'et}md (Richards and Rodgers,
1986). Within methodology, there is’ aydi elétéﬁ/between methods and approaches;

methods refer to @ach@ms wi{‘z%ertain practices and techniques, while

N
approaches rﬁmphi s@phie }ﬂ laqéffge teaching that can be understood and
applied in%nt ways in/'the cl om (Rodgers, 2001). Richards and Rodgers
s of

red CLT'as alf ap@?:h to teaching language. As such, CLT suggests a

¢of eachers and students

(2001 )co
| S | |
s % odel, research model;*or theory (Celce-Murcia, 2001). CLT is based on the

that the primary purpose of language use is communication. Its’ main goal is

0 learners to increase communicative competence (Hymes, 1971). In other words, it

strives to make use of real-life situations that demand communication.
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Richards (2006) states that one goal of CLT is to improve using language

fluently. He defines fluency as a natural language taking place when Wzker

engages in expressive communication and maintains comprehensiblefand gonstant
communication without limitations in their communicative ciency. He
categorised the CLT trends into three phases according to their W in the last 50

years. The phases are: (a) a traditional approach up to the late ; (b) a classic CLT
approach from the 1970s to the 1990s; and (c) the cu pp elch from the end
of the 1990s to the present. Traditional approachesgto languag tea;\'g:e{?féﬂy

concerned with grammatical competence as the foeundation offlangnage %rg iciency

L 4

(Richards, 2006). Y' NS Yb’
Ty

Classic CLT questions the su ac)of gramni la %e education and

learning. In this model, commun@'se compﬁ Tis g@bd as the ability of

N
language learners to interrela'éthernspea TSl anQQ:;) make meaning of their

@6; Nunan, 1988; Savignon,

1972). Classic CLT ¢ olit as a reactioh tb ﬂab‘raditional approaches concerned
' $ &
with grammatical rrect gr \33 In éy model, attention shifted to the
knowledge and gkills fequir: grarrﬁ}%’ and other phases of language which are
¢

necessary t hngu e Cco L&iC(‘[JiC\Bly (Richards, 2006). According to (Nunan
dito

communication (Martinez,,2013;%in, ’Z ; Brown,

NS
1988; Bra 0768 Xi .910; @lamaa 2010), a strong point of CLT is that

L

n@bility should be d@ed through stimulating activity toward the target

la

la x-: performance. Nunan (1988) further asserts that teaching and learning should
¢ developed through activities that require learners to act in the classroom as they
ould outside. Likewise, (Quinn 1984; Xia 2010; Mullamaa 2010; Chang 2011)

suggests that the communicative approach is held on the basis of what language items
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the learners need to know to apply them in real-life situations emphasising content,

meaning, and interest (cited in Nunan, 1988). Current CLT, according to R

(2006), can be defined as a set of rules driving language goals. Si@how

students learn a language, the types of classroom activities that faci arning in

the best way, and teachers’ roles in the classroom are also features of .

N

Richards (2006) provides an example of curren CLWsroom activity: a
teacher acts as a facilitator who provides the chances rs '1se and practice
the language through collaboration and activities such s%—@&tng,
information sharing and role-plays. Richards (Z@ed gla he ' o

iste$_g\of CLT
as a teaching paradigm supportd the teacher’s¥abilit ist stu elQ& to achieve
communicative competence through the %Mati
or making meaning” (Savignon, 199 1% Sun%

students to apply the learned langge Dac%)f%l‘yas

‘&
2.1.1.1 Task-Based Instr. %BI $
? N
Instructors in language teachin ﬁ{i}y use Task-Based Instruction (TBI)

to provide a mew lea@cess carners. Its close association with the
N
CLT approac(xdgr' esfa pro tj n @gﬂé in a structural framework in language

learning (Qﬁ Too, 2012). TBI isdifferent from other more traditional strategies
4
essg

of languageteaching. ns \a‘f’ created depending on the language needed to

of nggo iating meaning

di chat CLT assisted

%

—_—

cowe ertain tasks, not dep%nding on language characteristics, such as vocabulary

ctures (Richards, 2005).

0 The synthetic and analytical approaches to language teaching should be

considered when defining task-based instruction (TBI). In the synthetic approach to
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language teaching, language is divided into basic parts that are moved from teacher to
learner (Mullamaa, 2010). Forms of this approach to language learning include -
lingual, grammar translation, and even CLT as realised by the ubi%\ PPP

(presentation, practice, and produce) routine.

Task-Based Instruction have similar elements: that tJanguage is

divided into small, discrete items, that the actions of,the ‘tgacher are central to

choosing which items are to be learned and that ] ay.a'\cr?l role in

| S

The tasks and activities are introduced al to mcaningful la@ge. This

conveying those items to the student (Ducker, 2012)

is called Task-Based Instruction (TBI), as W ed hﬂ Nu (200&:0Viding the

learners with language that matches“their requirement

d s1®(ﬂ‘heir context and
familiarity is the goal of TBI (Elli 03). The\‘m bj C&% of the TBI teaching
N

and learning activities is to in\%mersn as theprobl olvers who must fulfil a

specified real-world task in_respect e Tmstruc @1 goals or learning results
a

(Prabhu, 1987; Rahim gsoudpour o1l ;@ano & Eugenia, 2014).
¢

When re 'g\qu' eli communicafive activities for the problem-solving
N
process of thcm fi an 1 t?iec epresentation of the text as requested by
the authm@rs participaté a$ re seeking the meaning of the text, as learners
ot
dealing, w e grammatical fo

lew, nd as risk-takers wh

ge innovation like restating, paraphrasing, using paralinguistic signs, and so

5

¢xplained in the tasks as they are monitoring their

0

ust experience the target language through creating

h. This happens when learners lack L2 knowledge or control (Richards &Rodgers,

2001; Ionin, Zubizarreta & Maldonado, 2008; Ercetin & Alptekin 2013). The social
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interaction reflection showed that the types of interaction supply appropriate

scaffolding for the learning of new linguistic forms. T

Thus, the interaction within the context of reading L2, not &yhlps to

develop a better understanding of the meaning of the text but %elps in the
1,20

development of the linguistic aspects of a second language (Heowet a 11). Several

in%onal approach for
second and foreign language learning. This is so oln

se "t W\ot?real-time
communication and learning as meaning-centred and enco ra%]d theyuse Of M’I in

second language learning because it helps to imp the learner’s ability

researchers suggested TBI as an appropriate and practic

real-time communication and to learn in a meatiingful M

~

‘ ov)
gm

[¢]

B

)

S

S

A

Van Lier, 2004; Wesche & Skehan, 2@ 0\
2.1.1.2 Content-Based Instruct :91) & >y ?

EFL learners at uni %facl ny alle@n their academic study. One
such difficulty is us%gish as lthe ‘s'tfuetbi language, particularly at the
’ &

beginning of the ac ic studfr. \ba.rch 1nté@.ﬁglish for Academic Purposes (EAP)

has shown thatgthescWstude 'to b()%fmpetent in certain language areas and
¢

{e i?to deal with academic requirements (Chou,

skills, one o 1ch is reading;to

NS
2009; C ng, 1994, Pni, ; Stepp, 2008). For this reason, CBI has gained
extgg&ecognition in secm@d foreign language teaching (Tsiplakides, 2011).

One of the problems posed to L2 learners is learning academic English

Oguage skills (Jung, 2011; Gray et al., 1996). The L2 communicative instructional

method seems to assist students in their academic areas [called Content-Based
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Instruction (CBI)]. However, according to Koda (2005), CBI depends on both
information processing cognitive theories of SLA and sociocultural theories. A e
information processing theory of SLA uses linguistic information proce@xtual
information processing, and text information synthesis (Stepp, 2& Textual
information processing is related to the comprehension process in\Wn'g building a
mental representation of the propositional content for un rwg the author’s
message. Gathering text information and prior knowl d?:eslsing consist of

cognitive processes such as inference, reasoning, an em er.i?g\dthe other

hand, CBI concentrates on developing students’ in

comprehensible, yet challenging content infv@
2000).

N &
The socio-cognitive theory suggestsythat Q&’si ag Quisition is learned
thro

via their context of social int tia asnv%y 1@)& interaction with their
E, a

[
tion processi g'ab_'{%s via
in afforei lar@‘ée (Heo,

/7

i LA, 4

environment (Atkinson, 2002} n in s enyiténment and changes in that

I
development of his or her 1 age alquisifion. ‘Qi}hin the range of L2 reading, socio-

N
environment influence the RsonI ’S ti#mgh 0C , which in turn influences the

cognitive readin hes i |Cont t-Bas nglish as a Second Language (ESL)

N
instruction m@ bcwefleéted in ‘}\ﬁﬁ@_geﬂecting speech based on information and
content-ba%xt in the content ﬁ" (Jung, 2011). Despite similarities between
KL e
g

SOCiO_S e theory nd"soci&ﬁltural theory, the former does not encourage
COWH ative competence aﬁn essential element in language activities (Khatib and

ri, 2013).

0 Moreover, CBI adapts CLT by encouraging learners to be involved in great

communicative interaction around cognitive activities or the activities referred to
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learners’ psychological aspects, such as the reading processes in the mind of an
individual reader (Madrid, 2001; Jung, 2011). Therefore, reading tasks for e
influenced by reflecting information processing theories of SLA, %\xtual
information processing appears through meaningful communicative i ion, but it
is different in the case of reading passages where research suggests that academic

content can be expository (Tsai & Shang, 2010). V

%\‘Z'

CBI is designed around the content or informati sides t eldisc rse of the

content that is intended for learners to obtain. Besides helpin sth@the

ability to read grade level texts, CBI may hel%eloﬁ ;ﬂe %,
n

svoif‘second
1 . : b S
anguage proficiency (Horn, 2011). It was claimed th go ?e functional
theory of language can enhance a stut%yilit
features to the meaning of the text%ake%

learning. The sociocultural theo%f aA ﬂh%
ial'mea

S
“« Q-
thinking processes and an ess& ns ofntegvention$or one’s cognition (Ahmed,
. : Ny . .
2013). Therefore, CBicalgw that cognitive S‘%‘lty refers to text information

A

W

o5}

€
ping<zp cific linguistic
i‘llpgvement central to

age as a vital instrument for

[
processing and communicafive activi hﬁ&(j}ae objective of CBI is preparing

learners for gene& ofi i!ncy d stro 2 academic language in their content

N
areas throug@hm unicati ’Jegm%ﬁon of meaning (Genesee & Lindholm-

Leary, 201%. -&-’
4(/ ’ S

wever, some res ers claim that content-based and task-based

A\

a Xhes do not seem suitable in certain EFL contexts due to factors such as contact

3 s and resources (Dickinson, 2010).



32

2.1.1.3 Cooperative Language Learning (CLL)

Cooperative language teaching is one effective instructional means %znce

the cognitive and linguistic growth for those who learn English as a foreign language

(Archibald et al., 2008). CLL is a process that allows students with?&ent abilities,
nationalities, gender, and various stages of social skills to W their learning

development via operating in small groups and assisting acWr. In other words,

CLL is the pedagogical use of small groups that permitssstu nts.t(]\m?nise both
a v&fo@g in

V15

ing s%g group

activities, the learners are involved in signiﬁcarW aut \nﬂ\l ngua e@ (Ozsevik,

QTS

Moreover, CLL could be u% as an 1\‘em$nt OICQ iate the interaction-
N\

oriented language learning d%nt, a(g i ru(itéé:ﬂe sociocultural view of
language (Brandl, 2008). T%:h’ soéi i -@ a crucial role in CLL that is
in

learner-centred in la% struction. JCLL *@is to advance communicative
'

their own and others’ learning (Bolukbas et al., 2014). It

small groups is considered an important princip LL, V}he e d

2010).

'3 &)
functions and giv %ners Ta \1\L acgﬂtion (Richards & Rodgers, 2001).
According to &201 'emp@es the interaction and communication

¢

between stu hems ves £uder? with the teacher, where the teacher works
NS

as a guide, negetiator] and ?'litatm&} the classroom.

N
A 5
e benefits of CLL irbhade, among others: providing the chances of input and

% creating an effective climate; increasing a variety of language functions, and

Otering learner responsibility and independence. Also, the researcher found that CLL

enhances productivity and achievement and provides more chances for
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communication. To achieve the purpose of CLL, learners should work collaboratively
where CLL is used for L2 instruction to help students in L2 reading devel t
(Eljana, 2009). It was shown that CLL is effective in improving L2 @nem.
Since Omani schools have students from different nations (Al-Issa, 2 e CLL is
an effective way to be used. Also, Omani students have dlverse c res and their
I method on

cooperation with each other will affect their English language Iea . Ghaith and El-
eWigs

Malak (2004) aimed to examine the impact of the coop

promoting higher order reading comprehension and y i he results
suggested that CLL affected the literal, higher , and| overall 'Licq}admg
comprehension. This suggests that CLL could 1 ‘r\a om@nsmn of

Omani students.

<<

2.1.1.4 The Natural Approach (NA \ _\O
&
To become proficient 1%\, an

T pec1f;é§l?r in academic English, is
a difficult, complicated, I hus,‘g.g ers progress by a regular
ge

ir énﬂbﬂepartment of Education, 2006).

In some cases, t@ be iu \le amg_lhe sequence for learners who have

some first lang kgr \d::;e 0 l@éarners may progress at slower or faster

rates depen. @ av 1et fa&orc}?ch as age, native language, and curriculum
)

NS
(Chuun, b o (e Yﬂg\

| é >4
\ operative Language@eaming is another form of CLT, that aimed to

—
=
)

o

sequence, no matter t e lan

5#

=

ages naturalistic language acquisition and is also a natural approach to L2

thctlon Krashen and Terrell (1983) stated that studying activities is a kind of

practices, such as the ones recommended by the Audio-Lingual method that aimed to
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encourage communicative abilities through communicative exchanges. Therefore, the
natural approach encouraged by Krashen and Terrell (1983) is also call e
Creative Construction approach’. The natural approach is found@ five
interconnected theories such as qualify the learning tasks to includ onscious

learning, comprehensible input, a non-threatening learning environ?ent, and serial

language learning that are introduced in levels based on its se enc&ﬁdek, 2010; Dai
1 ;pro ch involves the

& Liu, 2013; Haley, Steeley & Salahshoor, 2013). The n

development of language knowledge implicitly, where ‘this kno lc!hg(ds acquired

ooy
heffler (2 ),‘)a@n the
ms wh cqu'{e, cognitive

tuﬂl apptoach @S instruction
focuses on providing learners with watunity to ire @uage rather than

learning it. This method involves % opportu\hs?or m@énts for speaking and
N
listening. In addition, the natul%)d re(1 ; % provide comprehensible

input at all times such%stur's es, graphs, objects), and
demonstrations. % uj

2

The natu& ac |was i Vesti@ by previous studies from different
N
aspects. For ]e tanee, Vilaseca }kic{_é-d%) investigated language acquisition by

children \n@vn syndrome t oﬁ(sing a naturalistic approach to assist language
4
mpt

acquisitio e study afte ﬁ' e(@zl'mprove the language and communication skills in

mainly through communication. This was contended

belief that adults use their problem-solving

skills. According to Morales-Jones (201 )y, the

)

children with special educatio}(.t? needs through naturalistic intervention. The results

%d positive changes in the targeted language components of three children with

an syndrome. Such results confirm that the natural approach in L2 instruction
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focused on providing learners with the opportunity to acquire language rather than

learning it. T

Meanwhile, Norris and Ortega (2000) investigated the effectﬂenea of L2

instruction through using a quantitative meta-analysis. The study r showed that
explicit types of instruction are more effective than implicit ty which means that

this method involved the development of language know; edg licitly, where this
knowledge was acquired mainly through communicati .l\d
[

b}v

2.1.1.5 The Genre-Based Instructional Approach ) '

4 Y'

One of the biggest problems confrontig 21 M s tea I‘Q}g, academic

L
English language skills (Morales-Jones, ¥The

unigz‘u e instructional

o

method is used to help students in their ac mio%

instruction (CBI) (Morales-J ones,él M%r er, the ian‘h;n\ation processing theory

i a& lled content-based

7]
of SLA utilises textual in atien processing, tex Sﬁnformatlon synthesis, and

linguistic 1nformat10np ce (Yosilda 7). §

‘p

In addltlon tual 1nf proc:étg is associated with comprehension
processes that qul representatlon of language (Woolley,
2011). Co 1 text 1nf0 tJn@ prior knowledge processing comprises
cognltl 0 sses 8 reasoé\ ng, remembering, and inference (Allen et al.,
201 the other hand, E%’concentrates on developing students’ information

g capabilities through comprehensible, yet challenging content information

Ogorelgn language (Khatib & Shakouri, 2013; Tsai & Shang, 2010).

"CS
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Many recent studies examined the effect of the genre-based approach on many
aspects. For instance, Qi and Rui-ying (2004) conducted an experimental svm
evaluate the effects of genre-based reading instruction on Chinese learne \EFL
context. A comparison of the results revealed that the students in tﬂ&erlmental
group improved noticeably regarding reading speed and their understanding of genre

features (the structure, style, and communicative purpose Qi \! nres), however,
olled

their comprehension of the content was similar to the gloup. The study

assured that genre-based instruction was an effective approach ow students’
reading speed and an overall understanding of the d rse. Such olnci{cy firm
the importance of developing students’ informati cessi{g iliti@ough the
straightforward yet difficult content in a fo é

Minaabad and Khoshkholgh % ct of genre-based

in stlgaT
pedagogy on ESP learners’ rea%%uplﬁ% wa}g)und that genre-based
E

SP leamaer rea(@comprehensmn and proved

lev@i and their general English

guﬁif}@cqulsmon is learned through the

0) &
sz e

pedagogy had a significant ef

the interaction betwe ?eam#s a
rms)h

proficiency. This confi ({

context of soc1a1 lve by 1n t10n with the environment.

Elas ri an béhl&}( 013) investigated the effect of genre-based
approac tQ, te h1 ting on EF lazhar secondary students. It was found that the
gen - ed approach is effec 1n developing writing performance and attitudes
towar r1t1ng of secondary students. These results refer to how textual information

essing is associated with comprehension processes that require constructing a

ental representation and collecting text information and prior knowledge processing

comprises cognitive processes such as reasoning, remembering, and inference.
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Sadeghi et al. (2013) investigated the effects of genre-based instruction on ESP
learners’ reading comprehension. The results of the reading comprehe% test
suggested teaching based on genre had a significant role in enhancin@amers’
reading comprehension ability and that learners improved signifi in reading
comprehension compared with that of the non-genre-group. Suw s assured that

genre-based instruction is an effective approach to impr VeWts’ reading speed
and overall understanding of the discourse. .l\d
‘X
from

The findings of previous studies imply that i students c d‘)e@
the genre-based instruction approach to improvi ir % prehension since

they study English as a foreign language. V 0\ g

2.1.2 Audio-lingual Instructional App che&{d ed _{Qories
3 &

The EFL Omani cu% ha f ffici @ed the communicative
language approach. Its ai %hav s dev, oral fluency and accuracy
within specified func%?e

akc@ble standards of pronunciation
(Omani Ministry @ation,
have characteri% 'gual C’l-)%f'uctional approach. In this section, the

:
¢
audio-lingui! ctional a ac{eser} related theories are discussed below.

is's ts that the Omani curriculum might
NS
? <>
ethod

2.1. %’O-Lingua c}(glM)
js &

E\‘he audio-lingual instructional approach is linked to the use of oral-aural skills
s ‘the

Il

Q fundamental mechanism in L2 instruction. This instructional approach was
idely adopted before the emergence of communicative practices. Audio-lingual

approaches to SLA are framed on behaviourist theories of foreign language learning.



38

Behaviourist theories speculate that to acquire a language, one needs to acquire the

forms of the language, which are best taught using accession or repetitive pvus

(Prator & Celce-Murcia, 1979). %\

Reinforcement of responses to particular stimuli is believed the desired

learning behaviours. Typical language instruction within the belayiourist theory often
involves activities such as rote memorisation and drills (Weeg acis, 2012).
l
2.1.2.2 Total Physical Response (TPR) é ‘\d
O“}Y.
Total Physical Response (TPR) is gramt@d il"l. nature, in li@ith the
behaviourist stimulus-response view of leamme \iﬂ is n?-of the first

instructional approaches to L2. It is a@ge pproach based on the

arrangement of speech and action (Ashegy 1982). L

listening to a stimulus and respo %g nao%'i‘is @roy, 1999; Lin, 2010).

“« Q-
The objective is to teach ﬁcie%rjegiﬁ&s through active listening
(Asher, 2003), which i chte'd to ’ead in@c proficiency (Finnochiaro &

4

ing a;s involve learners

7§

(

e

Brumfit, 1983). Cognitive ;tivif%\ eé&ﬁ}vties associated with psychological

properties such %@ue @ion, @ skills, and vocabulary development
N

(Stoller, 199 mhar lye within lheds'den-Understand-React-Memorise learning

-level cognitive task. Studies have shown that

£

e categori

4

TPR cou effectivefor &w@l’ng L2 acquisition at the word, phrase, or simple
A S

se% evel in a formulaic\manner (e.g., Elliott & Yountchi, 1999; Lin, 2010;

o 2011; Hwang et al., 2014). Learning tasks occupy individual patterns of

Omer groupings with the teacher-influencing student learning in a one-way direction
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of instructional communication (Sidek, 2010; Jolla, 2010; Vandergrift & Goh, 2012;

Wentzel and Brophy, 2014). T

Within the L2 reading domain, due to its characteristics, TPR d mumish
learners’ needs to develop information-processing skills above recognition
(Sidek, 2010). As discussed earlier in the CLT approaches secti&& have shown
that CLT approaches are first-rate to TPR (e.g. Furuhata 19Wandl, 2007a). The
majority of studies in TPR were conducted in the 196@ s Jss sugh as those
by Kariuki and Bush (2008) and Omari (2001) on T$ have sho M‘:@m in

L2 areas such as the acquisition of vocabulary suggest that TPR i@neﬁcial

for lower-level languages processing skills suci as M olog!'csé'ével, word

recognition, and word identification (Asher ; K

&

2.1.2.3 Oral Approach (0A) C‘) \?

s
J;

7]
The oral approach to N ction pro&ﬁ&amed on the behaviourist

. N
theory. Thus, it depen OWOHI- pro elsn@develop learners’ lower-level
kills 0

language processing s ch a\ gfc rocessing skills, word recognition

and word identif@illi |2005 Lean@ merely listen, repeat what the teacher

N
speaks, and ths; wef the te }e}’s(qgeétions and commands; thus, the learners
have no @ove e learning 'B%'dtent (Chatti, Jarke, & Specht, 2010). This
’ <
' cuse

pproach s’ S oerFle role of vocabulary and grammar in language

7]

—

instruetio
N
lew ased on the theory that speech is the basis for language and structure is

ary for speaking ability. This approach is framed on behaviourist habit-learning

Oories. Knowledge of structure is always considered to link to situations because

speech is exhibited for a purpose (Richards & Rodgers, 2007). Therefore, the oral
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approach to L2 instruction is also known as the structural-situational instructional
approach or situational language teaching (Ellis, 2005). Learning activities 1nvym
offering of new sentence patterns with drilling as the primary vehicle to e the

new arrangements. These drills are consistently skill-based and basedﬂNottom -up

process (Wentzel & Brophy, 2014). Language activities typica R equire lower

cognitive skills, such as recall and memorisation. This i al approach is
criticised regarding its assumption that simply focusing amtratlcal form via
oral practice will lead to language acquisition (e.g., er 2010).
Reinforcement in the structure of acquiring langua y not pro who

can use language proficiently. ‘. T

This section described the ma@woa e me ﬁln language

teaching, such as grammar translation, ude-ll@ Q and the natural
approach. The text examines roa\cl%n ho%xegardlng its theory of
language and language lea oals, S te g activities, teacher and
learner’s roles, materia ssroov} techmi ue se approaches and methods in

language teaching serve a efer neé t}é ly51s of the grade twelve readin
g

curriculum in th @e 0 (I)man
N O
2.2 Theories and Inst I'él @proaches to L2 Reading

rous theories a

o=}

d(-) roaches have been formulated to help explain or
t the most efficient way for L2 English language reading. These are based on
myriad of factors that facilitate or obscure L2 acquisition ranging from internal

1tude factors within teacher and learner to more formal pedagogical approached to

teaching. Below is a brief introduction to some of these theories and approaches:
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2.2.1 Bottom-up Theories

T

Bottom-up theories of reading are text-driven in quality and er%\e the
lower-level ingredients of the reading process such as phonologf&treatment,
recognising the word, and identifying the word (Shahnazari &Wghi, 2014).
Comprehension is perceived to be dependent on linguistic s@ecrypting skills

(Carrell, 1988), which reflects a structuralist view of lang earning.

2.2.1.1 L2 Grammar Translation Reading Instrucg n ‘\d' \Y'
In this method, grammar is seen as a stagti in% i ins@ﬁon. One

of the key elements of the Grammar Trans%{ ;T is its@;‘c;ntration on
studying grammar rules in detail, & en beco the @ication of those

standards in translation exercises ir% foreignxw‘?ge
Q

first language. The GT met es on writing an@ading skills. The most

1;5\ d then back into the

important feature of this h\ acI Y, her@ents were supposed to reach
s (Ri

high standards in tra gy senten

' ¢ &
classroom, GT con of the tf \fﬁtansla@e English text, explaining grammar
rules, and focus@oca ' )
(0 ‘P2 .9
Ac% to Shin (2013), 1@&?&4 reading the main activity in the classroom

4
was ai&ion into ‘the éti\@'ﬁnguage, and the main concerns for developing
C ?fa

redding competence were the gfammar and linguistic forms the GT method is derived

%audio-lingual positions, and teacher emphasis on purposed instruction on the

Q‘min structures and vocabulary. The audio-lingual programme needs skilled
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teaching to sustain high levels of motivation because the students’ tasks are not often

genuinely communicative. Thus, teachers control reading instruction in the clas 4

Q

Learners are often instructed to read the text, and their attentipn isjusually
directed to learning grammar rules and vocabulary (Hunt & Beg?ﬁ)OS), which
results in an individual pattern of learner grouping. This forrnw d instructional

approach for reading has been criticised for centring,on eacher, involving

substantial drilling and disregarding the role of meani rales-J n!s, 041).
Nevertheless, some studies found that GT igyessential tolacqui n%bs\ sa
foreign language and to understand every word %nte}t d amm@ructure

(Wang, 2013), which refers to the linguistic competenc N readjrs?\-ls{o need for

QA

text processing at the word level. \
A
&
5

%

,

2.2.2 Top-down Reading Theori%

0 “
Learners process textm ing a t own arﬂ& a bottom-up approach. A
\

top-down approach foc e@‘t’e meaning 0f lwl%%read through using previously
f the>> i

acquired knowledge o i o ‘m;ke sense of what is written (Rae,

@,

plC\
2012). Top-dowr@ o@egﬂng fo@on higher level text processing skills,
N

such as con@han back 1?111 ledge sources, based on the idea that

“readers’ @0 use hinguisti a@‘nantic hints atone their lack of graphic cues”
4
(Nassaji, tra

:262). C to theé bottom-up model of L2 reading, as exemplified

&Y

b ﬁg ammar-translation }Istructional approach, the top-down model bolsters

[

13

ches such as the whole language, signifies the importance of higher level text

chssing skills (e.g., semantics), and de-emphasises the functions of lower-level text

processing techniques (e.g., word recognition). In contrast to the grammar translation
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instructional approach, the complete language access to L2 reading instruction is a
contemporary approach to L1 and L2 literacy education in which rea?s

considered a process of constructing meaning from whole to part. %\

Many recent studies discussed the effectiveness of top?btheories in

regards to L2 reading instruction. For instance, Angosto et al4(2013) examined the

. TWy found a duality

h.*Th rlsult uggested
that top-down processing is present from an early age, begins t ze\'Zfo@the
second year of primary school and that its ef%ss ? m rablleYt-Q{?hat of
bottom-up processing in later school years. These res N expect ecause, as

explained above, a top-down approach fe%y th Qla of what'is read through

top-down processing in reading comprehension of childre

between the bottom-up approach and the top-down

using previously acquired knowledge of thérto 1%‘3 t to_th sense of what is
written. Top-down theories of L2 % f?f on er ]@)e text processing skills,
% q

such as contextual and backg owle rces (aﬁed on the idea that readers’

ability to use linguistic and semantic hints at lf@' lack of graphic cues.
, 4 2
Haradash@adar
top-down and lntt{ pp '

introvert EF %rs’ readi or{pr@;?sion. The results showed that while learners
NS
beneﬁtt% frodl .gttom=$ processing setting compared to the top-down

progﬂ& one, the extrove @%Jp was better off receiving top-down instruction.

% t al. (2014) explored the effects of top-down/bottom-up processing and field-
epend

ent/field-independent cognitive style on Iranian EFL learners’ reading

) concgtdd a study to investigate the effect of

on t&)&éading comprehension of extrovert and

omprehension. The results revealed that FI learners outperformed their FD

counterparts in the bottom-up group. Moreover, the results showed that FD learners
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were more successful than FI ones when taught through the top-down reading

S

2.2.2.1 Whole Language Approaches (WLA) to L2 Reading Instructtﬁ

instruction model.

WLA is derived from a student-centred concept, where stu%ts can choose
what to learn, the way of learning, when to learn, and the ra{eNming the target

language. For designing a whole language curriculum, an tetial that is interesting,

real, and natural should be included (Cheng, 199 he Mculum is
g
ts' s@ and
ns a@}aroblem-
| oy \3
solving. V 0\

Within the GT method, students cofieent e&@ of each word and

rate o
CQ N A
sentence alone and put less em 1S 0n * ea ofcﬂ)&e whole text. Also, the

q Q—
meaning is often obtained frow rst lan nd n\q&ﬁom English. Nevertheless,
\
ould

ing l interactive process between

to obtain reading com ehern', rea
reader and the text (KrasheD200 .Si & ethod concentrates on translation,

EFL students use@ra‘[@v not l‘/ to read. Because of that, students do
N
not become @1‘[ I adcr? ;ngiehg-ﬁut they become proficient in translating
g

sh. ording to Richard (2004), fluent readers in

their nati\%uage into
4
English c nerate th meéﬁr@bm a text as a whole. Thus, the GT method to L2

redding makes it difficult for students to grasp meaning in English. On the other hand,

characterised by flexibility and varies according t dents’ [ int

knowledge. It combines traditional subjects a of-life si

—C

%an and Freeman (1992) asserted that teachers should provide class activities to

oow how well students learn.
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According to Kuzborska (2011), the WLA was believed to simplify the
acquisition of reading skills, since it presents reading as a meaning comprew
process, concentrates on the teaching of meaningful interaction with texts% ches
how to read meaningfully. The WLA emphasises natural language isition and
significant communication inside and outside of the classroom. Among the innovative
teaching methodologies, WLA is the most popular and practical béeause it addresses
language learning holistically, and draws ideas fro ‘?h-ol y, linguistics,

sociology, philosophy, and literacy (Krashen, 2002). K rska Z(Md that the

‘X
ing and s t'sv@on of
u% ents’\‘t?gkground
. S?

In a recent study, Ling (2012)\0dus%¥? ol&quage theory and
examined its application to the téir'lgof E\%a in .%e research reveals that
e

q
to 1mproye the gﬁ%ing of English in general
. S iyl NS .
and English reading ingpartietlar. In addition, its’ a&\ntages can be summarised as
S
ossib

follows: it becomes p for the &t 0 rstand the whole text in an easier

way and it adop@ral al;sess nt, w, 1
N

objective scogg. It disadyanta ej,'bud%‘l advantages outweigh the negatives.

WLA might create a foundation for collaborative

tasks and materials. In addition, it can activ

knowledge and support authentic communi€atio

[oN

the whole language theory cafisbe

eads the student to achieve a more

Q- &
% ion, if Mn arglied that students can learn more effectively in

schg&they are involved i@entic activities, instead of being drilled in grammar

e Xs Moreover, Stahl et al. (1996) indicated the disadvantages of WLA as it
erfmits students to select material with which they feel comfortable. A focus on self-
onfidence, not achievement, is beneficial. It was found that students choose simple

material to read, thus inhibiting their language development. However, it can be
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concluded that the WLA has advantages and disadvantages; teachers can benefit from

the WLA, taking into account the possible pitfalls.

2.2.3 Interactive Reading Theories 3 )

The interactive theory considers reading an interactive prmetween the
reader and the text, where the reader uses his knowledge b eNe in the textual
information. Reading as an interactive process involves t aY;ﬁ ation of several
skills in simultaneous operation; the interaction of theSe,cogn inIesults in
fluent reading comprehension (Gilakjani & Ahmad 1). Accordi ‘O@Yh.ardt

(2005), the interactive theory of L2 reading 1 a_c i n Q@Ver-level
N .

rapid, automatic identification skills and higher level i tion mprehension

ct t@?eaning from text

skills. In addition, it has been argue %ders reco
depending on two things: new info%n exﬁt&%s Ka d what is relevant to
prior knowledge, opinions, and% of the readeru §
N A
However, withi th%ent c#cad le I \g researchers have started to

shift their focus toward por% v!'nét;.ldents actively involved in the text

by linking socia }t a dl cognitive d@)pment (Vygotsky, 1987). Thus, the

N
interactive ﬂ«%\f L2 seadi ’Ilasdaan broadened to include communicative
theories @r, especially’ s i(ﬁr{ral theory. Similar to sociocultural theory,
L v
g

e theory, ‘and ﬁe @ﬁmunicaﬁve approach, the interactional theory of

socio--‘;
Lwl g supports proﬁcﬁqcy of conversation around text information by

@ing language as an instrument in a process that is socially mediated (Vygotsky,

O 8) and as a crucial tool for the improvement of intellectual processes. This may

help enhance L2 reading processing. The growing interest in the communicative
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instructional approach has developed the interactive theory of L2 reading so that it

now includes the interaction among the reader, the text, and the reading context:

Among the other communicative theories of L2 readingsinsactional

approaches, which are based on interactive theories and SCT, is CB ontrast to the
grammar translation instructional approach, reading within4Content-Based ESL
Instruction, which is a communicative approach to, L2%nstruction, is used

simultaneously to train learners for foreign language ski 11 aiJca\d?ic-related
subject matter (Hyland & Hamps-Lyon, 2002). It be concluded a' CBJ\$'L2
=)

reading represents an interactive theory, as it i cerned }vi la uage?ékﬂls and

meaning construction. .i \ ! Y},
CBI and other communicativwaonal appr es té& reading that are

rooted in interactive and sociocultu eories OWO e@e and communicative

text-based discussion as way% / e@em with texts and to
support student’s understa '.\ze uni ativsé@acteristic of CBI is mirrored
in the pattern of leam%'?g.s, S}(L as 31'r,1i@sks that are designed in pairs or
i \mb es leégg to learn not only from the teacher
urcei(*)%'dek, 2010).

£

groups. Such learn llaborall

but also from pw teachi '
(ﬁ ‘Y2 .9
Co@ased SL ctﬁ'(s usually practised in English for Academic

courses and ﬁ: general, ESL or EFL programmes. Therefore, Content-

Purpo
~ &
B& Instruction is alsoﬁually used in EFL reading lessons using content-based

ch as Science and History (e.g., Shang, 2006) for students to learn new ideas

Qsented in L2. The objective of Content-Based ESL Instruction is to entertain

students with academic literacy in content areas as well as to raise students’ genre
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knowledge in the expository type of texts for academic success (Song, 2001). Content-

based texts are texts of avant-garde literacy that require more intellectual d?!s

regarding knowledge and language (Schleppegrell, 2001). %\

Within L2 reading theories, the limitations of bottom- d top-down

theories were the reason behind producing the interactive th (Oyetunji, 2011).

iorWs from an active

s, “bet e'snt reader’s

According to the interactive theory, reading comprehe

correlation between the bottom-up and top-down
knowledge base and the text information, and betw
text information (Lee, 2009).

In general, the interactive theory i%‘d'
at the same time in the reader’s nitioh using

comprehend the text (Gilakjani &%adi, 20 !\E%
? . @

interactive theory is effective 4

overcome the reading cha &he;’ ed at the
r

them in an interactive i 0Cess. [ 0’
U]
As an e@f p@mdie %t examined the interactive theories,

N

Astika (2005c%ine an a r}z!chqg-‘ieaching reading to students who have
specialise@. Thi me?ﬁo v&&épendent on the principles of TBI and the
intera w 2 ;e

ories of adirE.' It was found that group work and classroom

diseussion were beneficial, as\students helped each other and got information from

%tudents. Also, on the individual level, students were able to learn complex

Qrds in context and to separate sophisticated sentences into meaningful parts.

Moreover, Hameed (2009) conducted a study dealing with testing the effect of the
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contribution of interactive approach and cognitive approach to enhancing students’

level of reading comprehension. Based on a pre-test, two homogeneous classw

the College of Basic Education were chosen as the subjects. To%\ the

effectiveness of either approach on promoting students’ reading co sion, one

group (experimental) was taught by the interactive approach and‘the other group

(control) was taught by the cognitive approach. After ten se iMCIaSS work, the
Y.

subjects participated in a post-test. From data analysis est calculation, it

became clear that the first group outperformed the secon ‘\d
[

Y

Therefore, it was soundly concluded tha interai.tiv ap oac@s more

effective than the cognitive approach. In additioR Tsai H“S-hg g (201Q1Nnvestigated
the impact of CBI on EFL students’ re% m

LIt W&S found that the

utilisation of content-based langua mcﬁ tur stes can enhance

students’ reading comprehension ell’as &r' ing@?ities.
l <8-
In moving forward,%\gpp]» es and r@s (bottom-up theories, top-
down reading theories%—: ractivelrea ﬁ'theées) will be subjected to analysis
4

along with the cqu fra@k‘wd clas <<r/n observation.
&
2.3 Lexical%\lsit u? ‘,' C—)(J
&

C richr£s i es dimensions, which are lexical density, lexical

d1VA6x1cal sophlstlcatle@nd proportion of errors between the words that are
us\? an L2 learner, in this section focuses on lexical diversity (Read, 2000).
owever, it is possible to measure lexical density as the proportion of semantically

Q;lll words (or lexical words) as opposed to functional words. Lexical diversity is

determined by the Type-Token Ratio (TTR), which represents a ratio between the



50

number of different words (types) and the number of total words (token). Lexical
diversity both in oral speech and writing has been found to differ due to age
proficiency. However, the main challenge with TTR is its sensitivity t(%\ngth
(Lindqvist, Gudmundson, Bardel, 2013). As shown by McCarthy andﬂ* (2007), a
text with more words (tokens) is less likely to introduce new words (types). In the case
where a text is very long, certain words may be repeated, s Mequency words
will be repeated more often as compared to low-frequen xatd this tendency
will increase the length of the text.
OQ}Y.
Many different measures were suggested solvmg this pr. lem%~ erning

length of the text. For example, the index of Gu ud ( 954).1 \{ype/token-

based measure designed to be text len gt%m e

by the square root of the number of token od es t

ng tlgzﬁnber of types
ex _o\@ulraud In the case
of long texts, this approach w111 ul an X cal@)shness than what would
have been obtained with a 51 R Ho as s by Daller, Van Hout and

Treffers-Daller (2003) E R e 1n#:x 0 llrab‘ e not valid measures of lexical

richness at later stages of L2 acquisitl &zéjppment of the Guiraud index is the

/4

advanced Gulra ta el; in fi quen s a factor (Daller et al., 2003). It was
proposed that re asned }Jug er of frequency, wherein the difficulty of
words as ed b eq y must be taken into consideration when

meas:: lex1ca ri nes" of ISZ"learners (Vermeer, 2004).

ical Frequency Profile (LFP) is an approach that relies on the raw

%ncy of words in the target language (Laufer & Nation, 1995). LFP denotes the

0 i0 between the proportions of high-frequency words versus the percentage of low-

frequency words in a written text. Moreover, all the words are divided into several
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classes, which are established based on frequency bands referring to written language
corpora. Vocab-profile is defined as a programme that aims to execu is
classification according to the following frequency bands as shown @head
(2000): the 1000 most frequent word families, the next 1000 mos ent word
families, and the Academic Wordlist, which contains the 570 m%quent word

families drawn from academic texts. The not-in-the-lists cateio% he list of words

Malvern, Richards, Chipere & Duran (2004) proposed the D meas ref\zkc is
| &
is a

freely available in CHILDES, namely the vocd ramme.‘.D 00

that calculates a statistic displaying the lexical %hnes M t, ng s based on

work by Malvern et al. (2004). The d@ be 3en voqi
D tools is that dealing with the lattermer twy e f@, as vocd requires
S g

the data to be formatted corresp inao W% =
% q
its u

LV)en by CHILDES system
(MacWhinney, 2000); D_too

-
se%v&jk dg&d’y with raw text. Moreover,
\
the standards provided by CWES need s l@g effort, in contrary to D_tools
the ina

that do not appear in any of these categories.

ogramme and

a1

[
J;KO% of. ((_J}}berefore, in the current study, the
researcher will u@ to s‘ software to @n the lexical diversity of grade twelve

N
reading texts i Mma 1 BFL ¢ t}i':ulu,%-ﬁy calculating the D measure.
) &
% eviofls Ps have. measured and examined lexical diversity. For

L

exa the study of Du@ét al. (2004) proposed an approach based on

%\oatical modelling that generates a measure of lexical diversity. The study
e

that can be used by

d that lexical diversity measurements are often difficult to interpret. The
esearch clarified those problems and proposed a valid index, D, which is computed

even for short transcripts with solid reliability and can be applied to foreign language
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learners. Koizumi (2012) investigated the effect of text length on four lexical diversity
measures across 50 to 200 token texts. The researchers found that the Measure?ﬁt
Lexical Diversity (MTLD) was less affected by text length, where this n@\must

be used with texts of at least 100 tokens. A

The study of To, Fan and Thomas (2013) examined t@density and
readability of four texts from English textbooks at four W elementary, pre-
intermediate, intermediate and upper-intermediate. T@\o J that ghere were
three reading texts of high lexical density, apamt, from" the tN
intermediate level. In addition, Siskova (2012) c@ difisr t

richness in narratives written by Czech EFL leaiers. \fch
lexical richness measures: measures of %Nﬁve i

words are used), lexical sophistication (sayi h% d\L{l d words are used)
and lexical density (saying what %poﬂih’n ent&r;}ds in the text is). The
] Q—
results showed that the strc& orrela ere i&Ween measures of lexical
\

diversity and sophistic 'on.v ‘%
%m'

is on t@ groups of

ng how ‘many different

——

'S

Wang (2014) exa d tbK]f' dimehsion of EFL writing by discovering

the relationship l@lex'c 1 diversity a@F L writing proficiency. However, the

relationship vemov edsvia }]
school sﬂ%whic hav; en

&

N
!Isinggﬂ‘fe 45 email texts written by Chinese high

‘&(en from a Chinese National Matriculation

7

4
Engli: MET) actiﬁ'e-v‘v\rgﬁlg test. Type-Token Ratio (TTR) and D measure
(a4measurement of lexical d}trsity through curve fitting) depended on to create

of lexical diversity. The findings indicated that the lexical diversity of email

ots categorised at higher proficiency levels was not significantly different from the

lexical diversity of email texts graded at lower proficiency levels. Neither the TTR nor
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the D measures had a statistically significant relationship with participants’ writing
scores. These findings confirmed that lexical diversity measures do not usuallwvh

reliable basis for differentiating between writing proficiency levels. %\

2.4 Omani Educational Policy Y.

The educational system in Oman has been informal t
modern educational system began in 1970 under the wi

Qaboos bin Said (Al-Belushi et al., 1999). This secti resents rgan%EFL

: . . . | [N
educational policy regarding the school level, hi nduniversity gduc tlgiﬂ—IUE),

the approaches to Omani EFL/ESP secondary : ulumé din%ﬁgg es at the

Omani upper high school level. :N "1
2.4.1 The School Level \
d , >Y S

Development in the e& onal system i O{nagg'h be classified into three
\

5%

-
7y

stages as follows (Rassekh, ; %
. Loy o
1. The first s harac? isedfby 2} ast quantitative development of
fr\1~969-1 where there were three schools in

educa%Omaq

Omwt during i981,(§tQ number of schools increased to 3895.
¢

weyer, these ls"d.i\ t have appropriate infrastructure, due to the
1 sprezﬁ ’uiclk~ velopment of educational services during the
1970s. It was im@sible to construct all of the required buildings

‘$ thoroughly.
N
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2. In the second stage, which began in the early 1980s, the Ministry of
Education introduced efforts to improve the education qual 1
educational systems were reviewed with the help of expe@dmg
teaching materials and methods, teacher education, and cu\A

3. The third stage was from 1995 to 2003 when a numbveorms were
presented to deal with the educational requlre the future. The
requirement that all children go through ten y asw' education to be

prepared to face future challenges was estab dint 1s

Y'

During the period from 1980-1995, the structur wa trader | as in

many countries: primary education for six yea repar N catio t@t ree years,

and secondary education of three years '% cept education for a duration

of ten years for all did not yet exist mace T

tiV&Qansion of schools

occurred alongside the introductlgf al%a ¢ measure ~“i:.he qualitative measures
introduced in this period i construeti ade e buildings equipped for

students; eliminating e better training of teachers;
providing necessary scienc t(ﬁyd providing adequate textbooks. In
addition to these rm ref rln ht to @ alise education between girls and boys

(Al-Belushi e l 9

N—

O
# 2 (JC,)
NS

% artmel rricu@n Evaluation was established as a part of the
f Education in 200 (D}f\am Ministry of Education, 2012). This department
p 1gn1ﬁcant role in developing the curriculum based on the learning objectives
in @man, the learners’ type, societal, and workplace needs (Directorate General of
urriculum Development, 2011). In addition to that, there is a need to introduce a

clear and planned approach to developing and evaluating the curriculum and to avoid



55

treating it in a vague way. Each year, the curriculum section of each subject proposes

the grade that the Department of Curriculum Evaluation will work on. T

There can be more than one grade suggested; however, it seem$,one_ grade is
sufficient, considering the shortage of members in the Curri Evaluation
Department (Al-Jardani 2011). This department uses different $ officers in
all subjects. It also uses the supervision departments and ‘&hﬁs to evaluate the
books. For instance, if selecting a grade one Arabi guage c!urse ook, the
members of the Arabic language department in thegcurriculum VMH{WIZ\H
the complete process of the assessment, but can embers‘.of e abi'cél}!‘:i)culum

M choo s@d others if

g dogl.{ nt, field notes

section, supervisors of the Arabic language, Argm t

necessary. The process takes nearly a y@‘din

analysis, and using other instruments; sucl%

rvikQ, interviews and

S r@s, as well as teachers,

_ N

1
7]
students of the grade evalua sometimes/ parents&/This coverage contributed
. . Y. N
toward helping providea clear picture of the Vllugébourse book. An example of an
evaluation report was one aolis ddi !?1(?}9 grade eight English. By analysing
the book and inc@g 4@ with @'eachers of that grade, the commission
N
drafted a ﬁnaEna is répost on i;lsulﬁé&l(Al-J ardani, 2012).

@,

242 %k;ducft' n i Pmané\\

\ A
5
\ her education has\Btten determined as “all forms of tertiary education,

questionnaires. This involves va oo’l‘s

S ——

r university or any other type of education concerned with education, training

0 research accredited by the authorised State as higher education institutions” (Al-

Manthri, 2000, 29).
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It is based on the International Declaration of the Higher Education
Conference that took place in Paris in 1998 under the auspices of & 0.
Consequently, higher education strives to develop, publish, and preservéjlocal,culture,
encourage scientific and technological research and maintain community values and
ideals of Omani society while spreading knowledge through& benefiting

from scholarships abroad, calling for fraternity and acw nurturing future

educated generations (Al-Manthri, 2000). .\d

o g
The first higher education institution (HEI the premi lfni Sa’ty in

86 with roln@)f only a

sys\em high&llcation has

developed quickly. Moreover, pheno %ional gro Ver@’})ast 23 years has

raised the enrolment number by terqmusan ,\N%t thedotal number of students
ﬁy N\
in Higher Education in Oman %ut 8&000 dents@- 009 (Al Shmeli, 2009).
@g

The development of a private system I

1995 and increased to ivate universitie§ arfd @eges, with registration in private
4 $ &
HEIs at about 33;5@)f Mar :
studying abroaQ ar
¢
Dhofar, So %vers y, th A;ab Open University, the German University of
NS
Techno% maf, .and¢fthe Um’é?rsity of Nizwa. There are three newly Oman-

Oman was Sultan Qaboos University, establis

few hundred students. From that time, W

bas ate universities in t Q'Yanning stages, just like university in the Sharqiyah

(%&) Region, the University of Buraimi, and Muscat University (Al Shmeli,

6 )
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Pendergrass et al. (2001) found that integrating English into engineering,
science, and math courses is an effective way to improve the performa f
engineering students in oral and written communication. It follows %\mani
students’ academic performance in engineering programmes hinges o it ability to

learn via English. According to Al-Jardani (2012), in many of 'the professional

institutes, one of the key performance indicators is the empl aW)f students. The
effectiveness of teaching is translated into skills that the nz acqllire, and in turn
this is reflected in the employability of the students. .\d

[

|
The scene that emerged after this survey that a considerable “\n

percentage of
4 &
S is pr s?ﬁed a major

students did not understand the classes deliverg in E
problem, especially in professional coll re ts nQe{ o exhibit their

understanding of fundamental techhcon ts

Sivaraman et al. (2014), the teac % a rr
9 Q—
d motivating the &’dﬁn‘cs to participate in class
N .
'% the Omani context can make

ampl€s lth

e (fields. According to
&>

0 p}%g in making the students
understand the technical subj

discussions and providE g aQtloI nal

them understand the concepts bet

e C.

&

e st revealed that students still lack

English language@’nic tJon skills. It @ecommended to introduce innovative

&y

N
schemes by t istry Jof Higher }’du(agﬂln and college authorities to encourage the
students s ey will acgep tl:@sg{llenge to become more proficient in English

.

i
S
\Al-]ahwari and Al-Humaidi (2015) conducted a study to investigate three most
@ rtant aspects related to prior knowledge in EFL reading comprehension in Oman:
ca

chers’ view of the role of prior knowledge, the instructional strategies they use for

' 4
(Sivarsg‘g!al., 2014)!

activating students’ prior knowledge, and the difficulties they face when activating
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students’ prior knowledge. It was concluded that Omani EFL teachers might be aware
of the importance of the role of prior knowledge in reading comprehension, b?ﬂy
have limited awareness of its instructional implications. They relied on th@ce of
prior knowledge in their students and on their reading competence. T&, the low
level of the students had an adverse impact on teachers’ ability tonZte students’

prior knowledge. This was justified by the argument that teqihers ck training on a

l

It also appeared that Omani EFL teachegts did mnot jget i t{&ﬂing
opportunities to develop an adequate underst g of }}ri(zaﬁe'dﬁej‘)nd its
implications. Moreover, English language teamt i.schools r% to have a
more complex view of prior knowledge %Now g:tudents’ prior

knowledge effectively. Another justificatt forw%liT
h

schools was that the Teacher’s Bg das nat%ya
i

variety of techniques for activating students’ prior knowle

a

S€

g Qteachers at Omani

elzs))vlth enough information
q
or strategies to help them % th students’ prio <lﬁvlowledge to enhance text

\
comprehension. It should alsogake into}onm e latiw\Saé different abilities of teachers,
S W,

hav% xﬁe&nce (Al-Issa & Al-Bulushi, 2010).

as there are new teacher

IR

4
cﬁ&g challenge of preparing its youth for life and

243 Approa@he QL/ <%econdary Curriculum
Th%ate of O
4
work : t w conditions S'reateg'by the modern global economy. These conditions

&Y

reduire a high degree of ad%tability and a strong background in math, science,

%ogy, and languages to deal with rapidly-changing technologies and developing

international business opportunities. The English language curriculum is designed to
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provide students with the skills, knowledge, and attitudes that Oman’s youth need to

succeed in this modernising society (Omani Ministry of Education, 2010). T

The English curriculum reflects maturational degrees at each le ﬁ: of ;udylng

and students’ conceptual development. Thus, there are three stages curriculum:
the first stage consists of grades one to four, the second stage cofisists of grades five to
seven, and the last stage includes grades eight to Wnam Ministry of

Education, 2010).

The English curriculum shows planned an ing change r(#ss _@001211

and educational spectrums, which have an abl th\??uture of

ignal ph@&gghy, the role
of English in society (tourism, bus1ne\;>students a are@‘éxpectatlons and

Q@the outside world. In
N
grades eight to twelve, the curr% r S ad need 1 istic skills and a broader

At t ge the approach of English

language teaching in Oman. These 1nclude 1n
an increased level of student awar egardln XIe

knowledge of the llngulstl

as a tool for commur% nd fun ule @alanced with a more analytical

010).

mode of learning ( ni Miniit

The 11 u culum aflle supposes that learners should be able to

select ap ' reading /strateg when reading for different purposes, by
o‘

tlngf @atmg focus questions, reading for specific

prev z nd pred
a 10n (scanning), readlrﬁor main ideas (skimming), and guessing the meaning

% ntext. Learners should be able to use strategies to improve reading speed and

0 ectiveness, and make efficient use of dictionaries. The emphasis throughout the

curriculum is in purposeful and meaningful teaching and learning, leading to the
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acquisition of skills that can be transferred and used by learners with different
backgrounds and interests in a variety of situations. Teachers and stude e
encouraged to see the goals of learning beyond the specific activitie X, and
content they encounter in school. At the same time, it is importan udents to
develop their language through enjoyable activities. In developing objéctives for each

skill area, an appropriate conceptual framework is employ dNntify outcomes
regarding target performance (Omani Ministry of Edu@K). '

The curriculum (with its approach and objectives) for the teaching of F{E‘Hsh,
as well as approaches to teacher training and le assessr‘r.le , reflect eé%ctations

for higher levels of achievement from the sch&! pro }nng, ackn gement of
learner-centred methodology, less dep@ on ion-gaie,;ted modes of
Q of teaching and

teaching, less dependence on textbooksWas the pri S
learning. There is less emphasis ngkiﬁ)d ct’(:%s,\ the outcome of every
% q
lesson, greater emphasis on% le of%%; in &%ﬂ’tinuing technological and
\

economic developmen anwcr%ased From iln rld knowledge. In light of the
he c;t

above considerations, t ent domainsfire’uged,as the basis for developing general

objectives for t@ elve
N
objectives ar m that saddress: lpgn{guage learning, 2) those that address
sociocultu attitidin im ns of learning. Linguistic objectives are
4
recom &in the domai of\&féabulary, grammar, and other linguistic skills, as
A >

an n-linguistic objectives related to culture, learning strategies, attitudes, and

tion (Omani Ministry of Education, 2010).

0 For Omani students to be competent users of English, the curriculum must

address the four main language skills of listening, speaking, reading and writing. The

=}

sl

lish @wulum. The two different types of

Z
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curriculum identifies appropriate target levels for each skill and aims to help students
gain functional abilities in each area. The emphasis throughout the curriculu

purposeful and meaningful teaching and learning, leading to the acquisit@kills,
which can be transferred and used by learners with different backgrou interests
in a variety of situations. Teachers and students are encouraged to‘sce the goals of

learning beyond the specific activities, texts, and content they inmr in school.

At the same time, students can develop their g thrg{a?vities that
P

are enjoyable and pleasurable. An integrated, topic andskills-bas

curriculum has been implemented, as well as a ¢ unicative

4

aligned to the context of Omani classrooms (Om?i Mini N

The English language curric %l ]
with English (Grades 11-12) aim L%
and encourage utilising these \n%a
develop students’ understa%\; hii\ % used in different styles and

genres. It also deveIOp% ble content Words*elited to each topic presented. The

s $ &
content words are W:d, plie \kd\and %ﬁsed carefully to suit each level. In
some cases, th % i

t w bee %éycled in similar topics in later grades,

¢
e.g., Vocabii!il%ocia d wi tr&e g tco’arism, and media. Opportunities are created
to help %

spiralling and recycling (Oma@nistry of Education, 2010).

NS
make .thei ';ecept@ vocabulary productive through the process of

Students are exposed to word building and ‘word-attack’ activities, which
elop their skills to work out the meaning of unknown vocabulary using clues

through context, cohesive devices, and word endings. Within applied linguistics and
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foreign/SLA in the last 40 years, considerable discussion has taken place about the

role of grammar in language learning. This discussion has revolved around thh

points: whether deductive (explicit teaching of rules to be applied to @e) or

inductive (discovery-based inducement of rules from language) aches to

grammar teaching should be used and what the appropriate form?rammatical

syllabus should be. The professional consensus is that gra not be ignored,
S

and ways must be sought to integrate grammar into t urriculum in a

manner which enhance its’ role in facilitating the develgpmen ow language
[

proficiency, and which are compatible with a comm tive orient n’t(@uage

teaching (Omani Ministry of Education, 2010). iculum aims’to g'V\e, tudents a

ince gr@‘a.r is a major
component in the development of re&ad producti skil@reading, writing,
listening and speaking. Grammatlc%\petence\%er s}@ﬁd not become an end

in and of itself. Existing resour%he develop ent 0{0 ammatical syllabus (e.g.

Threshold Level) have been_con ltej well as s sful international ESL/EFL

courses, to develop % e grammati alht@ as a basis for a grammatical
'

firm grounding in the core grammatical fe

component of the iculum '1 \fh\basw ost basic education levels. Care is
taken not to OV 0a w1t1(t§§ﬁis of grammatical items, but to recycle
grammatlca 1 to emsure t{he(}a e re-introduced throughout the curriculum

(Oman' of Bducati P 201@?
i 5
e
\ of the focus of the& educational reform proposals is on education as a

of expanding students’ understanding of the world. Cultural awareness is an

éentlal element of this process. Since languages are vehicles for the expression of a

culture and its values, the English curriculum includes a cultural dimension. It seeks to
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present English as a window to the outside world, while at the same time serving to
reinforce the students’ own cultural values and traditions. This includes dev

awareness of some of the cultural patterns and differences between the O@ﬁ\lmre
and other cultures (e.g. differences in food, schooling, sports, domesﬂ'&, etc.), as
well as differences in communication patterns across cultures (suc&’wareness of

differences in conversational interaction, greetings, small tal‘iw{n developing a

cultural component to the curriculum, care is taken to hat jan Omani/Arab

perspective on cultural values is emphasised in the cufticulum (Winis‘u’y of
[

Education, 2012). % ' _\Q}Y
4 b 5

Given the philosophy of the educational Qform, N culu V'\m,s not only
to develop and promote students’ lingui@le ills Qt{[ Iso to improve

their capacity for effective and indepen. lealﬁ% i‘@stry of Education,

2012). The curriculum supposes ‘that thei1 é%r de ve, students should be
‘é | ‘&
N &
r urther studies and as a means

- Use English,in Wﬁon #or l0 §
of communicati Witl% defwérl
r

=]

able to carry out the following?

O

- Have &Ctl al sl(ills r e@, writing, listening, and speaking;
N

deChte rong r?i beliefs, principles, behaviour and pride in their

\ cultures valuing ﬁ%e diversity of the world’s peoples, cultures, and
% ecosystems.
0 - Understand and actively promote equity, justice, peace, and the protection

of the environment in their community, Oman, and the worl.
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- Demonstrate an awareness of learning strategies and study skills, such as

planning and organisational skills and to apply them for furtheri?ﬂr

English learning. %\

- Use English grammar accurately in a variety of contexts.
- Use English to communicate accurately in a wide range Qsituations; and

use higher order thinking skills, such as analysis_an duction (Omani
Ministry of Education, 2010). s l
Moreover, the curriculum framework expectg, that [earners, afi 1nfsbi\¥'the
curriculum, should be able to do the following: é
- Co-operate with others in pairs andmw ;
work independentl. % Q\ <§
- Sequence events and procehm ea trast ififormation.
- Apply prior knowle %fy %n%"ie @1 information.

dgE, la
17}
- Rank, list, and ordémgiven info %

RN

. . N
- Monitor anteﬂWtheu wn al 1@

- Infer meaning fr: cont\oa&, r Eéj/deductively and inductively.
& NI
In a%ﬂo the l‘in istic|obj ﬁ‘g’yes, there is also a range of non-linguistic
4
edded

i 'culué_ﬂ‘ he learning materials provide opportunities

objectives %' in/the
for wbecon{e ilir w@lf-help strategies, the appropriate use of a range
C S

N
of \ for independent léibing, and reflection and monitoring strategies.

ore self-directed and self-motivated. Basic study skills, such as dictionary skills,

: E Study skills are a key feature of the curriculum that helps students become

library and research skills, paraphrasing, referencing and making an accurate citation
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of sources are built into class materials. Students learn general planning,
organisational skills, and self-monitoring skills in addition to more c
organisational skills. For example, students are encouraged to plan, draf%&, and
re-draft pieces of writing until they are satisfied with a final draft. En is presented
as an international language that provides a means of communicatinm other users

of English, both inside and outside Oman (Omani Ministry of E(Mn, 2010).

2.4.4 Reading Issues at Omani Schools and Univexsiti .'\d
@

Learners of English in Oman often do not ha portunities_t sﬂea_@glish
outside of the classroom, and for many of the ursebbok. is.the O@hance to
use English (Al-Zedjali, 2009). The issue i

been the focus in many countries, in@man.

when reading in EFL among schoo ents is a\'}\i%u %ﬁn the Omani context.

N
According to Brashdi (2002), % the ?)robl of r%z?ci?g in English as a foreign
@ersity provided data that the

exts for 50 students of Sultan

stu%eading performance@ften less than satisfactory.
% Reading is critical for Omani college students because they are expected to

Od widely for their projects and pass examinations in English at the foundation level.

They are very slow at reading and show a lack of understanding and motivation.
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Learners often miss the main ideas because they are focusing on the syntactic features
of a text, which prevents them from reading fluently with comprehension.

slows down the pace in the class, which makes the acquisition of this ski%\nore

important (Rae, 2012). A
(S

Skilful readers have linguistic competence, schematic wl , and ability

to interpret texts (Abu Shihab, 2011). They also have reasonssfor reading, whether

&

they are instrumental or pleasurable. Instrumental rea

d@?p achieve
a clear aim. Pleasurable reading occurs because @ne enjoys teadi ll‘@ese
| &

factors stimulate comprehension. However, O earners_experignce peéblems in

rm a liz?’expense of

this skill because they read word by word, focuRoo m

meaning, possess a limited reading VOC&% da

context (Kiranmayi, 2012). Furthermore, they W.

One of the reasons for having p@ r a%n
areas,

7] Q—
an 0 n&%ﬁve cable TV. Other causes
\

for learners’ problems uwe result o elac§sing bottom-up approaches to
read)'

reading and intensive g st% tHerfactors might be that learners have

little exposure to @au !ntic teria school and home, or they simply lack

the motivatio(hnt est to ?i
choosing @s, which ar tiv and stimulating, encouraging further reading
4
and pr &activiﬁes at S'ng‘a\gg'fearners fully (Berardo, 2006).
S
\Jsing top-down approaches - for example, predicting and anticipating the

@ nt of the text and deducing the meaning of difficult words - can help learners
omprehend texts without a highly developed linguistic competence (Rae, 2012).

Several studies have highlighted reading issues at Omani schools and universities.

to ng‘.s eanings from
b c@round knowledge.

A .
rel@)slon is that some Omani

students come from remote

i

%,

ers can also help learners by carefully
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Kiranmayi (2012) concluded that application of TBLT has contributed to fostering a
positive attitude toward reading in the students. The study conducted an experWl
study to discuss an ESL teacher’s reflections on the utilisation o®onal
methodology for teaching and the advantages of applying the Task- anguage
Teaching (TBLT) Methodology for improving the reading skills of &5& students in
the setting of foundation programme. 50 students were selected from’ Oman and were

divided into two sections with 25 students in each section! 'm of the project

was two semesters (roughly one year). It was foun at T L‘ﬁ\i{d effective
[
. - 9 X
methodology in stimulating language learning in re classes, g g'this'tydents
more power in deciding their roles in ities,

-gro ging\&dents to

o - : R4
practice their language within the classro an marlaigln eani the purpose
of language learning. Additionally, th\%l allows téaehers @pt the textbooks

to suit the level of the students. % \T ,<\
N
([ A Q(?
Moreover, Al-Issa (2& ducted~qua ativﬁ&?earch to discuss three foci
N . :
al aspects LT, with particular attention

of the economic, politi alvcult l
f Om’

toward the Sultanate o . Thes idre English in Oman, ELT inside the Omani

education systerr@dT oltside f the @mi education system. The study was

N
based on tri§g}§'on ata fro :l'ar'@%/ official texts and relevant literature. It

man |has ra nglish and placed it at the heart of its
4
educafwanning. It als f(@: however, that teachers graduating from Sultan
0S

AN

ed that resources apportioned to foreign language education at present are

Qow satisfactory and hinder communicative language learning and teaching largely.

ge

——

%

concluded:

O“

niversity lack the lafguage and methodological competence. Moreover, it
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However, there is a decent number of well-equipped private universities and colleges

in Oman at present. Unfortunately, none of these institutes is accredited. T

Furthermore, El-Okda (2005) conducted a descriptive study to bght on
EFL student teachers’ thoughts about teaching reading. A total of ent teachers
of English were selected from Sultan Qaboos University (SQU&& semester
i w.’t was found that
student teachers’ believe that reading texts in EL !
contextualise language items and not to practice reading sub-skills. It
that student teachers of English believe that read%vels hfolp nl rnin' Vv\)t?ds and

ggr

liev ttgr\t, presenting

of their teacher preparation programme and were inte

structures. Moreover, the majority of student teaChers §N\
the letters of the alphabet confuses you@wen.

seem to believe that learners need to understand sh\m

The research found that student t eaof R\%v
i

9 Q—
lly, the resﬁ@hdicated that self-initiated
practical arguments for,or against each decisi ln latively infrequent despite all
attempts made to encoura;ahemto\' S practical arguments as possible in

onal dent teachers

(¢]

o@he words in a text.

li Ve(t;h)at reading novels are for

learning words and structur

N O O
T %Al arwani J:ln(t_/ 1-Mekhlafi (2014) conducted a quasi-
IE;

Mo
NS
experin’% dy fo.i ?igate@e effect of service learning on EFL student

teac nglish language pro@é’ ncy in a pre-service teacher education programme
\bn N

a Qaboos University. A total of 61 student teachers were selected from the

College of Education at Sultan Qaboos University and were divided into experimental

nd control groups. The findings show that the student teachers in the experimental

group outperform those in the contrast group in all language components tested by the
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TOEFL and the oral examination. It was also found that comparison of the

experimental group results in both tests between pre and post-intervention re?l!a

significant improvement that can be attributed to the service learning ex@%. Al

the study concluded that there is an overall improvement in the langug&formance

of the student teachers as a result of the service learning intervention.q

Q)

Al-Jahwari and Al-Humaidi (2015) conducte Wriptive study to
investigate three most important aspects related to pxi owled e'in EEL reading
comprehension in Oman: teachers’ view of thejrole of p 10;\2@;&&%%
instructional strategies they use for activating ents’ prlo led@nd the

b

difficulties they face when activating students

Omani teachers were selected from s1xti%N en

At tQ‘of 217 EFL

as1cqi cation teachers

in Batinah North Region for the academic year 2 9 2

d KQ interviewed using

a questionnaire, an observation ¢ %, aa c % interview. The result
of the study showed a stro e ment rol prlor knowledge in text
comprehension, a hea e nce onfa li e er of techniques and a clear
attribution of the dlfﬁC%O so% aG' aﬁ@e ts’ limited linguistic competence

and lack of ad ate ea;@ung schema theory and its instructional
techniques. [ 11 f t eﬁndl mplications for EFL teachers, in-service
teacherst n f cu ﬁfelopmen‘[ are given.

Alssa (2014) condu@’a descriptive study to investigate the factors that

EFL motivation in the Sultanate of Oman from a critical perspective. It
gulates data from semi-structured interviews made with different informants
volved in the Omani English language teaching (ELT) system and representing

different social, cultural, and academic backgrounds, the Philosophy and Guidelines



70

for the Omani English Language School Curriculum. The result of this study has their

direct and important implications for other similar F/EL planning and policy co 4

Al-Mahrooqi (2012) conducted an exploratory research design hrstand
why public school graduates are poor in English since this will re investment in
foundation programs and produce higher education graduzw a level of

proficiency required by the local and international job ma ethy sample was A

100 tertiary education students were selected from boﬁ?rsity and

interviewed using a qualitative questionnaire. Thegstudy concluded iﬁ@ors
aét}

em its international status and

4

must encourage students to learn English by sho

Y

its importance for their future education and em

&

Thus, it can be concluded that%)ous studi he fact that most

students at Omani schools and ur%ties are\ﬁ%t ,@h difficulties in EFL

N
reading. Therefore, the Mini ducation ma@ould analyse the grade

twelve reading curriculum %heol a oun@lignment to investigate how
0

it prepares students fo% priatelleve 0}‘ ‘c103®‘nic reading skills required at the
4 ((/

university level as as inveit Me alig t of the theoretical grounding of the

curriculum. Allprevious studi id'not 1 to these issues in Oman. However, it is
¢ Q‘z
urgently ne to do so ic{la@i Oman EFL grade twelve, as the Sultanate
é t' NS
of Oman is,a developi try tl@las highly judged the importance of English as

an i tional language and ievement tool for various purposes.
guag { purp

S

This section described the English language curriculum for government

schools in the Sultanate of Oman since 1998. The curriculum for grades one to ten is
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called English for me and grades eleven to twelve engage with English. 1t is
periodically revised to incorporate changes in educational philosophy and gov&?t
policy. The purpose of this document is to: %\

* Provide rationale for English language curriculum deve&t in the

Sultanate of Oman. Q

* Outline the aims and objectives of English language?l. um in the basic
and post-basic education system.

¢ Qutline the progression and continuity in the opment 1‘1istic and

o : N
non-linguistic skills and concepts in the@ lang jrr‘cu from
N

4
grades one to twelve. Y. \
* Act as a framework for subsequewd cu'i"iiculu dev@nent for each

grade level.

* Provide a background for L%rs anﬁsic @rs to assist in making
o e,
decisions about future cs. q &

\
The curriculum framecrk 1§ the basi’ for ¢ c@ook design. Therefore, it was
to

considered as of Valex ly e\t]é 1ng‘-%ﬁjiculum by examining its objectives
and outcomes to &a od
Thi ct;'a has

O

|

A = i | o
w\literatuire that investigated the issues associated with

eV
\
e ;t Omgn (pls aﬁ. niversities. The research concentrates on Omani

readin

EFAﬁonal policy regard@he school level, the higher and university education

%\,the approaches to Omani EFL/ESP secondary curriculum, and reading issues
e

N,

university students at Omani universities are confronted with difficulties in EFL

de ther it ptepares students for the university level.

Omani upper high school level. The literature pointed out that most of the

reading.



