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Abstract

This study investigated the core difficult reading strategies for the first-semester EFL
students at the Department of English at the Faculty of Education at the University of
Benghazi. It aimed to identify the primary reasons behind these difficulties and determine
whether different teaching approaches were effective in helping students overcome their
reading difficulties. Grounded in a positivist paradigm, the study collected quantitative
numerical evidence through conducting a questionnaire and a true experiment. Findings
revealed that the ability to derive meanings from complex words through their
components emerged as the most difficult reading strategy, deducing the meanings of
new words through contextual clues and identifying main idea questions ranked as the
second most difficult strategies. Answering detailed questions was third in terms of
difficulty, while accurately identifying implied detail questions was found to be the least
difficult among the assessed strategies. The results also indicated that a lack of knowledge
of appropriate application of reading strategies contributed to students' reading
comprehension difficulties. Therefore, the study has proposed an integral learner-
centered reading model. The effectiveness of this designed model was tested during the
study experiment. The results of paired samples T-tests and ANOVA conducted using
SPSS indicated that both the control and experimental groups demonstrated
improvements in their reading comprehension abilities. However, the experimental group
achieved superior results compared to the control one. Additionally, the study provided
recommendations to inform stakeholders, learners, teachers, curriculum designers,
decision-makers, and future research to develop teaching and learning English language

reading skills.

Keywords: reading strategies, EFL contexts, teacher-centered approach, learner-

centered approach



Chapter One
Background to the Study

1.1 Introduction

This chapter serves as an introductory framework for the study, articulating the rationale
that underpins this research. It identifies the core problem the study seeks to address,
while also outlining its objectives, significance, and research questions. Furthermore,
the chapter contextualizes the research by presenting an overview of the current status
of teaching English as a foreign language in the context of the study. The chapter
concludes with a presentation of essential definitions that will be encountered
throughout the thesis, thereby setting the stage for a comprehensive understanding of

the subsequent content.
1.2 Rationale of the Study

Reading is the most robust and crucial skill for learning English (Eskey, 2005; Graner,
1987; Nuttall, 1982), as English has become the predominant language of international
communication in various domains, including business, science, technology, and
entertainment (Crystal, 2011). Proficiency in reading English is now essential for both
native and non-native speakers. In fact, with English emerging as the global lingua
franca, the ability to read in English has become a cornerstone of modern life, playing a
vital role in navigating the world and accessing opportunities in the international arena.
A report by the British Council (2013) found that English was the most widely used
language in global commerce and online communication, with more than half of all
websites featured English as their primary language. It is the language of education and
serves as the medium of instruction in many universities globally (Verghese, 2007). The
majority of renowned universities worldwide mandate English proficiency or the
completion of international English examinations such as TOEFL or IELTS for
admission. Consequently, acquiring and utilizing skilled reading of English has become
an imperative and fundamental element for students' success in this interconnected

world.

Given this pivotal role of English as the language of globalization, reading in English is
crucial for engaging with the global community and accessing the wealth of information
and resources available in this language. Proficiency in reading English unlocks access
to a vast reservoir of knowledge, empowering students to stay informed about global

1



events and advancements. The ability to read English plays a significant role in students'
academic success (Azeroual, 2013) and is becoming increasingly essential in higher
education (Najeeb, 2013). It is vital for students to engage with the international
academic community, collaborate on research projects, and access the wealth of
scholarly resources available in English. Furthermore, skillful reading in English
enhances students' employability and career prospects, as it is often a prerequisite for
many high-skilled jobs in the global marketplace. Therefore, developing proficiency in
reading English has become a priority for many educational institutions and
policymakers to ensure academic and professional success for individuals in this
increasingly interconnected and English-dominant world.

Libya is part of this interconnected world, and there has been a growing tendency
among Libyans to learn English, as they recognize the language's significance in
securing work opportunities overseas and enhancing their employment chances. Many
Libyans view reading in English as a skill that everyone must possess to survive in this
world (Al-Beckay & Reddy, 2015). In Libya, English is primarily presented as a foreign
language, and its teaching and learning have undergone several dynamic phases
influenced by the country's political landscape. These unstable stages have, in turn,
affected the overall teaching of English in Libya and, more specifically, the reading
proficiency of Libyan EFL learners. These issues are discussed in the subsequent

sections of this chapter.

As an EFL teacher, the researcher of this study agrees with Eskey (2005) and Nuttall
(1982) who believe that teaching reading is a vital area of investigation because the
ability to read both academic and non-academic materials is considered one of the most
important skills that EFL students need to acquire. In EFL settings, reading remains the
primary skill on which learners focus to expand their knowledge and explore the
English language. The ability to read is essential for learners in these settings to develop
their English proficiency and access critical information that they use in various aspects
(Melandita, 2019).

The rationale for this study came from a review of research on EFL reading
comprehension strategies. Reading is a significant topic that has drawn the interest of
many researchers who have emphasized the need for better instructional methods that
focus on effective reading strategies to improve EFL reading skills, both globally
(Palaming, 2018; Abdul Samad, 2017; Alharbi, 2022; Alotaibi, 2022; Qrgez & Rashid,
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2017; Al-Jamal et al., 2013; Dallagi, 2021; Zayyad, 2009) and more specifically in
Libya (Abosnan et al., 2020; Alagoriya & Elraggas, 2022; Elashad, 2018; Ghwela et al.,
2017; Alghail & Mahfoodh, 2016).

In Libya, there has been a gap in the literature regarding reading comprehension issues.
Some studies had explored whether extensive reading courses could help students, but
they did not investigate the underlying causes of reading problems (Alagoriya &
Elraggas, 2022). Other research focused on specific reasons for these reading
difficulties but did not provide any practical solutions to be practiced in classrooms
reality (Alghail & Mahfoodh, 2016; Benrabha, 2015; Ghwela et al., 2017). Additionally,
while some studies highlighted the importance of reading strategies, they did not
explain how to apply these strategies in real classroom or suggest methods for
improvement (Algwil, 2024; Rashed, 2016; Elbleazi, 2006; EImahjoub, 2014). Overall,
this review shows a need for comprehensive instructional approaches that address both
the causes of reading difficulties and practical solutions for their implementation.
Consequently, the rational for this research was to fulfill the gap found in literature by
conducting a comprehensive multi-dimensional investigation for EFL reading strategies.
It examined the nature of reading difficulties, the extent of application of reading

strategies, and solutions for these difficulties.

In conclusion, the rationale for this research was to present insights that could be
employed to improve both the theory and the practice of teaching reading in the Libyan
EFL context in particular, and in other EFL contexts in general. This included
identifying reading difficulties, understanding their causes, and developing effective
teaching strategies to improve EFL students' knowledge and use of different reading
comprehension strategies, as well as providing opportunities for further research to be

conducted.
1.3 Statement of the Problem

The issue of reading comprehension among Libyan EFL students is of a significant
concern among Libyan researchers. While some noted that "reading is a skill which
everyone must have to survive in this world" (Al-Beckay & Reddy, 2015, p.1), others
stated that in Libyan classrooms "there is no space for teaching reading strategies in
order to read for comprehension” (Abosnan et al., 2020, p. 47). These two conflicting

statements from Libyan researchers acknowledge the problem of reading



comprehension in the Libyan context. Research has consistently indicated that Libyan
EFL students demonstrate inadequate reading comprehension abilities and a deficiency
in effective reading strategies (Aboshan, 2016; Elbleazi, 2006). Notably, the reading
competence of EFL Libyan students falls below acceptable levels (Rashed, 2016),
accompanied by a notable lack of motivation and interest in learning the language
(Algwil, 2024). Together, these findings reflect the state of reading comprehension

abilities among Libyan EFL learners.

The effectiveness of students' reading abilities is heavily influenced by the teaching
methods employed. Libyan EFL teachers had continued to rely on outdated and
ineffective teaching methodologies (Azzouz & Ben-Taleb, 2020; Belazi & Ganapathy,
2021; Omar, 2020; Omar, 2025), which had adversely impacted English language
learning outcomes, leading to students achieving low levels of proficiency (Orafi, 2022;
Wheida, 2023). It is the teachers who plays an important role in enhancing students'
knowledge and confidence, which are essential for improving reading strategies
(Abosnan, 2016). However, many Libyan EFL teachers lack the competence to
effectively teach modern reading skills, with some researchers noting that their practices
were outdated and did not adequately address the teaching of reading skills and
strategies (Wheida, 2023; Elmadwi & Shepherd, 2014). They follow inappropriate
instructional reading strategies that limited their students' reading abilities (Al-Beckay
& Reddy, 2015), and did not employ reading aids in their classrooms to improve their
students’ performance in reading (Zeat, 2020). Even if those EFL teachers were aware
of reading strategies, they had problem in connecting theoretical knowledge with
practical application of reading in the classrooms (Abosnan, 2016). Most of Libyan
"teachers spent less time teaching reading techniques and encouraging the use of
reading strategies than they did teaching things other than reading” (Elashhab, 2018,
p.2). All in all, research in EFL reading indicated that the majority of Libyan EFL
teachers relied on traditional teaching methods in presenting English in classrooms, and
their methodology was outdated (Bagigni, 2016; Belazi & Ganapathy, 2021; Mohamed,
2016; Omar, 2020; Omar, 2025).

The researcher of this study has observed these issues related to Libyan students'
reading abilities, noting specific problems in their performance concerning English
reading strategies. These observations prompted her to choose this topic for

investigation. Given that the relationship between reading instructions and students'



outcomes is evidently influenced by the teaching methods employed (Azzouz & Taleb,
2020), it is essential for teachers to be fully aware of how to present reading skills and
strategies in a manner that places students at the center of the learning process to foster
a sense of responsibility among them to engage and interact with English reading texts.
There is an urgent need for research to identify the root causes and understand the
teaching strategies employed to help overcome these reading problems among Libyan
EFL learners. Therefore, this study aimed to address this problem by investigating it
from three interconnected dimensions: identifying the most difficult reading skills
among EFL students, understanding the underlying reasons for their reading obstacles,
and providing solutions to overcome these challenges.

1.4 Aims of the Study

This study aimed to investigate the core English reading comprehension difficulties
experienced by Libyan EFL students. The investigation sought to identify the
underlying reasons for these difficulties and to determine the effectiveness of both
learner-centered and teacher-centered instructional approaches in assisting EFL students
in overcoming their reading difficulties. The study aimed to answer the what questions
related to the reading difficulties faced by EFL Libyan students in the Department of
English at the Faculty of Education at the University of Benghazi.

1.5 Research Questions

The foundation of any study lies in the formulation of its research questions. These
questions play a crucial role in guiding the researcher's actions during his/her research
framework. The precision of the research questions also determines the specific unit of
analysis in the study; therefore, it is essential for the research question(s) to be focused
and carefully determined (Yin, 2009). Based on the literature discussed in the above

sections, this research sought to answer the following research questions:

1. To what extent the first-semester students in the Department of English at the
Faculty of Education at the University of Benghazi use reading strategies to
overcome their reading difficulties?

2. What are the most difficult reading strategies that the first-semester students in the
Department of English at the Faculty of Education at the University of Benghazi

encounter in comprehending English reading texts?



3. What effectiveness do teacher-centered and learner-centered approaches have in
assisting the First-semester students in the Department of English at the Faculty of

Education at the University of Benghazi to overcome their reading difficulties?
1.6 Significance of the Study

This research came in response for the constant demands for more research that focused
on reading strategies among EFL Libyan students (Alagoriya & Elraggas, 2022; El-
Mezughi, 2021; Ghwela et al., 2017; Omar, 2018), and the call for motivating EFL
Libyan teachers to refine their teaching methods and enhance their professional
qualifications (Elramli, 2023).

This study would provide an important contribution to EFL English instructors in
general and EFL Libyan teachers in particular to establish and find innovate
instructional methods to be applied in teaching reading comprehension to help students
overcome their English reading comprehension difficulties. This contribution could be

summarized in two points:

1. Theoretically, the results of this research are expected to aid in identifying the
difficulties that Libyan EFL students face in their reading comprehension abilities
and to understand the underlying reasons for their deficiencies in this area. This
research is considered to be significant as it would provide insights into the factors
contributing to students' difficulties in comprehending English texts, allowing for
practical solutions accordingly.

2. Practically, this research provides EFL teachers with practical and useful insights
into effective reading instruction within the classroom reality. It aims to
demonstrate how reading activities could be implemented in EFL classrooms in a
manner that places learners at the center of the teaching process. To accomplish
this, the study offers a practical model for implementing learner-centered teaching
strategies in EFL reading classes. This model would enhance teachers' awareness

and encourage them to refine their instructional approaches.
1.7 Scope of the Study

The scope of academic research is defined as the boundaries and parameters within
which the research is practiced (Merrican, 1998). A clearly defined scope of any
research ensures that the research is focused, manageable, and feasible within specified

parameters (Merrican, 1998). Amongst the four language skills (listening, speaking,
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reading, and writing), the scope of this study was restricted to the investigation of the
reading skills. It was limited to the investigation of the reading strategies employed by
the first semester EFL students in the Department of English at the Faculty of Education
at the University of Benghazi in the eastern part of Libya. The scope of this current

study was centered in the Libyan context.
1.8 Context of Study

Libya, the context of this study, is the fourth largest country in Africa, bordered to the
north by the Mediterranean Sea, to the south by Chad and Niger, to the east by Egypt
and a small portion of Sudan, and to the west by Tunisia and Algeria. The climate in
Libya is predominantly arid and hot, with the coastal areas experiencing a milder
climate (Buhlfaia, 2006). Winters are characterized by wet and cool conditions.
Generally, days across the country are warm or hot, while nights tend to be cooler.
According to Buhlfaia (2006), Libya experiences only two seasons: a mild winter from
November to April and a hot summer from May to October. The primary distinctions
between these seasons lie in variations in daytime temperatures and shifts in prevailing
winds. The dominant winds, known as "Ghibli," originate from the south and are dry,
hot, and laden with dust and sand, particularly prevalent during the summer months
(Buhlfaia, 2006).

Covering a vast land area of approximately 1,759,540 square kilometers, Libya has a
population of 6,931,061 according to preliminary results from the General Census of
2020 (General Information Authority, 2024), the majority of whom live mainly in the
northern part of the country. Agnaia (1996) noted that Libya is a bilingual nation, with
Arabic and Berber as the primary languages spoken. The Berber-speaking population,
which is a minority, resides mainly in the cities of Zuwara and Yefren in the western
mountains of Libya, where they communicate in their language and pass it down to their
children (Agnaia, 1996). In contrast, Arabic serves as the sole official language of Libya
and is the medium of instruction in the education system, differing from the various

dialects spoken across different regions of the country (Elabbar, 2016).

With regard to foreign languages, English is the most widely used foreign language and
is emphasized significantly within the Libyan educational system (Omar, 2020). The
Libyan official educational framework places English alongside Arabic as a crucial

component of the learning process. English, in Libyan public classrooms, is presented



as a foreign language (Abosnan, 2016; Elabbar, 2011; Omar, 2014, 2020). The General
People's Committees of Education outlined several overarching goals for the education
system in Libya, including equipping students with proficiency in both Arabic and
English to facilitate effective global communication (GPCE, 2008, as cited in Owen et
al., 2019). Consequently, nearly every university and local school in Libya offers
English as a standalone subject, and English lessons have become a daily staple at all

levels of the Libyan educational system.

Libyans have recognized the significance of English. They have understood its role as
the dominant language in various sectors such as trade, commerce, banking, tourism,
technology, and scientific research (Kachru, 1992 in Bagigni, 2016). People in Libya
are now making every effort to acquire proficiency in English, which they were unable
to learn due to political factors (see section 1.7.1). Many of them are actively pursuing
opportunities to learn English, as it has become a language associated with prestige and
a mark of education. Teaching English has become a profitable business, with private
institutions offering courses at various levels, ranging from beginner to advanced,
emerging throughout the country. Private schools in Libya now emphasize the amount
of English instruction provided to students per week in their advertisements.
Furthermore, some Libyans who possess strong English communication skills and hold
certificates demonstrating their competence in the language have a greater likelihood of
securing good employment opportunities in companies and other sectors compared to
their non-English speaking counterparts’ countries (Bagigni, 2016). Consequently,
Libyans of all ages, including older individuals, are now actively seeking to learn

English realizing its vitality in life.

Despite this growing tendency among Libyans to learn English, recognizing its
significance in securing overseas work opportunities, the status of the English language
in Libya has undergone a series of dynamic transformations due to political reasons.
These political influences have significantly impacted the proficiency and command of
this global language among the Libyan people. The development of English language
skills, particularly in the domain of reading proficiency, has been affected by these
unstable stages, posing challenges for Libyan learners in their pursuit of mastering this
internationally dominant language. The subsequent sections offer a detailed
examination of the presentation of English as a foreign language (EFL) in Libya

throughout different political eras in Libya. This includes an overview of changes in



EFL textbooks, teaching methods employed, the status of EFL within the Libyan
educational system, and the characteristics of EFL classrooms in higher education

institutions.
1.8.1 EFL Presentation in Libya

The presentation of English as a foreign language in Libya has undergone a range of
dynamic stages due to political reasons. According to Elabbar (2016) and Mohamed
(2016), during the Gaddafi Era, the Libyan educational system operated under a top-
down decision-making structure, which led to the politicization of education. Most
decision-makers lacked sufficient qualifications, resulting in poor decisions that
negatively impacted the educational system at that period of time (Mohamed 2016).

As a result of some political circumstances during the Gaddafi's Era, the Minister of
Education made the decision No. 195/1986 to stop teaching foreign languages in Libya.
The government rejected the inclusion of foreign languages in the school curricula,
banning the teaching of English in schools and universities for nearly a decade starting
from 1986 to 1993. Teaching of English was resumed again in the year 1993 (Mohsen,
2014). Consequently, there was a gap of the seven-year period during which English
was not used in classrooms, outside of them, or anywhere else in Libya (Tomi, 2023). It
meant that a generation grew up without exposure to foreign languages. Furthermore,
access to the Internet was limited until 2002, restricting people's knowledge of other

educational systems and cultures (Mohamed, 2016; Omar, 2020).

In the mid-1990s, the Libyan government reintroduced English language teaching into
its educational system without a clear strategy (Mohamed, 2016). This process was
plagued by numerous challenges and problems, and the consequences of excluding the
English language began to emerge. According to Bagigni (2016) and Mohsen (2014),
the decision had far-reaching consequences, impacting the entire educational system. It
led to several issues, including low English proficiency among students, a shortage of
English language professionals, and English teachers being forced to teach subjects
outside their expertise. Additionally, the isolation from the global community was a
significant outcome. This decision, made in the 1980s, had lasting effects on the Libyan
educational system and the country's ability to interact with the outside world (Mohsen,
2014). Khalid (2017) noted that this decision was described as the most painful period

in the history of the Libyan educational sector, as it affected the education system for



many years. It is worth noting that the use of English in Libya’s official institutions
continued to be not permitted for dealings with the country’s legal system and for

transactions with the official administration in Libya until now (Bagigni, 2016).

According to Elabbar (2016), Libya has followed the 2011 youth movements across the
Middle East, commonly referred to as the Arab Spring. Benghazi, Libya's second-
largest city, witnessed a series of protests. Distrustful of his military, Gaddafi resorted
to hiring approximately 6,000 Sub-Saharan African mercenaries and ordered airstrikes
using ground attack jets and helicopter gunships against the demonstrators in Benghazi.
Despite these violent measures, the city was captured by the protesters on February 20,
resulting in the expulsion of pro-Gaddafi loyalists. In response to the escalating
violence, the Arab League initiated discussions with the African Union regarding a
potential no-fly zone over the country to protect protests. By August 2011, a significant
turning point occurred as revolutionaries from various Libyan cities, including Benghazi
and Tripoli, advanced toward Gaddafi's presidential compound, ultimately leading to
the downfall of his 42-year dictatorship. However, the battles between the Libyan
revolutionaries, NATO, and Gaddafi’s remaining forces continued (after August 2011)

in some cities loyal to him until approximately the end of 2011 (Elabbar, 2016).

The researcher has personally experienced these political changes and has been a
witness to all of these political dynamics. From the beginning of 2011, Libyans faced
serious and unpredictable political changes that greatly affected education overall,
especially in EFL learning. In cities at the heart of the protests, schools were closed for
months which has affected the learning process in general. Even after the National
Transitional Council announced that classes could resume and schools would reopen,
many public schools in areas like Benghazi in the east, Misratah, and Zwara in the west
were heavily damaged, making it impossible to continue education there. This situation
forced Libyan authorities to increase student enrollment in operational schools in other
less affected cities, leading to overcrowded classrooms. Other families preferred to take
their children to rural areas where schools had survived the damage just for final
examinations. Similarly, universities like Benghazi University were also severely
damaged, which led to classes being held in public schools during the evening hours.
Many families felt unsafe sending their children to these institutions due to worsening
security conditions and fears of retaliation from remnants of sub-Saharan African

mercenaries or Gaddafi supporters. Further, ongoing conflicts between various military
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groups, known as Al-Kataeb by Libyans, caused frequent explosions and blocked roads,
making it difficult for students to reach schools and universities. As a result, many

families limited their children's school attendance to only final exams.

Elabbar (2016) summarized the situation in Libya from 2012 to 2016, highlighting the
ongoing political and security challenges that led to a civil war among various factions.
This turmoil created unstable learning conditions and significantly affected educational
development, particularly in EFL instructions. Vandewall (2015) also pointed out that
Libya's educational programs struggle with inconsistent curricula and a shortage of
qualified teachers, largely due to inadequate development efforts and the ongoing
conflict. It is until 2024, these unstable circumstances persist, with periodic battles
prompting several embassies to issue warnings about the risks of attacks in the region
(Libya Update, 2024, April 13). And many families have chosen to leave the country
until stability is restored, further contributing to the shortage of qualified English

teachers.

In conclusion, Gaddafi's decisions to ban and then reintroduce English in Libya, along
with the country's complex political situation, have significantly impacted the quality of
English language teaching and learning in the Libyan education system. These changes
have influenced not only the availability of English textbooks but also their content and
format. The following section presents how these political dynamics have affected the

presentation and availability of EFL textbooks.
1.8.2 EFL Textbooks in Libya

Textbooks play a crucial role in foreign language curricula to establish a clear structure
and framework to follow (Ur, 1996). They are designed to incorporate diverse materials
such as reading passages, exercises, and assessments that cater to various learning
styles. They serve as the most effective means of providing the structure required for the
teaching-learning system, particularly during times of change (Hutchinson & Torres,
1994). In Libya, EFL textbooks have undergone a series of modifications, some of
which were driven by efforts aimed at development and enhancement, while others
were influenced by the political changes and dynamics occurring within the Libyan

context.

According to Hashim (1997) cited in Owen et al. (2019), the first English language
textbook series in Libya was titled Basic Reading Book written by L.W. Lockhart. The
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textbook was given to the preparatory level, and it was taught by teachers from other
nationalities such as Egyptians and Palestinians for four lessons per week for the whole
academic year (Orafi, 2008). In addition, the Basic Way to English book by KC Ogden,
which focused on teaching English through a vocabulary of 850 words, was used for
reading and comprehension exercises (Orafi, 2008). Owen et al. (2019) added that, in
the early 1960s, a new series was introduced to replace the earlier ones for the post-
primary stage, specifically for the 4th and 5th grades. This series, titled New Method by
Michael West, was written with an emphasis on Arab culture. It was used until 1957,
when it was replaced by a new textbook titled Modern Reader written by A. Johnson,
who was an English language inspector in Egypt at the time (Barton, 1968). This
textbook was based on the Grammar translation method, which emphasized learning
through reading vocabulary. In 1965, the Libyan Ministry of Education took a step to
change the system of instruction of the English language, and a new textbook series was
introduced, which was called English for Libya which was based on the direct method
(Barton, 1968). However, the curriculum was criticized for focusing on memorization
of isolated vocabulary and sentences, application of grammatical structures, and on
translating and understanding reading texts therefore, it was changed (Orafi & Borg,
2009).

In the 1970s, at the outset of Gaddafi's revolution, a new textbook called Living English
for Libya was introduced to two levels preparatory and secondary students, and it
focused on reading comprehension and grammar (Orafi, 2008). According to Mohsen
(2014), following the introduction of the initial textbook series, two new sets of English
language materials were introduced in Libya. The first, English for Libya, was authored
by Mustafa Gusbi, while the second, Further English for Libya, was co-authored by
Mustafa Gusbi and Roland John. These textbooks were designed to incorporate Western
cultural elements and topics to facilitate the teaching of English. The series, which
included three books Further English for Libya One, Two and Three, was accompanied
by workbooks and teacher's handbooks. The use of these materials became mandatory
for Libyan English teachers, who were required to adopt a Western-oriented approach to
teaching English. This series remained in use until the 1980s (Orafi, 2008). The English
for Libya textbook series was in use until Colonel Gaddafi directed the Ministry of
Education in Libya to implement decision No. 195/1986, which halted the teaching of
foreign languages, including English (Mohsen, 2014).
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According to Orafi (2008), in the 1993/1994 academic year, when the teaching of
English as a foreign language was reinstated in Libya, the English for Libya textbook
series being used across all levels of education. This was a deliberate decision by the
Ministry of Education to account for the years of English language teaching that had
been suspended. The same textbook was used for all levels to ensure that students were
at a similar level of proficiency (Orafi, 2008). Later, in the 2000/2001 academic year, a
new revised version of the English for Libya series was introduced for primary and
secondary levels (Orafi & Abdullah, 2022). This course was published by Garnet
Education Company (GEC) in the UK. This was followed by the introduction of another
textbook series for the third-level primary students in the 2005/2006 academic year.
However, this series was only used for one year and was then limited to 5th and 6th
primary grade students in the 2006/2007 academic year (Orafi, 2008). This decision
resulted in third-year students being deprived of English language instruction once
again, thereby extending the English language learning gap (Orafi, 2008). Gadour
(2011) argued that the curriculum taught in Libyan schools during this period was not
aligned with the skills students needed to thrive in life. As a result, the Libyan education
system failed to produce graduates with essential life competencies, including
communication skills and proficiency in foreign languages (Gadour, 2011).

Mohsen (2014) noted that the new version of the English for Libya textbook series by
GEC was designed to enhance communicative skills and increase vocabulary. Although
grammar and vocabulary were also covered in separate sections, the skills were meant
to be taught together communicatively. The book was divided into eight units, each with
a different theme, and the four language skills were integrated throughout the lessons
(Mohsen, 2014). Even though this new series of English for Libya textbooks were
designed to be taught using a communicative approach, they were taught by Libyan
teachers employing traditional teaching methods (Abushafa, 2014; Elabbar, 2011;
Mohsen, 2014; Orafi, 2008). However, from 2012 to 2016, Libya was engulfed in
political turmoil and security challenges that escalated into a civil war among various
factions (Elabbar, 2016). As a result, the new government did not prioritize educational
development, and the English for Libya series continued to serve as the primary
curriculum for teaching English as a foreign language, as Vandewall (2015) argued that
Libya's educational programs face significant obstacles, including inadequate

development efforts and the ongoing conflict have adversely affected teachers'
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instructional methods and their ability to manage fluctuating educational materials
(Vandewall, 2015).

Following the revolution on February 17, 2011, Libya's national curriculum underwent
significant changes to eliminate elements associated with Gaddafi, including his
symbols from the English for Libya textbooks. Mohammed Sawi, the director of the
National Curriculum Reform Office, stated that "we do not want anything that signifies
him, neither his name, his family, nor his symbols and signature green color” (Duncan
& Werman, August 14, 2013). As an initial step, a rapid purge of the most overt
symbols of his regime was implemented in schools and textbooks. This action was
intended as a temporary solution until Libya's transitional period concluded and a new
government was established (Duncan & Werman, August 14, 2013).

It was not until 2018 that the new government developed a series titled 21st Century
English for Libya (Orafi & Abdullah, 2022). This course systematically eliminated
references to Gaddafi's ideological expressions such as Al-Jamahiriya, Green Book, and
green coloring of Libya's maps, along with any imagery associated with him. The
content of this series was tailored to meet the needs of Libyan students, focusing on
relevant topics without political ideologies. According to the Libyan Ministry of
Education (2018), the series integrated a general English syllabus with essential 21st
Century skills, including study skills, teamwork, critical thinking, and problem-solving
skills that were crucial for students to thrive in today’s world (Ministry of Education,
2018). It is worth noting that the reprinted version of this book in 2020 was utilized in
this study to design the pre-test and post-test administered during the experiment of this

research (see Chapter Three).

Libyan EFL textbooks have been the subject of several research studies, emphasizing
the necessity not only to modify these textbooks but also to raise awareness regarding
the practical application and innovative methods for presenting them to EFL learners in
Libya. For example, Wheida (2023) noted that Libyan EFL teachers faced significant
challenges in effectively delivering the 21st-century skills outlined in the 21st Century
English for Libya textbooks due to a lack of essential resources such as language
laboratories and audiovisual aids which were crucial for effective language instruction,
and that many EFL Libyan teachers lacked the necessary experience and training to
teach these modern skills which complicate their ability to implement the new English

curriculum. Therefore, these teachers were expected to execute Libya's updated
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curriculum without teaching experience or specialized training in contemporary
educational methods (Wheida, 2023). Also, Tomi (2023) conducted an evaluative study
highlighting the need for modifications and improvements to the English for Libya
textbook series. She concluded that the cultural adaptations made thus far need to be
reassessed, as some English names had not been replaced with Libyan equivalents. She
added that the number of new vocabulary terms should be reduced and simplified, and
authentic materials that reflect actual language use by native speakers should be more
included enabling students to engage in a realistic language learning process. Orafi
(2008) and Tomi (2023) commented that to achieve these objectives, it was necessary to
increase the number of classes allocated for teaching the English for Libya textbooks
beyond the current four lessons per week. This adjustment would allow students to feel

more focused and relaxed during English lessons (Tomi, 2023).

However, other Libyan researchers argued that improving Libyan learners’ command of
English required a comprehensive understanding of the various factors that shape
classroom dynamics in Libya, rather than merely introducing new textbooks (Orafi,
2022). This perspective emphasized the need to recognize the roles and beliefs of key
stakeholders, including school principals, teacher educators, parents, inspectors, and
students, all of whom significantly influenced the educational environment.
Acknowledging and addressing these interconnected factors were crucial for fostering

an effective presentation of Libyan EFL textbooks in classrooms (Orafi, 2022).

In conclusion, a variety of EFL textbooks has been introduced into the Libyan
educational landscape, each embodied the educational ideologies and perspectives of
Libyan politicians throughout different historical periods. Following the stabilization of
the country and the end of civil conflict, Libyan authorities have made significant
efforts to enhance English language teaching and learning. Many researchers such as
Orafi (2022), Tomi (2023), and Wheida (2023) has continuously assessed and sought to
understand the interconnected factors influencing effective applicability of EFL
textbooks in Libya, all emphasized the necessity for training programs that equip
Libyan EFL teachers with modern pedagogical skills. Furthermore, improving resource
availability such as language laboratories and audiovisual aids, and fostering
community engagement were critical components. Understanding local culture and
addressing systemic challenges were essential for creating an environment to the
effective implementation of Libyan EFL textbooks (Orafi, 2022; Tomi, 2023; Wheida,
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2023). Methods employed by Libyan EFL teachers in teaching English and presenting
EFL textbooks in classrooms are briefly discussed in the following section.

1.8.3 EFL Teaching Methods in Libya

The instability of the political landscape in Libya had significantly impacted not only
the availability and presentation of EFL textbooks but also the presence of qualified
English language teachers. Gaddafi's decisions to suspend and subsequently reinstate
English instruction hindered the professional development of EFL teachers, as no
systematic teacher-training programs were established to update their teaching
methodologies (Mohamed, 2016), leading to students facing considerable challenges in
developing comprehension strategies and communicative techniques (Abushafa, 2014;
Orafi & Borg, 2009). Many EFL Libyan teachers struggled to resume their teaching
roles due to a lack of practical experience, while numerous university students at the
time were forced to study English with minimal foundational knowledge. Consequently,
upon graduation, these individuals entered the teaching profession with a limited
command of the language (Mohamed, 2016). This dire situation had prompted many
educators to urge the Libyan Ministry of Education to recruit foreign teachers from
countries such as Egypt, South Africa, and India, recalling past practices from the 1970s
and 1980s when educators from India and Ghana were employed in Libya to address

similar challenges (Mohsen, 2014).

According to Mohamed (2016), in the mid-1990s, when the Libyan government
reintroduced English language teaching into its educational system without a clear
strategy, this process was plagued by numerous challenges and problems. The state of
English language teaching in Libya during this period was summarized by UNESCO
(1996), known as follows: Libyan schools were deficient in utilizing educational media.
Although some institutions possessed overhead projectors, it appeared that teachers
lacked the necessary materials, such as printed or blank transparencies and suitable
pens, to effectively utilize these tools. Even when a new series of English for Libya was
introduced based on communicative principles, the learning objectives and teaching
practices remained far from being communicative due to an inadequate environment
and infrastructure. For instance, reading instruction was supposed to involve pre-
reading, while-reading, and post-reading activities, but it was taught in a traditional
manner. Academics observed significant differences between the intentions of the

curriculum objectives and their implementation by teachers (Mohamed, 2016).
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Mohsen (2014) stated that UNESCO played a significant role in providing extensive
support to Libya. This support primarily focused on the establishment of various
educational systems, including the establishment of higher teacher training colleges. In
the 2000s, a few brief summer training programs were arranged for English teachers,
however, their participation in these courses was minimal because: First, they lacked
awareness of the advantages of training and the timing of the courses did not align with
the teachers' perception of summer vacation (Mohsen, 2014). Second, these training
programs were ineffective because of the teachers’ cultural background which had a
negative impact on the process of these training programs (Gadour, 2006). Third, these
training programs were taught by university educators whom themselves lacked
experience in the way teaching works as noted by Elashab (2018, p.38) that "programs
were not successful as the teachers were more accustomed to the older techniques and
were not very responsive to the new up-to-date ones.” Moreover, training courses at that
period focused more on theory than practical application, and universities did not
provide pre-service or in-service training to help teachers bridge the gap between theory

and practice (Suwaed, 2011).

Following the 2011 revolution, the persistent political instability in Libya led numerous
embassies to issue warnings to their citizens about the dangers of remaining in the
country as regional tensions escalated (The Libya Update, 2024, April 13). This
situation had resulted in a significant shortage of proficient English teachers and a lack
of professional training courses for Libyan EFL educators. Consequently, Libyan EFL
teachers had continued to rely on outdated and ineffective teaching methodologies
(Azzouz & Ben-Taleb, 2020), which had adversely impacted English language learning
outcomes, leading to students achieving low levels of proficiency (Orafi, 2022; Wheida,
2023).

Because of this absence of effective teacher-training courses, traditional methods of
teaching English to EFL students continue to be employed in the Libyan educational
system, and many Libyan teachers were unaware of the relatively new approach to
language instruction (Abushafa, 2014; Belazi & Ganapathy, 2021; Hamid, 2010; Omar,
2020, 2025). Most EFL Libyan teachers emphasized achieving the curriculum's
completion as well as focusing on test-oriented instructions (Ahmed, 2018). The role of
Libyan EFL teachers primarily revolved around efficiently delivering information to

their students whose primary objective of education was to achieve excellent grades and
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successfully pass examinations (Alhmali, 2007), and there was limited awareness
regarding the most effective strategies for enhancing students' learning development
among EFL Libyan teachers (Abushafa, 2014; Alhmali, 2007; Wheida, 2023). This led
to inadequate English language proficiency among Libyan EFL students (Omar, 2014).

According to multiple Libyan researchers, traditional teacher-authority methods, were
widely used in Libyan EFL classrooms (Algwil, 2024; AlManafi, 2023; Azzouz & Ben-
Taleb, 2020; Belazi & Ganapathy, 2021; Elashhab, 2018; Elramli, 2023; Omar, 2020,
2025; Zeat, 2020; Zraga, 2018). Teacher-centered traditional methods such as the
Grammar Translation Method and the Audio-Lingual Method (thoroughly discussed in
Chapter Two) are still widely used for teaching English in Libya (Ahmed, 2018;
Elabbar, 2011; Mohamed. 2016; Mohsen, 2014; Orafi, 2008). These methods, where all
activities depend on the teacher and there is little opportunity for students to practice
their own skills and develop their reading abilities, tend to be preferable by most
Libyans as they are similar to the Quranic method, where learning depend on the Sheikh
(Abosnan, 2016; Al-Beckay & Reddy, 2015). The Sheikh reads aloud to everyone, then
students practice reading aloud, drilling, and memorizing what they have heard from
him several times (Alsadik & Abdulkarim, 2012). This method of teaching The Holy
Quran has significantly impacted the teaching of English as a Foreign Language (EFL)
in Libya, resulting in traditional EFL approaches characterized by a strong emphasis on
teacher authority and student passivity who predominantly rely on drilling and
memorization in various activities, including reading and grammar patterns (Abosnan,
2016).

Libyan EFL teachers are often more familiar with traditional teaching techniques and
may be less open to modern methods (Elashab, 2018). Many English teachers in Libya
base their approaches on personal beliefs about what best serves their students or what
aligns with their own educational experiences (Orafi & Abdullah, 2022). For instance,
EFL lecturers at national universities have the freedom to select their teaching methods,
as they are considered qualified professionals with advanced degrees like PhD or MA in
English language teaching (Elabbar, 2017; Suwaed, 2011). However, this autonomy
often results in the continued use of traditional, teacher-centered approaches (Algwil,
2024; AlManafi, 2023; Azzouz & Ben-Taleb, 2020; Belazi & Ganapathy, 2021;
Elramli, 2023; Omar, 2020; Zeat, 2020). Some researchers attributed this reliance on
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traditional methods to faculty regulations that emphasize teacher authority in the
classroom (Algwil, 2024).

In conclusion, the prevailing unstable political conditions in Libya, coupled with the
continuous exposure to conflict, had profoundly affected the presence of proficient EFL
teachers and the quality of EFL instructions. The lack of access to updated training
programs that allow EFL teachers to enhance their teaching practices with more
advanced and innovative methodologies has severely compromised the quality of
education and the learning outcomes within the Libyan EFL context. The impact of
Libya's unstable political situation has also extended to the overall physical conditions
and characteristics of EFL classroom environments for teaching and learning English as

a foreign language, as it is described in the following section.
1.8.4 EFL Classrooms in Libya

Classrooms are the physical environment where teaching takes place (Stahl & Kuhn,
2002). Educators commonly believe that the physical environment and availability of
facilities in classrooms greatly influence the teaching quality. Factors such as
comfortable furniture, well-ventilated and brightly lit classrooms, and access to
resources like smartboards, computers, projectors, audiobooks, language laboratories,
and internet connectivity all contribute to effective teaching instructions and learning
outcomes. However, the consistency of availability of these resources in Libyan EFL
classrooms has been unreliable, largely due to the continuous outbreaks of conflict at

various times.

In this section, the researcher reflected on her extensive experiences and observations of
the conditions in the Libyan public EFL classrooms throughout her teaching and
learning career. She has attended these classrooms as an EFL student and an EFL
teacher in the Department of English at the University of Benghazi for more than two
decades. During this period of time, she has experienced the conditions of Libyan EFL
classrooms across two significant political transitions that has profoundly impacted the
infrastructure of these classrooms: First, the Gaddafi era when the researcher was an
EFL student for seven years while pursuing her bachelor's and master's degrees in the
Department of English at Garyounis University (now known as University of Benghazi
after Gaddafi's overthrow). Second, the Revolution of February the17" in (2011) when

she has served as an EFL lecturer at Libyan Universities, and she has enrolled in a Ph.D.
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program returning back as an EFL student in Libyan classrooms for four years leading
up to the writing of this research. This extensive experience as an EFL student and
lecturer has equipped her to provide a comprehensive perspective on the realities and

conditions of Libyan public university classrooms.

The researcher's knowledge and observations of the conditions and characteristics of
Libyan classrooms formed the basis for collecting information relevant to this section.
The researcher made field notes based on her observations; thus, this approach
constituted an anthropological participant observation study. One of the drawbacks of
using this type of observation is that it is limited to the researcher's own experience,
representing a one-person perspective (Walliman, 2006). However, the researcher is
confident that the findings accurately reflect the real conditions and realities of Libyan
EFL classrooms, aligning with the knowledge of any EFL teacher or student who has
studied or taught at Libyan local universities. To enhance the validity of the information
presented in this section, the researcher shared her observational notes with four Libyan
EFL Ph.D. students, all of whom had completed their bachelor's and master's degrees in
Libyan EFL classrooms and were currently lecturing at public universities. This
collaborative review aimed to verify the content and relevance of the descriptions
regarding the conditions of Libyan EFL classrooms presented in this study. All four
consulted lecturers concurred with the description of the state of Libyan EFL

classrooms provided in this section.

It is important to note that by the time this research was compiled, changes in Libyan
classrooms may have occurred due to the new government's efforts to rebuild and
maintain Libyan universities following the overthrow of Gaddafi's regime.
Consequently, inevitably some of the information presented in this section may be

subject to change very shortly.

EFL classrooms at the University of Benghazi during the Gaddafi era were
characterized by their large size, typically accommodating 90 to 130 students in each
class (Elabbar, 2016), especially in first-year classes that experienced an influx of new
students from secondary schools. Class size, defined as the number of students assigned
to a single instructor (Mosteller, 1995), could significantly hinder effective teaching
practices and reduce opportunities for interaction and collaboration among students and
teachers (Sarwar, 2001). In large-sized classes, increased noise levels and disruptive

behaviors lead to limited the range of activities that a teacher could implement within a
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constrained timeframe (Ehrenberg et al., 2001). Most Libyan EFL teachers had
difficulty in managing and controlling big classes, and they could not evaluate all
students in large class (Abu Habil & Abu Lifa, 2020). This issue was particularly
pronounced for Libyan EFL teachers, especially in lectures where student groups
exceeded 80 individuals per a class. Such lectures were typically conducted in large
auditoriums equipped with microphones and air conditioning to accommodate the high
number of students; however, this format often resulted in a lack of group work or
interaction due to the sheer volume of attendees. Other EFL classes, which were slightly
smaller in size, were held in soundproof teaching rooms that feature wide, airy windows

without curtains or air conditioning.

Also, during the Gaddafi era, students were seated on wooden chairs attached to small
tables, allowing them to write notes comfortably. Blackboards were present in these
rooms, but teachers had to bring their chalk and erasers if they wanted to use the board,;
some lecturers could not afford these supplies due to low salaries (Algwil, 2020),
leading them to rely solely on oral presentations without utilizing the board. Listening
and speaking classes were conducted in soundproof language laboratories that were
once well-equipped with essential audio-visual resources and microphones for language
practice. Unfortunately, these EFL classrooms, auditoriums, and laboratories were not
regularly maintained or cared for during the Gaddafi era, resulting in damage that
adversely affected the teaching and learning process and ultimately impacted both

student and teacher outcomes.

Classrooms at Benghazi University experienced severe deterioration during the
overthrow of Gaddafi, particularly following the 17" of February Revolution.
Universities and schools became battlegrounds, resulting in severe damage to facilities,
including language laboratories, auditoriums, soundproof classrooms, the central
library, and administrative buildings. Consequently, academic activities at the university
were temporarily suspended. In response to this crisis, Libyan authorities and the
university administration decided to convert dormitories into classrooms for teaching
purposes. Various university departments relocated to these accommodations, while
others resumed their educational activities in public schools that had been restored from

damage, operating during evening hours.

Since that time, and continuing until the writing of this research, EFL teaching at the

University of Benghazi has been conducted in basic infrastructure classrooms.
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Similarly, in the case of the Faculty of Education, the setting of this study (see Chapter
Three), although located outside the campus, EFL classrooms typically share the same
conditions as those at Benghazi University. Classes consist of wooden desks,
whiteboards, large windows, and white lamps. Desks in the classroom are typically
designed as twin benches accommodating two students seated together or as single
chairs linked to individual tables. However, in many instances, the number of available
desks is insufficient for the total student population, resulting in many students having
to search for additional desks in other rooms, often consuming the first fifteen minutes

of the lecture.

In Libyan EFL classrooms, teachers primarily use standard whiteboards instead of smart
boards, which mean they write with erasable markers. However, sometimes lecturers
forget to bring these markers, leading to writing accumulating on the boards over
several lectures and creating a messy appearance. As a result, some lecturers choose to
rely on oral presentations or explanations instead of using the board. When writing is
necessary, information is often spelled out or dictated for students to transcribe,

especially if the board is not clear enough for effective learning.

The number of students in EFL classrooms remained high after the 17th of February
Revolution, usually ranging from 35 to 45 students per class. This situation placed
significant pressure on Libyan EFL teachers, who often feel overwhelmed by the large
enrollments. As a result, they frequently lack the time to reflect on and assess student
performance or to offer individualized feedback (Abu Habil & Abu Lifa, 2020).
Consequently, many students struggle to understand the quality of their performance
and do not receive enough guidance to improve their communication skills (Asswail,
2020; ElI Mezughi, 2012; Omar, 2020; Zraga, 2018). The large class sizes and time
constraints force Libyan EFL teachers to focus on certain skills while neglecting others
(Wheida, 2023).

Furthermore, Libyan EFL classrooms lack air conditioning, which is essential given the
climate conditions in Libya. The weather features hot, dry summers accompanied by a
hot, dust-laden wind from the desert, referred to as The Ghibli, along with mild winters
that occasionally bring rainfall (Bagigni, 2016; Buhlfaia, 2006). In addition, most
lectures are scheduled for early morning and afternoon hours, coinciding with peak heat
periods. These high temperatures, combined with the lack of air conditioning and the

large number of students in classrooms, significantly hinder academic performance and
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outcomes for both teachers and students, particularly during excessively hot days
(Mosteller, 1995; Will, 2022). This situation leads to a constant need to open windows
for fresh air. However, opening classroom windows increases external noise entering
the classrooms, making it challenging for both teachers and students to concentrate
during lectures (Asswail, 2020). In many instances, students seated at the back of the
classroom could hardly hear their teachers at all with the windows open. Furthermore,
the absence of curtains on the windows distracts students by allowing movement from
individuals outside to be seen, while passersby often peer into the classroom. This
disrupts the concentration of both teachers and students and frequently interrupts the
flow of ideas during discussions, hindering student interaction. For the sake of honesty,
it is important to note that in the summer of 2025, the researcher, who is part of the
teaching staff at the University of Benghazi, observed that the administration equipped
every classroom with one air conditioning unit. Unfortunately, these units are very weak
and do not cover the entire area of the room, especially with a large number of students.

Additionally, electricity is often unavailable in Libya.

Essential resources, such as audiobooks and visual aids that could enhance student
engagement and facilitate comprehension, are largely unavailable in Libyan EFL
classrooms. Although some lecturers make personal efforts to incorporate these
resources, they frequently face challenges related to electricity supply, as power outages
are common in Libya. Additionally, some electrical sockets in classrooms are damaged,
necessitating that teachers occasionally change rooms to find functional outlets. This
situation often results in the need to relocate students from one room to another,
ultimately wasting valuable time during lectures. Furthermore, some Libyan EFL
teachers express concerns that these devices are cumbersome and overwhelming to
transport daily, while others cannot afford these costly electronic tools due to their low
salaries. The lack of these essential resources negatively impacts teaching and learning
outcomes, complicating the implementation of updated instructional methods and
hindering efforts to promote interaction and engagement in the classroom (Abushafa,
2014; Wheida, 2023; Zeat, 2022; Zraga, 2018).

Internet infrastructure in Libyan EFL classrooms at public universities is inadequate (El
Daibani & Elfeitouri, 2025); access is often limited to personal devices that students and
lecturers must charge themselves. This lack of reliable internet access poses a

significant barrier to enhancing research capabilities among teachers and students. The

23



ability to utilize online resources, such as educational videos on platforms like YouTube,
can greatly enrich the teaching and learning process (UNICEF, 2020). Improving
internet infrastructure is essential for facilitating better educational outcomes and

fostering a more interactive learning environment in Libya.

Finally, factors such as the comfortable physical environment, availability of facilities
and resources play crucial roles in fostering interaction and facilitating engagement
among EFL learners. In other words, the absence of essential teaching tools such as data
projectors, language laboratories, libraries, reliable internet connections, electricity, and
electronic boards restricts the learning process for students and lecturers alike and poses
significant challenges to the implementation of updated teaching methods in Libya
(Algwil, 2024; El Daibani & Elfeitouri, 2025; Wheida, 2023; Zeat, 2022; Zraga, 2018).

1.8.5 The Educational System in Libya

Generally speaking, the Libyan educational system comprised six years of primary
school, three years of intermediate school, three years of secondary school, and four to
six years of university education. Education in Libyan public schools and universities is
provided free of charge for citizens up to the undergraduate level, including
postgraduate courses, and both primary and secondary education are mandatory. During
Gaddafi's regime, English was introduced in the fifth year of primary public school and
was taught for three hours a week until the end of secondary education (Mohamed,
2016). However, following the events of 2011, English is taught from the first year of
public school, with each class receiving three to five lessons per week. In Libyan
national schools, a typical school week allocates more instructional time to Arabic than
to English; Arabic is the medium of instructions for other subjects and is commonly
used in daily interactions, while English is primarily confined to English language

classes only (Ghuma, 2011).

The educational system in Libya is characterized by a highly centralized and complex
hierarchical structure. The General People’s Committee (GPCE) is responsible for
managing and controlling the entire system. Consequently, all decisions regarding
funding, school distribution, teacher employment, school admission regulations,
curriculum development, examinations, and inspections are made by policymakers and
university staff at the top of the hierarchy. This structure is illustrated in the hierarchy

outlined by GPCE. Table 1 below provides a detailed illustration of this educational
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hierarchical system for enrolling Libyan learners from kindergarten education to High

education.

Table 1: The Hierarchy Structure of the Libyan Education System

Stage Duration Grade Age

Kindergarten 2 years 4-5

Primary 6 years 2,3,4,5and 6 6-12

Preparatory 3years 7,8and 9 13-15
Intermediate-Education Secondary 3 years 10, 11 and 12 16 - 18
University Education 4 - 6 years 19-23

Higher Education Post-Graduate MA, 1 - 3 years 24+

Ph.D. studies

Note. This hierarchy structure of the Libyan Education System was adapted from Bagigni
(2016).

According to the above table, children in Libya typically begin their formal education at
kindergarten around the age of four or five. Then, they start formal education at primary
schools. Basic education in Libya is compulsory and consists of two stages. The first
stage is the primary education. It begins at the age of six and lasts for six years. Students
remain in the primary education stage until they are 11 years old (Ahmed, 2018;
Bagigni, 2016). The second stage, preparatory education, lasts for three years and
typically starts at the age of 13 to 15 (Bagigni, 2016). Students are promoted to the next
grade if they score at least 50% or higher in each subject. In the third year of their
preparatory education, students must undertake public examinations to gain the Basic
Education Certificate (BEC) before continuing to secondary education. To qualify for
secondary education, students must achieve a minimum overall grade of 65% on their
BCE (Ahmed, 2018).

Secondary education marks the final stage of formal schooling, spanning from Year 15
to Year 18 (Bagigni, 2016). According to Ahmed (2018), the first year of secondary
school is general, and, in the second secondary school year, students can choose a
literary or scientific specialization. Literary students focus on subjects like history,
geography, and philosophy, while scientific students concentrate on physics, chemistry,
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biology, and mathematics. English is a common subject for both divisions. Each
division has its own English for Libya textbooks, one for the literary section and one for
the scientific section, tailored to its specialization. After completing the third year of
secondary school, students take the Secondary Education Certificate Examination
(SECE) to earn the Secondary Education Certificate (SEC), which allows them to enroll
in university programs (Ahmad, 2018).

According to Ahmed (2018), the academic year in Libya is typically organized into two
terms, each spanning four months. During each term, students must undertake both a
mid-term and a final examination. To be successfully promoted to the next academic
grade, students must achieve a final score of at least 50% in each subject. On the other
hand, in the third year of preparatory and secondary education, the academic year is
structured into three phases: the first phase, the second phase, and the third phase, each
lasting three months. Every phase concludes with a final examination. To obtain the
BEC and the SECE at the end of the year, students must score at least 50% of the total
marks in each subject, as announced by the Ministry of Education. In any academic
year, whether primary, preparatory, or secondary, students who do not meet this
threshold in the first-round final examination are given a second opportunity in the
second-round examinations. However, those who fail the second-round examination
need to repeat the entire academic year, necessitating the retaking of all courses within
that class (Ahmed, 2018).

After acquiring the SECE to earn the Secondary Education Certificate (SEC), and the
average score for university programs, students earn eligibility for university based on
their specialization and average score (Ahmed, 2018). Students who completed the
literary route could pursue studies in the Faculty of Arts, the Faculty of Languages, or
the Faculty of Law, while those who completed the Sciences route could enroll in the

Faculties of Medicine, Engineering, Sciences, or Economics (Bagigni, 2016).
1.8.6 Higher Education in Libya

Universities are a significant stage of education in Libya. Those who complete their
secondary education can pursue higher education at a university. According to El-
Hawat (2003) cited in Elabbar (2017), based on the guidelines of the Committee of
Higher Education, all universities in Libya have mandated a minimum score of 65% in

the national schools' examination since 1990. However, certain faculties like medicine
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and engineering have set higher admission standards, requiring scores of over 75%.
Students with an average below 65% are directed to higher training and vocational
institutes for admission. In line with global standards, academic qualifications are
conferred at the undergraduate, postgraduate, and doctoral levels in Libya. The
universities in Libya are structured around three main fields of study: Arts, Science,
Technology, and Medicine. The duration of study varies depending on the discipline,
with a Bachelor's degree in Arts typically taking four years, Science requiring five
years, and Medicine ranging from five to seven years (El-Hawat, 2003 in Elabbar,
2017).

In all specializations at national Libyan universities, students take General English
classes once a week for two hours in their first year, but these classes are often
conducted in Arabic because of students' low proficiency in English (Bagigni, 2016;
Mohamed, 2016). English courses in all disciplines in Libyan universities are core
courses (Elabbar, 2011). Students who wish to specialize in the English language can
enroll in English departments at several national Libyan universities. In Benghazi, for
example, in the eastern part of Libya, for students interested in pursuing an English
language specialization there are three national departments of English, namely: The
Department of English at the Faculty of Arts, the Department of English at the Faculty
of Languages, and the Department of English at the Faculty of Education where the

setting of this study (see Chapter Three).

Libyan universities primarily cater to undergraduate students, with recently introducing
postgraduate programs in fields like humanities, Arabic language, Islamic culture, and
others. Many departments like medicine, pharmacy, and foreign languages, universities
offer scholarships to graduates who pursue postgraduate studies abroad, typically in the
UK, USA, Canada, and a few other countries, aiming to secure Master's and/or Doctoral
degrees (Mohamed, 2016). Recently in 2020, appropriately qualified students can
undertake doctoral research degrees (PhD) in the Department of English at the Faculty

of Languages at the University of Benghazi.
1.9 Definition of Terms

Before reviewing the literature related to this research topic, it is important to define the
key concepts that will be discussed. This step is essential for a clear understanding of

the research findings. By clarifying the terminology used in the study, the
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communication of the research analysis could be improved. The terms to be defined are
as follows:

Reading comprehension: meaningful interpretation of written texts (Nuttall, 1982).

Reading Strategies: Specific approaches and methods that students use to enhance and

improve their ability to master new information from a given reading text (Kara, 2015).

A theory: A theory encompasses a collection of interconnected constructs, definitions,
and propositions that offer a structured perspective on phenomena by delineating
relationships among variables, aiming to elucidate natural occurrences (Kerlinger's,
1979, cited in Creswell, 2007).

An approach: The term approach is used to refer to how language learning theories are
employed as the source of the way things are done in classrooms (Richards & Rodger,
2014, 2015).

A method: The term method refers to the level where theory is translated into practice
and decisions are made about the specific skills to be taught. The method is meant to
help understand how teachers teach and apply theory in their practice (Richards &
Rodgers, 2014, 2015).

Instructions: specific directions, guidelines, or procedures provided by a teacher to
students to facilitate learning (Richards & Rodger, 2014, 2015).

Learner-Centered: a multi-perspective teaching instruction focuses on the learners’
experiences, perspectives, backgrounds, talents, interests, capacities, and needs. It
creates a learning environment conducive to learning and promotes the highest levels of

motivation, learning, and achievement (McCombs & Whisler, 1997).

Teacher-Centered: Teaching instruction involves the teacher being at the forefront of
the learning process while the student plays a minimal role in language teaching and
learning. The teacher has significant control over instruction, and leading classroom
activities, and students typically respond affirmatively to teacher inquiries (Richards &
Schmidt, 2010).

EFL Contexts: This term refers to contexts in which English is used as a foreign
language, where it is neither widely used for communication nor employed as the

medium of instruction. EFL settings include countries where English is taught as a
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foreign language, either as part of the elementary and high school curriculum or in
private schools and other educational institutions (Carter & Nunan, 2001).

ESL Contexts: This term refers to contexts in which English is taught and learned as
the predominant language of communication at work, in school, and in the community
in general (Carter & Nunan, 2001).

1.10 Organization of the Dissertation

This dissertation is structured into five chapters, each serving a distinct purpose in the

presentation and analysis of this research:

Chapter One: Gives an overview of the main points of the research, including the
reasons for the study, the problem being addressed, the goals, its importance, and the
research questions. It sets the stage for the following chapters and describes the Libyan
context where the study took place. This helps readers understand the factors that have

affected teaching and learning of reading in Libya.

Chapter Two: Provides a comprehensive review of the existing literature on reading
skills, encompassing its importance, definition, processes, aspects, types, and strategies.
It also examines the role of reading in language teaching and learning, along with the
primary theories, approaches, and methods employed in classroom reading practices.
Furthermore, the chapter discusses all relevant literature about to the reading skill and
strategies, including related studies in the field that have contributed to a deeper
understanding of this essential skill. This review establishes the theoretical foundation

for the study and informs the research design.

Chapter Three: It delves into the methodological framework employed in this study. It
focuses on the methods used in this study. It examines the research methodology,
including the scope, population, overall strategy, approach, paradigm, and design. It
also discusses the research methods, and data collection tools employed. By exploring
these components, this chapter explains the systematic approach taken to meet the

research objectives and ensure the validity of the findings.

Chapter Four: This chapter focuses on analyzing data collected through quantitative
research methods. The results are presented and discussed to provide insights into the

research findings.
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Chapter Five: This final chapter summarizes the key findings of this research and
highlights the significance of the study. It discusses how these findings relate to existing
literature, noting both areas of agreement and disagreement. Conclusions are drawn
based on these findings. The chapter concludes with a restatement of recommendations
for teachers, learners, decision-makers, and future research. This serves as a call to
action for stakeholders involved in English language teaching and learning in general.

Chapter One: Background to the Study

-

Chapter Two: Literature Review

-~

Chapter Three: Methodology

— =

Chapter Four: Data Analysis, Results,
and Discussion

-

Figure 1: Organization of the Dissertation
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Chapter Two: Literature Review
2.1 Introduction

This chapter presents a comprehensive literature review pertinent to the current study,
focusing on the reading skill from two relevant dimensions. The first dimension
explores the reading skill itself, providing an in-depth understanding of its various
aspects, underlying assumptions, processes, types, purposes, and strategies. The chapter
describes the characteristics of successful readers and identifies what constitutes
successful reading. The second dimension of this literature review concentrates on the
role of reading in language teaching and learning. It presents various theories of
language, highlighting their advantages and drawbacks. Additionally, it discusses
approaches to reading and their implementation in the classroom through diverse
teaching methods. It is worth noting that relevant studies on reading comprehension
strategies are presented throughout different sections of this chapter.

2.2 Defining Reading Comprehension

Defining reading has long been a controversial issue among educators. The challenge in
establishing a clear definition arises from the necessity of considering two distinct
perspectives: the cognitive view, which sees reading as an internalized psychological
process, and the socio-constructivist perspective, which highlights the social context in
which knowledge is constructed. From a cognitive standpoint, reading is understood as
a complex meaning-making process that occurs within the reader's mind, where
background knowledge and prior experiences play a crucial role. This perspective posits
that readers’ knowledge is not only powerful but also individualistic and adaptable, as
noted by Alexander and Fox (2004). As a result, schema theory has emerged,
suggesting that reading involves both top-down and bottom-up processes, wherein
readers actively engage with texts by leveraging their existing knowledge to interpret
new information. In contrast, the socio-constructivist view, influenced by theorists such
as Piaget (1972) and Vygotsky (1978), highlights the importance of social interactions
and the external environment in shaping how readers construct meaning. This approach
underscores that reading is inherently collaborative, particularly in second language
acquisition contexts (EFL and ESL contexts), where cooperative efforts significantly
enhance comprehension. Thus, this section aims to present various definitions of

reading that have been adopted by numerous scholars, each reflecting their individual
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perspectives on the concept of reading. The discussion culminates in a specific
definition of reading that has been adopted for this study.

Reading is simply defined as the interpretation of a written message (Lui, 2010). It is an
interactive process between the reader and the written text (Alderson, 2000; Blair et al.,
2007; Cook, 2005; Nuttall, 1982). A number of definitions of reading comprehension
has been proposed to emphasize that reading extends beyond merely uttering words and
sounds. For instance, Hill (1979, p. 4) succinctly notes that reading is "what the reader
does to get the meaning he needs from contextual resources.” Similarly, Goodman
(1996) in Banditvilai (2020, p. 47) defines reading as "an active process in which
readers use effective strategies to extract meaning.” Most of those researchers agree that
reading is an active cognitive process through which readers interact with written texts.
It is not merely the decoding of written symbols; rather, it involves understanding the

meanings behind them.

In addition, Nuttall (1982), defined reading as the meaningful interpretation of written
verbal symbols. The definition suggests that reading is a product of the interaction
between recognizing graphic symbols that symbolize language and the reader's
language proficiency, cognitive abilities, and knowledge (Nuttall, 1982). While reading,
readers build meanings of what they read in the light of their background knowledge, as
Nunan (2003, p. 68) puts it "reading is a fluent process of readers combining
information from a text and their background knowledge to build meaning and the goal
of reading is comprehension.” Figure 2 presents Nuttal's definition to the reading
process mechanism and its relationship to the text, reader's strategies, and fluency.

Figure 2: Nunan's Definition of the Reading Skill (Nunan, 2003, p. 72)
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Nunan's definition of reading as an integrative active process involving the reader's
strategies, fluency, and the reading text aligns with the perspectives of Cook (1991),
Goodman (1988), and Snow (2002). These scholars view reading as a dynamic activity
in which the meaning of a text is not solely derived from the sentences themselves but is
also influenced by the prior knowledge stored in the reader's mind and the processes
through which the reader engages with the text. This interaction enables readers to
extract and construct meaning, beginning with the writer's representation and
culminating in the reader's understanding of the intended message. The writer conveys a
message through written text, while it is the reader's responsibility to comprehend and
recognize that message using specific strategies. Thus, reading is fundamentally an
interactive process that requires both cognitive engagement and effective strategy use to

achieve comprehension.

Furthermore, Alderson (2000) provided a more precise definition of reading, identifying
it as consisting of two major components: word recognition and comprehension. Word
recognition refers to the ability to perceive the relationship between written symbols
and spoken language. Conversely, comprehension involves understanding words,
sentences, and coherent texts (Alderson, 2000). This means that readers recognize
written words, assign meanings to them, and use these meanings to grasp the overall
intended message of the text. Alderson's definition was in line with that of Pang et al.
(2003), who argued that reading is a multifaceted process comprising two
interconnected components: perception and cognition, which they considered
fundamental for readers to develop comprehension skills.

The ultimate objective of reading is comprehension (Harmer, 2007). It begins with
interpreting the literal meaning of a text and culminates in understanding the intended
message conveyed through graphical language. Readers engagement with the
interpretation of the text is influenced by their previous experiences, language
background, and reading purpose (Murica, 2001). Consequently, comprehension is
shaped by an individual's prior knowledge and experiences. This understanding has
prompted several researchers, including Firth and Wagner (2007), Gee (2001), Glenberg
(1997), and Kramsch (2002), to expand the definition of reading beyond a purely
cognitive internal process reliant on individual abilities. They argue that reading is
fundamentally a social process that involves meaning-making through social

interactions, which cannot be achieved through individualistic thinking alone. These

33



scholars contend that there should be no strict division between language use (the social
aspect) and language acquisition (the individual cognitive aspect), as the acquisition of
knowledge is significantly influenced by social activities and engagements. They

emphasize that social interaction is integral to the development of reading skills.

According to Gee (2001) and Glenberg (1997), the meaning of any linguistic expression
Is tied to what individuals can do with that language, suggesting that meaning is not
abstract but rather grounded in personal experiences and social contexts. These
experiences are stored in the brain as dynamic and evolving representations related to
one's perception of the external world, personal states, and emotions. Consequently,
individuals utilize these experiences to interpret and assign meaning to what they read.
From this perspective, the meaning derived from a reading text is shaped by actual
contexts that encompass not only surrounding words but also the purposes, values, and
social interactions relevant to understanding the current situation (Gee, 2001; Glenberg,
1997). Therefore, reading comprehension must extend beyond the internal relationships
of words within a text; it should be rooted in simulations of actions and interactions

within real social contexts.

Researchers in SLA such as Ahmadi et al. (2013), Ahmadi and Gilakjani (2012),
Alkhawaldeh (2010), Grabe and Stoller (2002), Hollenbeck (2013), Hudson (2007),
Lipka and Siegel (2012), Sahin (2013), and Zoghi et al. (2011) have posited that reading
is a complex process that presents challenges for both EFL and ESL students. Many
learners perceive reading as a difficult skill to master, as they struggle to uncover and
comprehend the messages conveyed through written texts. This difficulty has significant
implications for their overall learning development. Agbo et al. (2019) clarified that the
complexity of reading comprehension hinges on various aspects of the skill itself, which
may often go unnoticed. For instance, learners’ understanding of a text’s intended
message gradually develops throughout the reading process: predictions are confirmed
by subsequent information, ambiguous vocabulary is clarified by context, and
inferences are linked to the underlying connotative meanings of the text's words. All of
these processes require the ability to connect different parts of the passage to construct
an accurate interpretation of the message. Agbo et al. (2019) adds that reading
necessitates several cognitive abilities: maintaining information in memory, interpreting
cues from sentence structure and punctuation, rapidly scanning backward and forward

to locate relevant words and phrases, among other skills. Reading demands a
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considerable amount of critical thinking, analysis, inference, interpretation, and
assessment of the writer's perspective presented in the text (Agbo et al., 2019).
Consequently, it is this complexity that makes reading particularly challenging for many

learners.

This section concludes by noting that various scholars have provided their
interpretations of reading comprehension. Some view it primarily as a cognitive
interaction between the reader's mind and written texts, while others, from a socio-
constructivist perspective, consider reading comprehension to be a process in which
readers engage in social interactions and collaboratively utilize their background
knowledge to construct meaning from the text. The researcher of this study adopts a
multidisciplinary perspective on reading skills, integrating both cognitive and socio-
constructivist approaches. Thus, reading is understood as a cognitive and interactive
mental process that occurs when learners actively engage with their environment,
including materials, peers, and teachers. This definition is based on the assumption that
mental growth occurs as learners interact with their surroundings (Pigat, 1983) and
activate their background schema to comprehend reading texts (Alderson, 2000;
Alptekin, 2006; McKay, 1987). Readers must construct their understanding and
meaning by actively engaging with the content (Richardson, 1997). This
multidisciplinary view of reading responds to the need for a developmental definition
that considers various perspectives as combined rather than opposing or inconsistent
elements within a complex whole (Alexander & Fox, 2004). The researcher's definition
of reading aligns with Bhan's (2010, p. 4) perspective, which describes reading as the

simultaneous process of "reading the lines," "reading between the lines," and "reading
beyond the lines." It also corresponds with the broader definition of reading presented
by Blair et al. (2007, p. 437), which states that "reading is an interactive process
consisting of multiple interactions between variables such as the reader’s background,
classroom context, reading materials, developmental levels, teachers’ instructional
styles, and learning goals." The adjustments made focus on improving sentence

structure for clarity and ensuring consistent terminology throughout the passage.

A comprehensive understanding of reading cannot be achieved without recognizing its
components. Scholars have identified two major processes involved in reading: bottom-

up and top-down processes. Both are essential for attaining comprehension, which is the
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ultimate goal of reading. A detailed discussion of these processes is presented in the

following section.
2.2.1 Processes of Reading Comprehension

Reading involves comprehension processes that take place at various levels, from
individual words and sentences to larger units like paragraphs and discourse (Saville-
Troike, 2012). Readers interpret words presented on the page, retain the information in
their working memory, and then incorporate them into their existing mental frameworks
to form abstract models and interpretations. Reading involves two main processes:
bottom-up and top-down processes (Alderson, 2000; Goodman, 1967; Nassaji, 2003;
Saville-Troike, 2012). Whether readers perform these processes separately or integrally
during reading is a contentious issue among researchers. This section discusses each
process and its contribution to reading comprehension, concluding with the researcher’s

perspective on how these processes are employed while reading.

The bottom-up step assumes that the process of translating printed letters to meaning
begins with those prints (Saville-Troike, 2012). The process begins with the translation
of visual graphics into sounds. Therefore, the reader initially distinguishes features of
letters, connects these features to their letters, groups letters to identify words, and then
advances to sentences, paragraphs, and texts (Vacca et al., 1991). When applying the
bottom-up process readers begin to analyze the text starting from the most basic
linguistic elements and gradually moving toward more complex ones. That is, the
process begins with identifying individual letters, then progresses to understanding
words, phrases, sentences, paragraphs, and finally the overall text.

For Saville-Troike (2012), effective bottom-up processing in reading comprehension
hinges on two crucial components: knowledge of the language system and recognition
of physical clues. First, readers must possess prior knowledge of the language system,
encompassing vocabulary, morphology, phonology, syntax, nonverbal structures, and
discourse structures. This foundational understanding enables readers to recognize and
interpret the individual components of language, such as word meanings, grammatical
structures, and sentence organization. According to Nassaji (2003), in the bottom-up
process, reading comprehension is viewed as a hierarchical one, where readers start
with the most basic linguistic units and gradually build up meaning. In this process,

readers primarily focus on decoding individual words by automatically applying their
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knowledge of the language system, including phonetics, word forms, and grammatical
analysis of the textual linguistic forms. The reader then relates the meanings of the
decoded words to form phrases, which are further combined to create sentences. By
assembling these linguistic components, the reader constructs the overall meaning of the
text (Nassaji, 2003). Second, readers must be able to interpret physical cues including
both graphic and auditory elements. These cues, derived from written text and spoken
language, provide additional information that helps readers construct meaning from the
text. By combining their prior knowledge of the language system with the interpretation
of physical cues, readers can engage in bottom-up processing, gradually building
comprehension through the analysis of individual elements (Saville-Troike, 2012).

However, advocates of bottom-up reading processes oversimplify the complex nature of
reading comprehension (Carrell et al., 1988), their insufficient consideration of crucial
factors such as the influence of contextual cues and the reader's prior experiences in
meaning-making was the principal problem of bottom-up assumption. Furthermore, the
bottom-up model views reading as an independent process, where the stages of
decoding are not interconnected. Alderson (2000) also notes that sub-processes higher
up the chain cannot feed back into components lower down, that is, identification of
meaning does not lead to letter recognition. This suggests that bottom-up models fail to
account for the interactive and recursive nature of reading, where higher-level processes

can influence lower-level ones and vice versa (Alderson, 2000).

In top-down processing, on the other hand, reliance is primarily on the reader's prior
knowledge and experience to derive meaning from the text. As Saville-Troike (2012)
explains readers' engagement in top-down processing begins by applying their higher-
level knowledge and experience to the printed text. They start by formulating
hypotheses and predictions about the text's content and then work downward to verify
these hypotheses using the specific details and language cues in the printed material.
This top-down process allows readers to use their existing knowledge as a framework
for understanding the text, with the printed stimuli serving to confirm or refute their
initial hypotheses. In essence, top-down processing triggers the process of text
comprehension from the reader's mind to the actual text, in contrast to the bottom-up
approach that builds understanding from the individual language components to the

overall meaning (Saville-Troike, 2012).
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Goodman (1967) suggests that in the top-down process readers make use of language
cues from perceptual input to make predictions. As readers progress through the text,
they confirm, reject, or refine their understanding of the meaning. This implies that
readers do not comprehend every single element of the text, but rather select specific
cues to form predictions. Readers use graphic information only to either support or
dismiss hypotheses regarding the meaning (Goodman, 1967). And they typically
employ top-down strategies when they possess prior knowledge and adequate language
skills related to the text, and when the textual cues can trigger their content schemata
(Budiharso, 2014).

Researchers highlight the significant role of prior knowledge in the assimilation of new
information. Readers can better comprehend new concepts and ideas when they connect
them to their existing knowledge (Carrell, et al., 1988; Carrell & Eisterhold, 1983;
Smith, 1972). This perspective has influenced reading comprehension processes, which
require the active participation of the reader using background knowledge (Ajideh,
2003). Active reading processing is referred to as top-down processing, which focuses
on mental processes informed by prior knowledge. In essence, to grasp texts effectively,
readers must consider their previous learning and understanding to interpret the
material. Their comprehension is then confirmed or rejected by the information

presented in the text during the reading process.

However, applying the top-down process of active reading comprehension in EFL/ESL
contexts presents several challenges. Readers often lack the necessary background
knowledge to effectively predict content within texts (Goldman, et al., 2007). Further,
comprehension can be hindered when the texts used in ESL classrooms do not align
with students' expectations or when the language is overly simplistic (Nassaji, 2003). As
a result, learners cannot solely depend on their existing knowledge for effective reading
comprehension. In response to these limitations, Rumelhart (1977, 1980, 1982)
developed an interactive model that emphasizes the importance of cognitive
engagement, suggesting that reading comprehension should involve the integration of

readers' prior experiences and language knowledge.

The term interactive emphasizes the involvement of readers' earlier knowledge and the
textual content (Grabe, 1988). In the interactive process bridges the gap between
bottom-up and top-down processing, as both can occur concurrently, engaging the

reader in cognitive processes. This concept is known as schema theory. In this view,
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both bottom-up and top-down reading processes function responsively to comprehend
the text. Readers continuously utilize textual details, ranging from symbolic to
semantic, while employing their background knowledge to evaluate the text against

their own experiences.

Carrell and Eisterhold (1983) assert that both top-down and bottom-up models are
essential for effective reading. They explain that when the content of a text aligns with
the reader's expectations through top-down activation, comprehension is likely to
succeed. Bottom-up processing allows the reader to notice new information or elements
that do not align with their current hypotheses about the text's content or structure.
Meanwhile, top-down processing aids readers in clarifying ambiguities and choosing
among different possible interpretations of the information presented (Carrell &
Eisterhold, 1983).

Most reading research has concentrated on the interactive processing of texts by
examining how readers utilize their prior knowledge and experiences during reading
(Grabe, 1988). Most studies have explored the interaction between bottom-up and top-
down processing while reading (Atwell, 1998; Grabe, & Stoller, 2002; Wilcox &
Williams,1990). These studies emphasize that background knowledge interacts
simultaneously or almost in real-time with the text's content during psycholinguistic
processing. Additionally, they have confirmed that this psycholinguistic interactive
processing engages learners in comparing the text's content with their existing
schematic structures to facilitate interpretation. In line with these studies, this current
study views reading as encompassing the ability to derive, negotiate, and comprehend

meaning through integrative reading processes.

In EFL reading instruction in Libya, it was found that "not all of the lecturers were fully
aware of the meaning of top-down, bottom-up, and interactive reading approaches
regarding the terminology, even after clarification by the researcher” (Zraga, 2018, p.
208). These findings stem from Zraga's (2018) qualitative study, which sought to
address a significant gap in the existing literature by examining the beliefs of Libyan
lecturers of English as a Foreign Language (EFL) and how these beliefs influence their
teaching practices. To achieve this, twenty-three unstructured observation sessions were
conducted with both male and female lecturers teaching English reading, with each
class observed three times, resulting in a total of sixty-nine observed classes.

Additionally, semi-structured interviews were conducted with twenty lecturers to gather
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further insights. Zraga's study underscores the need to enhance awareness among
Libyan EFL teachers regarding bottom-up and top-down reading processes so that

appropriate adjustments can be made to their reading instruction.

In conclusion, this study adopts an integral view of reading processes. Readers are
viewed as simultaneously engaging in bottom-up process, where they derive meaning
from the text (whether written or spoken), and a top-down process, where they draw
upon their prior knowledge and experiences to comprehend the text. Readers tend to
combine these processes to interpret the meanings of contextual texts effectively. The

importance of reading in learners' journey is worth discussing in the following section.
2.3 Importance of Reading

Reading is a crucial skill (Cain, 2010). It is the single most important fundamental skill
a person can acquire as it serves as the foundation for effective learning in general
(Cogmen & Saracaloglu, 2009; Moreillon, 2012). It is an essential skill in language
learning and teaching (Carrell et al., 1989; Kara, 2015; Solak & Altay, 2014; Zhang,
2008). It is particularly essential in academic contexts (Solak & Altay, 2014) as it is
closely linked to academic success (Dabarera et al., 2014; Logan et al., 2011) which
heavily relies on understanding through reading (Hulme & Snowling, 2011). "The
ability to read academic texts is considered one of the most important skills that
university students of English as a Second Language (ESL) and English as a Foreign
Language (EFL) need to acquire” (Levine et al., 2000, p.1). Bright and McGregor
(1970, p. 52) summarized the importance of reading as "where there is little reading
there will be little language learning.”

In foreign language learning, reading is the most important skill for obtaining
information, exploring, and expanding academic knowledge (Azeroual, 2013;
McDonough & Shaw, 2003). According to Robb and Susser (1989), reading has long
been a crucial skill in English foreign language situations. In many parts of the world,
reading remains the primary skill that EFL learners focus on to expand their knowledge
and explore the English language. Melandita (2019) noted the ability to read is vital for
EFL learners to develop their proficiency and access critical information in various
aspects of life, including work, school, and daily activities. It becomes more essential as
learners progress through the educational system of that language (Grabe, 2009). Most

EFL teachers task their students with researching specific topics in books or on the
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internet, exploring additional materials, or seeking alternative definitions of words.
Those EFL teachers expect their learners to demonstrate the ability to identify relevant
information, sift through less relevant content, and choose the appropriate information
to concentrate on. Proficiency in these sub-skills necessitates that learners possess

robust reading comprehension skills (Grabe, 2009).

Reading has a broader impact on the academic learning process, affecting all aspects of
education (Gayo et al., 2014). According to previous studies (such as Ahmadi & Hairul,
2012; Grabe, 2009; Grabe & Stoller, 2002), reading is considered an important
component of the language learning process. For instance, it can enhance vocabulary
and improve other language skills such as speaking and writing (Patesan et al., 2014). It
serves as a foundational element for teachers of writing, offering a model for learners to
emulate and incorporate into their writing endeavors. Brandl (2002, p.89) noted that "an
effective way to engage foreign language (FL) students in an active interactive reading
process is also to have them write about what they read.” For him, having students write
about their reading experiences appears to facilitate reading comprehension. This
practice leads to the discovery of the various factors that come into play during the
reading process. In other words, when students are asked to reflect on and write about
their experiences with the reading materials, it helps them better understand and make
sense of what they have read. This writing exercise allows students to uncover and
examine the different elements that influence their reading and comprehension. Harmer
(1998) argued that reading also serves as a conduit for introducing and teaching new
vocabulary and grammatical structures. It is a crucial element in language learning

process that significantly influences the all areas of academic learning.

Mart (2012) and Hedge (2003) note that reading plays a crucial role in enhancing
learners' speaking skills by providing a foundation for improved verbal communication.
Engaging with well-crafted reading text can stimulate dynamic classroom discussions,
fostering an interactive and stimulating learning environment for students (Harmer,
1998). Researchers in the field of second language acquisition, such as Sangia (2014),
highlight the importance of reading in language acquisition, communication, and the
exchange of information and ideas. Additionally, reading aids in strengthening grammar
skills, ultimately leading to more accurate and sophisticated speech as learners progress
in their language proficiency (Mart, 2012).
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Thus, reading is a fundamental skill that holds immense importance for learning and
personal growth. It serves as a gateway to discovering new worlds, expanding
knowledge, and enhancing cognitive abilities. It improves vocabulary, communication
skills, and language learning. It is crucial for academic success, as it lays the
foundation for learning other skills. Ultimately, reading cultivates a lifelong love of
learning and personal development. There are types of reading each of which fulfils a

particular purpose.
2.4 Types of Reading

Based on the various definitions of reading mentioned in the previous sections, and the
fact that reading is a dynamic active cognitive process by which readers obtain author’s
intended message(s), reading can be categorized into various types. The selection of a
particular type depends on the specific goals and objectives that readers aim to achieve
through this active process. According to Patel et al. (2008), there exist four types of
reading which include intensive reading, extensive reading, reading aloud, and silent

reading:

1. Intensive reading, under the guidance of a teacher, plays a vital role in enhancing
language skills, it involves a detailed examination of reading texts, often within
classroom settings (Harmer, 2007). Intensive reading is instrumental in addressing
structural challenges, expanding vocabulary, and acquiring idiomatic expressions.
Within classrooms settings, intensive reading materials form the foundation for
activities where students engage in discussions, analysis, and application of the
target language, focusing on the minutiae of the text as emphasized by Harmer
(2003). Moreover, through intensive reading, learners independently and actively
practice their reading strategies (Hedge, 2003).

2. Extensive reading refers to the practice of reading outside the classroom, often for
pleasure or enjoyment, involving a wide range of materials such as novels, web
pages, newspapers, and magazines (Harmer, 2007). This type of reading is distinct
from intensive reading, which requires a detailed analysis of the text (Harmer,
1998). To foster extensive reading, teachers should encourage students to choose
their own reading materials, share their experiences with peers, and provide
opportunities for self-directed reading. Patel et al. (2008) suggest that extensive
reading materials should be less complex than those used for intensive reading. The

primary goal of extensive reading is to enable students to read fluently and
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effortlessly in the target language, without relying on teacher guidance, for their
own enjoyment.

. The third type of reading is reading aloud, which plays a vital role in the English
teaching process, particularly at the primary level. This practice is essential for
developing proper pronunciation and fluency, as it allows young learners to hear
and produce the sounds of the language in a guided manner. Reading aloud not only
helps students articulate words correctly but also fosters their confidence in
speaking and enhances their overall language skills. Moreover, this approach
encourages active participation and engagement with the text, making the learning
experience more interactive and enjoyable. Neglecting the practice of reading aloud
can result in significant challenges for students as they progress to secondary
education, where advanced reading and comprehension skills are required (Patel et
al., 2008).

Silent reading is the fourth type of reading. It is an essential component of English
language education. It is utilized to improve students' reading skills by allowing
them to absorb a large amount of information silently. Teachers should encourage
silent reading once students can read without difficulty. This practice helps learners
develop the habit of reading without any audible distractions (Patel et al., 2008).
Unfortunately, Libyan EFL lecturers believed that the technique of reading silently
is good for students, but they were never seen to apply it in practice because of
class size (the number of students in a class is large), and the employed curriculum
(Zraga, 2018).

Each type of reading discussed above is typically undertaken for a specific purpose.
In other words, the choice of a particular reading approach is determined by the
learner's objectives and needs. The different purposes of reading are discussed in

the coming section.

2.5 Purposes of Reading

Generally speaking, reading usually practiced for a purpose. "Reading is a reasoning

activity whereby the reader creates meaning on the basis of textual clues” (Sangia, 2014,

p. 7). That is, reading should have reasons and purposes because someone who reads

with a purpose in his mind tends to be more attentive and understanding than those who

read with no goals. According to Langan (2002), there are three kinds of purpose for

reading: a) adding a factual knowledge, b) increasing the intellectual power, and c)
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getting pleasure or entertainment. Hence, there is a variety of reasons why people need
to read. They need to read to run every day errands, follow directions or medicine
instructions, understand road signs, choose from a restaurant menu, and so on.
Additionally, reading can be done simply for enjoyment. People may read a story to
relax and enjoy its plot. Different goals for reading are influenced by people’s needs,
conditions, and situations (Longan, 2002).

Hedge (2003) outlines the objectives of reading during the reading process as follows:
a) The ability to read a diverse range of English texts. b) Acquiring language skills to
enhance reading capabilities. c) Developing schematic knowledge. d) Adjusting reading
styles based on the purpose (skimming, scanning). €) Understanding the structure of
English written texts. And, f) evaluating the context of texts. In addition, Roe et al.
(2005) highlighted the diverse objectives that readers may have beyond simply
comprehending a text. These objectives include reading for pleasure and personal
enjoyment, as well as more specific purposes such as improving oral reading skills,
practicing particular reading strategies, updating one's knowledge on a specific topic,
gathering information to include in oral or written reports, confirming or rejecting
predictions made while reading, applying information gained from the text to perform
an experiment or complete a task, learning about the structure and organization of a
text, and answering particular questions related to the content. These varied objectives
demonstrate the multifaceted nature of reading and the wide range of contexts in which
it can be employed, from personal enrichment to academic and professional
applications. Depending on their individual needs and the specific situation, readers

may engage with a text with one or more of these objectives in mind (Roe et al., 2005).

Likewise, reading can be done for purely academic and educational purposes which is
what normally happens in language classrooms. Abbott and Wingard (1981) stated that
every act of reading inside the classroom should be done for a purpose for both teachers
and students. And that students should be familiar with that purpose because having a
purpose for reading will enable them to comprehend better and focus more to get the
most out of the reading. Sangia (2014, p.1) mentioned that "skilled reading makes
students better understand all the material taught.” This indicates that reading is the skill
by which learners search for the intended message to obtain information, tries to
understand the significance of the content, works out the meaning of vague vocabulary,

and relates what is read to the existing background knowledge.
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To sum it up, reading exists in types, each of which tailored to fulfill specific objectives
and purposes within the readers' requirements. Readers engage in this activity to acquire
knowledge and gather information that caters to their diverse needs. In order to
effectively achieve these objectives, readers in general and learners in particular need to

be aware of the different aspects of reading.
2.6 Aspects of Reading

According to Nuttall (1982), to successfully achieve the objectives of the reading
comprehension process, students should grasp and comprehend five key aspects and
strategies of reading: separating units of sounds (phonemic awareness), associating
written forms with their spoken forms (phonics awareness), determining the meanings
of new keywords (understanding vocabulary), making inferences, and relating their
background knowledge and experiences to understand the main ideas in a reading

passage.
2.6.1 Phonemic Awareness

NICHD (2000) cited in Learning Point Associates (2004, p. 5) defined phonemic
awareness as the ability to "focus on and manipulate phonemes in spoken words."
Basically, it is that spoken speech is made up of separate units of sound that are blended
together when words are pronounced. For example, recognizing that the word cat has
three phonemes or sounds /k/ /a/ /t/ is an instance of phonemic awareness (NICHD,
2000 cited in Learning Point Associates, 2004). According to Nuttall (1982) phonemic
awareness is an essential part of the reading process. It increases the learners’ reading
comprehension achievements. To develop their phonemic awareness, learners are
required to distinguish the individual sounds slide into one another as words are spoken,
to be able to isolate and blend phonemes, to make connections between the visual word
(appears in print) and its meaning, and to access information about the word stored in

the brain when the word is encountered (Nuttall, 1982).
2.6.2 Phonics Awareness

Phonics, on the other hand, is the study of the relationship between sounds and spelling,
with an emphasis on the regularities that may help the reader" (Nuttall, 1982). The
purpose of phonics is to help learners to identify a word in its written form with its
spoken form that s/he already knows. According to Weaver (2002), phonics awareness

means decoding words. It is based on readers’ ability to spell words in a step-by-step
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and structured manner, taking phonetics as a starting point. It is believed that students
should memorize a series of phonetic rules and apply them when sounding out new
words (Weaver, 2002).

Weaver (2002) posits that students should be instructed on the individual letter
representations in the English language and how to combine these representations to
form words. This approach emphasizes the importance of phonemic awareness and
decoding skills in the early stages of reading development. She hypothesizes that once
learners have mastered the skill of decoding words, comprehension will naturally
follow, as the reader's ability to recognize and interpret written words will provide a
solid foundation for understanding the text. However, Weaver (2002) acknowledges
that the meaning of the word remains unclear to the learner at this stage, and the
subsequent section will explore how learners can associate words with their meanings.
This involves the development of vocabulary and semantic skills, which enable readers
to connect the written word with its corresponding concept or idea (Weaver, 2002). The
Libyan researcher (Elashhab, 2018), examined phonics awareness in the teaching of
reading English in Libya through mixed method non-experimental research design and
found that the development of EFL sound links, through systematic phonics awareness,
was almost absent and that the teachers preferred to teach reading through alphabetic

knowledge decoding strategies.
2.6.3 Understanding Vocabulary

Without understanding vocabulary, it is so hard to accomplish any ability of language
(Afzal, 2019). Vocabulary can be loosely defined as "any word or group of words with
meaning that need to be learned as a whole™ (Nuttall, 1982, p. 65). Understanding the
vocabulary of a language is a very different endeavor from learning the sounds that
constitute that language (Saville-Troike, 2012). While there is a finite set of sounds in
any given language, the number of vocabulary items is virtually limitless. Therefore,
when practicing reading, learners are likely to encounter unknown words that may
hinder their comprehension of the text (Alotaibi, 2022; Saville-Troike, 2012). Learners
need to grasp two main types of vocabulary: Function words, which provide
grammatical information, and content words, which carry lexical meanings (Saville-
Troike, 2012). Function words maintain fixed grammatical meanings throughout
reading texts, whereas content words possess both surface dictionary meanings and

implicit connotative meanings. Understanding these two types of vocabulary is crucial
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for comprehending reading materials, as there is a clear correlation between students'
vocabulary knowledge and their reading comprehension (Becker, 1977).

While reading, some unknown vocabulary can be safely omitted without compromising
the intended message of the text. However, certain keywords are essential for
comprehension, and skipping them may result in a loss of the content's meaning
(Becker, 1977). To address this issue, Nuttall (1982) proposed specific techniques for

effectively approaching unknown keywords:

First, a hidden meaning of some keywords can be easily inferred by considering the
context in which it was mentioned (Ciftci & Uster, 2009). It is the context in which the
word occurs that gives a rough idea about its meaning, and with every subsequent
occurrence, the meaning becomes a little more obvious. More recently, there are
arguments against looking up the meaning of every word in dictionaries as stated by
Nuttall (1989) that if readers keep looking up new words, it may actually make them
less effective readers. When students interrupt their reading to consult a dictionary, they
seriously interrupt their thought processes. Training students to infer meaning of

nonsense words from the context gives them a powerful aid to comprehension.

Second, learners need to be able to identify key words of a given text. It is in this case
that they're advised to use a dictionary effectively with directions (Nuttal, 1982).
Learners have to decide which words are the key ones that must be looked up. It must
be indicated that these words must be as few as possible, and looking them up in a

dictionary must be done as quickly as possible (Nuttall,1982).

And third, learners could consciously make use of structural clues to establish the
grammatical category of keywords (Saville-Troike, 2012). This tells the learner the kind
of meaning to look for. For example, understanding the meaning of prefixes and
suffixes (morphological information) is extremely useful in tackling new vocabulary. In
conclusion, effectively addressing unknown vocabulary is crucial for enhancing reading
comprehension. While some unfamiliar words can be omitted without losing the overall
message, certain keywords are essential for understanding the content. Their meanings
can be inferred from context, morphological components, or, as a last resort, by

consulting dictionaries.

Several studies have been conducted to investigate the impact of understanding

vocabulary on enhancing comprehension abilities while reading. Though limited
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number of participants (23 students), Abugharsa and Elamin (2024) conducted a study
to investigate the connection between vocabulary knowledge and reading
comprehension among Libyan EFL students at Misurata University’s Department of
English, Faculty of Arts. The researchers developed a reading comprehension test aimed
at examining how understanding reading texts correlates with knowledge of vocabulary
meanings. The findings indicated a clear relationship between the students'
comprehension of two reading passages and their performance on vocabulary-related
questions, highlighting the importance of understanding vocabulary in enhancing

reading comprehension skills.

Although they lacked practical pedagogical applications for the proposed solutions in
their study, Nurmalasari and Haryudin (2021) emphasized the critical role that
vocabulary knowledge plays in reading comprehension, highlighting the necessity for
targeted vocabulary instruction to help Indonesian students overcome reading
comprehension challenges. They conducted descriptive qualitative research that
involved administering tests to analyze students' performance during reading
assessments, along with utilizing questionnaires. The results revealed specific questions
that students found particularly difficult, indicating that their confusion while reading in
English was largely attributed to a significant lack of vocabulary knowledge. While the
authors proposed media solutions to enhance vocabulary acquisition and increase
student motivation, they did not present a concrete pedagogical plan for implementing

these media in classroom settings.

Not specifying which strategies learners should practice to increase their vocabulary
size, a further study conducted by Al-Khasawneh (2019) aimed to assess the impact of
expanding vocabulary knowledge on enhancing reading comprehension abilities among
Saudi EFL students. To gather data, the research employed two types of assessments: a
vocabulary size test and a reading comprehension test. The study involved 64 male first-
year students during the 2018-2019 academic year at King Khalid University. The
findings confirmed a significant relationship between reading comprehension
difficulties and vocabulary knowledge size, indicating that a larger vocabulary

correlated with fewer comprehension difficulties when reading written texts.
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2.6.4 Making Inferences

In making inferences learners are expected to comprehend the text by combining clues
from the text with their background knowledge make an assumption and draw a
conclusion (Kopitski, 2007). They are expected to read with understanding, not only to
remember information in the text but also to generate inferences to discover implicit
meanings. Fisher et al. (2012, p. 23) stated that "inferring is not wild guessing.
Inferences require a sophisticated understanding of the text combined with knowledge
about the world." Some researchers have distinguished between text-connecting
inferences and gap-filling inferences (Cain et al., 2004). Text-connecting inferences,
sometimes called bridging or close-to-the-text inferences; for example, inferences of
words' meanings from context clues. Gap-filling inferences, sometimes called
knowledge-based inferences, require the reader to activate his background knowledge to
get the text’s implicit message, and relate test’s sentences to each other (Cain et al.,
2004). In conclusion, the process of making inferences is a critical component of
reading comprehension that enables learners to go beyond the literal meanings of texts.
By integrating textual clues with their background knowledge, students can draw

meaningful inferences and uncover implicit messages within a given reading text.
2.6.5 Using Background Knowledge

Background knowledge is all the world knowledge that a reader brings to the task of
reading, including episodic, declarative, and procedural knowledge, as well as related
vocabulary (Dijk, 1978). Reading comprehension is accomplished when an activation
between the text and the reader’s background knowledge occurs (Carrell & Eisterhold,
1984, cited in Dara, 2019). While reading, learners make use of their background
knowledge and the textual cues to build models of the author’s intended meaning. This
meaning is influenced by students’ prior knowledge and experience, and the constructed
message may or may not be congruent with the message sent (Harris & Hodges, 1995 in
Agbo et al., 2019). The meaning of the intended message is conveyed when students
make connections between what they read (the text) and what they know (background
knowledge). The more prior knowledge and experience students have about a particular
topic, the easier it is for them to connect between what they are reading and what they
know. For example, if the learners have limited narrow background knowledge about a
reading text, they wouldn’t be able to follow and understand it simply because they do

not know what the text is about (Harris & Hodges, 1995 in Agbo et al., 2019).

49



Alderson (2002) mentioned that readers use background information to integrate new
information from a reading text into their previously established knowledge. Therefore,
an unfamiliar cultural context presented in new vocabulary in a reading text may cause
incomprehension if learners do not understand that culture. Moreover, an inadequate
knowledge of text type and organization creates an obvious obstacle to learners’
mastering of the main ideas of the reading text. Readers can fully understand a text if
they are familiar with the text type (Alderson, 2002).

Cook (1991) added that an empty road, for instance, could mean different things to
different people on different occasions. For him, it means his family is not home. For
his son, it means that his school bus has not yet arrived and for his daughter, it means
that the postman is late. Thus, according to Cook, people’s background knowledge
largely affects the way they interpret what they read. Likewise, Mikulecky (2008) noted
that the reader’s background knowledge is a crucial factor in the comprehension
process. And that reading involves both conscious and subconscious cognitive
processes. The reader utilizes various techniques to interpret the intended meaning of
the author. This is achieved through analyzing the information presented in the text in

relation to their background knowledge and past experiences (Mikulecky, 2008).

Several studies in the field of EFL teaching and learning that have stressed the vitality
that learners be aware of these reading strategies and aspects as they form the source of
difficulty for most EFL learners in their reading comprehension abilities. Most notable
is Zraga (2018) whose study revealed that in EFL reading teaching in Libya, lecturers
acknowledged the importance of effectively presenting reading comprehension
strategies and techniques in EFL instructions, yet they were often not implemented in
practice. The lecturers attributed this disconnect to the influence of their prior teaching
and learning experiences on their current pedagogical approaches. The study
highlighted that very few EFL Libyan lecturers were observed to ask students to guess
meaning from the context while the rest encourage their students to use English-Arabic
dictionary when they found that they did not understand the meanings of the words.
And that almost all of participants were unaware of the technique of creating mental
pictures of what is being read (Zraga, 2018).

Also, Abdul Samad et al. (2017) conducted a research project to investigate the
difficulties undergraduate students face in tackling the reading section of TOEFL tests;
however, they did not specify how students could overcome these challenges. Data was
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collected through the analysis of students' test worksheets and the distribution of
questionnaires focusing on reading strategies. The study involved thirty students from
the English Education Department at Syiah Kuala University in Banda Aceh, Indonesia.
The findings revealed five primary reading strategies that students perceived as
difficulties: first, making inferences by correctly answering implied detail questions;
second, answering stated detail questions accurately; third, using context to understand
vocabulary meanings; fourth, answering main idea questions correctly; and fifth,
determining the meanings of word parts, which was identified as the least difficult
strategies (Abdul Samad, 2017).

In addition, Chawwang (2008) investigated the reading problems faced by 12th-grade
Thai students concerning reading aspects such as sentence structure, vocabulary, and
reading comprehension, although the study did not provide solutions for overcoming
these difficulties. The research involved 840 students from the English Education
Department in the Nakhonratchasima educational regions 1, 2, 3, and 7, with forty
students randomly selected from each school, ensuring an equal representation from
both science and arts programs. The findings indicated that participants encountered
significant challenges with comprehension strategies; notably, few students were able to
use information from the passages to make predictions about subsequent content. Less
than 30% of the participants could identify the main topic or important ideas within a
reading passage. Consequently, these difficulties hindered their understanding of the
reading comprehension section of the test, as they struggled to predict outcomes,
identify topics and main ideas, infer meanings from context, and organize the ideas

presented in the passages (Chawwang, 2008).

Furthermore, Benrabha (2015) examined the reading difficulties faced by EFL Libyan
students in comprehension skills, specifically in identifying main ideas, supporting
details, implied meanings, the writer's attitude, vocabulary, and conclusions. While the
study identified these challenges, it did not provide solutions for how students might
overcome them. The participants consisted of 30 Libyan students studying English at
various Indonesian universities. This qualitative and descriptive study utilized
instruments such as reading tests and questionnaires to gather data. The findings
revealed that Libyan EFL students struggle with understanding key aspects of reading,
including implied meanings, writers' attitudes, and vocabulary. The researcher

emphasized the need for further exploration of students' reading difficulties and
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advocated for the development of strategies to assist learners in becoming successful
readers.

Also, Elbleazi (2006) highlighted the necessity of practicing and concentrating on
reading comprehension skills to address the deficiencies experienced by Libyan EFL
students; however, the study did not provide a clear mechanism for implementing these
practices in the classroom. The research involved 124 students from the English
Department at Al-Fateh University in Sirt, Libya, and aimed to investigate the
comprehension challenges faced by fourth-year English language students. Data
collection methods included a cloze test, a translation test, and a questionnaire. The
findings revealed that students struggled with understanding reading texts due to
difficulties in identifying main ideas, making inferences, and comprehending
vocabulary. These challenges significantly impeded their overall comprehension of the

material.

In conclusion, this section has examined a number of essential reading strategies and
aspects that are vital for achieving a comprehensive understanding of written texts. Each
of these skills is equally important, enabling learners to engage with different facets of
the reading material. Together, these comprehension strategies function in an
interconnected manner, helping readers decode both the explicit and implicit messages
conveyed by the author. A lack of proficiency in applying these strategies could lead to
significant challenges in reading comprehension, hindering a reader's ability to fully
grasp the content. It is noteworthy that these core strategies of reading (identifying key
vocabulary, inferring meanings from word components, making inferences, recognizing
details and main ideas in English texts, and utilizing background knowledge to grasp a
text's message) are all examined in this study. This research specifically aimed to
identify which reading strategy poses the greatest difficulty for Libyan EFL students in
the English Department at the Faculty of Education at the University of Benghazi.
Furthermore, the study sought to understand the underlying reasons for these difficulties
in basic reading aspects and provide practical solutions to be implemented in

classrooms to help overcome these reading challenges.

As has been illustrated above, recognizing reading strategies and aspects are essential
for learners to successfully comprehend written English texts. Successful readers are

characterized by their ability to understand and analyze texts deeply, employing a range
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of skills to decode meaning and engage with the material critically. The following
section explores the specific traits that define successful readers.

2.7 Characteristics of Successful and Unsuccessful Readers

Different scholars have varying perspectives on what constitutes a successful or
unsuccessful reader. Samuels and Kamil (1988) define the skilled reader as one who can
quickly generate predictions about the reading passage using a top-down reading
process to comprehend a text within a limited time frame. In contrast, Stanovich (1980)
describes the skilled reader as one who can compensate for a lack of reading
comprehension by employing higher-level (top-down) processing to lower-level
processing, such as using morphological knowledge, which unskilled readers are unable
to do. From Stanovich's (1980) point of view, the poor reader is the one who relies on
decoding each word to understand unknown words, while the skilled reader may not
need to draw on the context due to their extensive vocabulary. In conclusion, the
definitions of a successful or unsuccessful reader vary significantly among scholars,

highlighting the complexity and multifaceted nature of reading comprehension.

According to Bakken (2009), successful readers are those who possess the ability to
actively interact with and predict the content of a text by relating the clues presented in
the text to their own background knowledge. They make an effort to employ a variety of
techniques and abilities to understand texts (Alotaibi, 2022). They are able to
automatically recognize letters and words at the lower-level cognitive processes when
reading. At the higher-level cognitive processes, successful readers can effectively
relate what they are reading to their prior knowledge, thereby creating a bridge between
the written text and their own experiences. In contrast, unsuccessful readers tend to
simply read the text without actively engaging with its They are not automatic in their
recognition of letters and words and instead focus on each sound, letter, and word to
comprehend the text. Unsuccessful readers are unable to effectively use and link their
background knowledge to what they are reading, resulting in a disconnect between the

text and their own experiences and understanding (Bakken, 2009).

The determination of whether a reader is successful or unsuccessful is influenced by a
variety of factors, including the reader's motivation, knowledge of the text's content,
genre, and type of text being read (Bakken, 2009). For instance, a proficient EFL reader

who specializes in education may be perceived as a poor reader when encountering a
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medical text, as they lack familiarity with the specific medical procedures and
terminology. Hedge (1991, cited in Davies, 1995) argued that success in the reading
process is closely tied to the reader's purpose for reading, such as whether they are
reading for comprehension or language learning. He also introduces the concept of
"drive" as an additional category of reading purpose, encompassing reading for
meaning, gist, language acquisition, or a combination of meaning and language
acquisition. This is because the reader's purpose is not only important for the reading
process itself, but also for controlling and directing it (Hedge, 1991 cited in Davies,
1995).

Overall, the key distinction between successful and unsuccessful readers is their ability
to actively engage with the text while being aware of the various reading strategies,
such as inferring vocabulary meanings, identifying keywords, recognizing grammatical
relationships, and making inferences. Successful readers excel at leveraging their prior
knowledge and establishing meaningful connections throughout the reading process.
The next section explores the strategies employed by successful readers as they

approach reading texts.
2.8 Strategies of Reading

The word strategies can be loosely defined as "learning techniques, behaviors, problem-
solving or study skills which make learning more effective and efficient” (Oxford &
Crookall, 1989 in Kara, 2015, p. 20). In the context of reading, these strategies enable
readers to effectively engage with written materials, provide insights into their
understanding of the task, utilize textual cues, and interpret the content when faced with
comprehension difficulties (Block, 1986). Strategic reading, as described by Anderson
(2003), involves using various techniques to achieve a specific purpose. Readers who
have acquired these reading strategies can understand the what, when, how, and why
behind their use, thereby enhancing their reading comprehension (Banditvilai, 2020).
Overall, the implementation of these strategies is crucial for equipping readers with the
necessary techniques and skills to interpret content and overcome comprehension

challenges.

Many researchers and studies in the field of language learning and teaching have
stressed the importance of reading strategies in the development of students' reading

abilities. Block (1986) emphasized that the consistent application of reading strategies
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results in readers developing expertise, enabling them to effortlessly apply the acquired
reading skills. Rraku (2013) conducted a study to investigate the impact of utilizing
reading strategies on enhancing foreign language reading abilities and found a
significant improvement in students' reading skills once they employed these strategies.
Similarly, Rashed (2016) examined reading comprehension difficulties among Libyan
EFL students at Al-Zawia University and found that many struggled due to inadequate
reading comprehension abilities and a lack of reading strategies. In conclusion, the
collective findings of these studies underscore the critical role of reading strategies in

enhancing students' reading skills and overcoming comprehension difficulties.

Several reading strategies are essential to use during the reading process. Among these,
skimming, scanning, and metacognitive strategies are particularly important for this

study. These strategies are discussed in detail in the following section.
2.8.1 Skimming and Scanning Strategies

The two most essential reading strategies for learners are skimming and scanning
(Brown, 1994). Teaching students how to skim and scan texts is crucial, as these skills
are considered the most important reading abilities to be acquired (Harmer, 1998).
Focusing on the utilization of skimming and scanning strategies, which are deemed
essential for effective reading comprehension, can lead students to achieve better
comprehension and increase reading speed (Fauzi, 2018). It is clear that integrating
skimming and scanning strategies into reading instruction is vital for enhancing learners'

overall reading proficiency.

Skimming is a technique used to quickly grasp the essence or primary concept of a
written material (Dorn & Soffos, 2005). This involves swiftly scanning the text to
extract main ideas and obtain a general understanding of the content. To achieve this,
readers typically read the title, examine the introductory and concluding paragraphs,
peruse the first sentence of each paragraph, and identify keywords such as proper nouns
and uncommon vocabulary (Medjahdi, 2015). Scanning, on the other hand, is the skill
of swiftly pinpointing specific facts and details (Thomas & Farrell, 2009). This
technique involves actively searching for keywords like numbers, pronouns, and names
that are familiar to the reader. Unlike skimming, scanning delves deeper into the text,
focusing on the content within the paragraphs rather than just the headings and sub-

headings. It is a selective reading method where the reader seeks out particular
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information without reading the entire text (Thomas & Farrell, 2009). Both skimming
and scanning are essential reading strategies that serve different purposes, with
skimming providing a broad overview and scanning allowing for the precise location of

specific information.

Skimming and scanning play a pivotal role in navigating the complexities of various
reading tasks. Readers and learners, in particular, must possess a keen awareness of how
to effectively integrate these reading strategies with the different aspects of the text they
engage with. Fauzi (2018) conducted a study that highlighted the effectiveness of
skimming and scanning strategies in improving reading strategies. The study
demonstrated how the application of reading strategies could significantly enhance
reading comprehension and efficiency. The followings are the main points proposed in

his study:

e Identifying the purposes and organizational patterns of the text: By utilizing the
techniques of skimming and scanning, readers can effectively differentiate between
the overarching objective of a passage and the intentions behind specific sections
within it. Additionally, they can recognize key terms that reinforce the main idea of
the passage, determine how the text is structured by understanding the relationships
between different points, and identify transition words that signal the different
organizational formats used (Fauzi, 2018).

e Understanding unfamiliar vocabulary from structural clues and word parts:
Skimming and scanning enable learners to understand unknown vocabulary through
structural clues and word parts (Barnhart, 2008). By employing various structural
clues, such as punctuation, restatement, and examples, students can make educated
guesses about the meanings of unfamiliar words within a limited timeframe.
Additionally, scanning the text enables students to identify the meaning of unknown
words by analyzing the prefixes, suffixes, and roots present within the word.
(Barnhart, 2008).

e Inferring information from the text: Understanding unfamiliar words is crucial for
individuals seeking to grasp the concepts presented in written texts. Authors often
incorporate unfamiliar or infrequently used words in their writing to convey specific
meanings. By examining structural clues like punctuation, restatements, and

examples, readers could infer the meanings of unknown words quickly. Therefore,
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developing the strategy to comprehend unknown words within texts without relying
on a dictionary is essential for all readers (Fauzi, 2018).

e Understanding facts and details from the text: There are two categories of
information provided in the reading task: those that are true and those that are not
about the information presented in the passage. Scanning is a useful technique for
understanding facts and details from the passage. Students should utilize scanning by
focusing on the topic and main idea, as all facts, details, and the overall structure of
the passage revolve around the topic and main idea. Consequently, specific
information would provide readers with a clear understanding of the main idea
(Katheleen, 1986).

e Defining the author’s attitudes, tones, and purposes in the passage: When faced with
a reading task that requires identifying the author's attitude or the tone of the passage,
readers must carefully consider the entire passage. In certain passages, the author
may explicitly convey their feelings towards the topic they have written about. By
quickly scanning the text, readers can search for indications of the author expressing
emotions, which can help determine the author's attitude and the overall tone of the
passage. By skimming the main idea presented in the topic sentence and examining
the supporting details readers can easily form conclusions about author's purpose
(Fauzi, 2018).

Research on EFL learning has emphasized the effectiveness of reading strategies,
particularly skimming and scanning, in developing students' reading comprehension
abilities. For example, Zraga (2018) found that Libyan EFL lecturers theoretically
supported the use of skimming, believing it would help students obtain the overall
meaning rapidly, although none of them were observed applying this technique in their
reading classes. In addition, Abosnan (2016) conducted a study focused on the learning
and teaching of Reading in English as a Foreign Language (REFL) at Alkufra Libyan
Secondary Schools in southern Libya. Using an action research approach, the study
critically examined the challenges faced by Libyan EFL students and teachers across
four research sites. The diagnosis stage involved data collection through classroom
observations, interviews, and think-aloud protocols, revealing that students
predominantly engaged in reading aloud and word-level strategies rather than reading
for meaning. The intervention phase introduced alternative REFL teaching methods

aimed at developing reading strategies to encourage interactive and meaningful reading.
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The results highlighted the crucial role of teachers in enhancing students' knowledge,
confidence, and REFL strategies. However, the study also acknowledged limitations
posed by factors such as students' first language, the idiosyncrasies of the English
language, teacher training, and political instability in Libya. Despite these challenges,
the study underscored the importance of teaching reading strategies for comprehension,
and called for more research to be conducted to investigate the enhancement of reading

among EFL students.

Further, Nezami (2012) conducted a study at Najran University in Saudi Arabia to
identify the reasons behind the low-level performance of students in the Preparatory
Year and Community College programs. Data were collected through a survey using
teachers' questionnaires, student observations, and case studies. Her findings indicated
that Arab learners (males) at Najran University encountered challenges in
comprehending English reading texts due to their inability to properly apply reading
strategies such as scanning, skimming, prediction, and summarizing. In conclusion,
these studies collectively emphasized the critical role of reading strategies in EFL
education and highlighted the need for teachers to actively integrate these strategies into
their teaching practices. Therefore, this research was conducted in response to these
educational needs.

2.8.2 Metacognitive Strategies

Another type of reading strategy is the metacognitive one. Metacognition, a concept
coined by Flavell in the mid-1970s, refers to the process of thinking about thinking
(Anderson, 2002, p. 23). It involves self-awareness of mental processes (Byrd et al.,
2001). According to Oxford (1990), metacognitive strategies provide a way for learners
to coordinate their learning process, enabling them to manage and regulate their own
learning effectively. In reading, metacognitive strategies are particularly important
because reading involves more than just recognizing words; it requires understanding
the literal meaning as well as grasping implied ideas (Tierney & Readence, 2005).
Effective reading, therefore, necessitates significant cognitive strategies for
comprehension (Pressley, 2002a). To achieve this, readers employ various
metacognitive strategies such as relating the text to prior knowledge, making
predictions, and summarizing. These strategies foster an engaged and self-regulated
approach to learning, ultimately contributing to academic success. In the long run,

metacognitive strategies play a crucial role in enhancing reading comprehension by
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enabling readers to actively manage and regulate their own reading processes, leading to

more effective and meaningful engagement with the material.

Metacognition encompasses both metacognitive awareness (what we know) and
metacognitive regulation or control (knowing when, where, and how to use strategies;
that is, what we can do) (Baker, 2002, 2008). It involves awareness and control of
various cognitive processes such as planning, monitoring, repairing, revising,
summarizing, and evaluating. This means that learners not only learn strategies that
support their comprehension but also learn how to effectively carry out these strategies
(Baker, 2002, 2008; Pressley, 2002b). Effective readers are skilled strategy users who
employ metacognitive strategies to enhance their reading comprehension. They are able
to use a variety of goal-specific tactics, execute a planned sequence, and monitor their
use (Adams & Hamm, 1994; Gettinger & Seibert, 2002). Successful readers utilize
numerous reading strategies, such as finding their way through the text, organizing
information, leveraging linguistic knowledge of their first language when learning a
second language, using contextual cues, and learning to chunk language. These readers
are proficient in using cognitive strategies efficiently, demonstrating a high level of
metacognitive control over their reading processes. In conclusion, metacognitive
strategies are essential for effective reading, enabling learners to manage and regulate

their cognitive processes to achieve better comprehension and academic success.

Anderson (2002) noted that metacognition is a multifaceted cognitive process that
encompasses various forms of attended thinking and reflective processes. This complex
phenomenon can be broken down into five fundamental components, each of which
plays a crucial role in the learning process. Firstly, preparing and planning for learning
involves setting goals and establishing a framework for knowledge acquisition.
Secondly, selecting and using learning strategies enables learners to choose the most
effective methods for absorbing and retaining information. Thirdly, monitoring strategy
use allows learners to assess their cognitive processes and adjust their approach as
needed. Fourthly, orchestrating various strategies involves integrating different learning
techniques to achieve optimal results. Finally, evaluating strategy use and learning
enables learners to assess their progress and refine their approach over time. Effective
teachers should model these strategies in reading activities for their students, providing
a comprehensive framework for learners to follow in each of these five key areas
(Anderson, 2002).
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The impact of metacognitive strategies on developing students' comprehension abilities
has been a significant concern for many researchers in language teaching and learning
(Bagga & Mckee, 2023; Chen et al., 2022; Eyupoglu, 2023; Martin-Ruiz & Gonzalez-
Valenzuela, 2022; Samarajeewa, 2023). In the Libyan context, Ghwela et al. (2017)
conducted a study to elucidate the metacognitive reading strategies utilized by female
first-year university students studying English as a Foreign Language. The study, which
involved forty students at Al-Asmariya Islamic University in Zliten, Libya, used the
Metacognitive Awareness Reading Strategy Inventory (MARSI) to collect data. The
questionnaire responses were quantitatively analyzed using descriptive statistics to
determine the level of metacognitive awareness across three sub-scales: global reading
strategies, problem-solving reading strategies, and support reading strategies. The
results indicated a high level of metacognitive awareness for the problem-solving
strategy (M=3.50, SD=1.36), but only a medium level for both the support strategy
(M=3.25, SD=1.36) and the global strategy (M=3.08, SD=1.26). These findings
highlighted the importance of metacognitive reading strategy instruction in enhancing
students’ metacognitive awareness, ultimately leading to improved reading

comprehension performance and the development of skilled readers.

Also, Etwaeel (cited in Omar, 2020) investigated the effectiveness of metacognition in
enhancing students’ reading comprehension in Libyan secondary schools in Ajdabyia,
Libya. The study aimed to identify the challenges encountered by EFL teachers in Libya
when teaching reading comprehension and to propose solutions to mitigate these
challenges. To achieve this, the researcher employed three investigative methods:
questionnaires, classroom observations, and student tests (pre-test and post-test). The
data analysis from the teachers' questionnaires and classroom observations revealed that
EFL teachers face significant difficulties in teaching reading comprehension. However,
the study indicated that instructing students in modern reading comprehension
strategies, particularly metacognitive ones, had a substantial impact on enhancing and
advancing reading comprehension. This instruction enabled students to become
strategic and independent readers. In conclusion, the study highlighted the importance
of teaching metacognitive reading strategies to overcome the challenges in reading
comprehension faced by Libyan EFL students and teachers.

To put it all together, the above sections have presented the first dimension of the

literature review, providing a comprehensive overview of the reading skill and its
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components. Various definitions of reading were discussed to clarify its dynamic
cognitive nature and the internal processes readers use to achieve a full understanding of
the messages embedded in reading texts. The importance of reading for learners'
development and academic success in EFL contexts, as well as its relevance for
teachers' instruction on other language skills, was highlighted. Different types of
reading were examined, revealing that the choice of type depends on the purpose of
reading. Readers engage with texts with specific purposes in mind, which vary
according to their needs. The aspects of reading are crucial, and readers must be aware
of them to accomplish their reading goals and objectives. The differences between
successful and unsuccessful readers were identified, with success depending on readers'
ability to effectively employ various reading strategies, such as predicting, activating

background knowledge, and making suitable inferences.

By exploring the concept of reading skills from multiple angles (including definitions,
processes, types, purposes, aspects, and strategies) a comprehensive understanding of
how reading fits into the broader context of language teaching and learning can be
gained. The importance of reading in language learning and teaching has been widely
recognized. Over time, different theories have approached reading from diverse
perspectives, highlighting its active and dynamic nature. Understanding the place of
reading in language teaching and learning theories is crucial for appreciating its
significance and developing effective teaching methods for language learners. These
issues are thoroughly explored in the subsequent sections presenting the second
dimension of the literature review of this study.

2.9 The Place of Reading in Language Teaching and Learning

Reading has gained a central place in language teaching and learning, underscored by
its critical role as the most essential skill among all language competencies (Cain,
2010). It is the single most foundational skill that a learner can acquire, serving as the
basis for the development of other language skills (Cogmen & Saracaloglu, 2009;
Moreillon, 2012). Many scholars have emphasized that reading is a skill closely linked
to academic success (Dabarera et al., 2014; Logan et al., 2011). The central place and
role of reading in language teaching and learning are succinctly captured by Bright and
McGregor (1970), who asserted that "where there is little reading, there will be little
language learning" (Bright & McGregor, 1970, p. 52). This statement highlights the

fundamental importance of reading in the language learning process.
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The significant place of the reading skill in language teaching and learning lies in the
fact that it is the receptive skill often used to enhance other productive skills (writing
and speaking) to achieve educational aims (Harmer, 2007). That is, it is crucial for
teaching writing as it provides a good model for English written texts to practice
vocabulary, grammar, or punctuation. Reading material can be used to demonstrate
ways to construct sentences, paragraphs, and whole texts. Drawing from Mart's (2012)
perspective, reading in the process of language teaching and learning enhances
speaking. The act of reading plays a pivotal role in augmenting oral proficiency.
Through consistent engagement with a wide array of written materials students can
significantly enhance their verbal communication skills. Further, by familiarizing them
with a substantial volume of printed vocabulary and linguistic structures students'
linguistic repertoire will be expanded (Mart, 2012). Sangia (2014) emphasized that
reading is crucial for language learning, communication, and sharing information and
ideas. It can introduce interesting topics, stimulate discussion, excite the imagination,

and provide the springboard for fascinating lessons (Harmer, 2007).

Recognizing this pivotal role of reading within the domain of language teaching and
learning, it gained different degrees of importance in theories of language teaching and
learning, and many of those, in turn, proposed different approaches to the practice of

reading in different educational settings.
2.10 Key Theories for Teaching and Learning Reading

Understanding the underlying theoretical assumptions for teaching and learning reading
improves learners' education; theories of language learning form the educational base
for practicing teaching in learning contexts (Hoy et al.,, 2013). "A theory is a
comprehensive, coherent, and internally consistent system of ideas about a set of
phenomena” (Knowles et al., 2020, p.11). A language theory encompasses a collection
of interconnected constructs, definitions, and propositions that offer a structured
perspective on phenomena by delineating relationships among variables, aiming to
elucidate natural occurrences (Kerlinger's, 1979 cited in Creswell, 2007). Any language
teaching and learning approach needs to be firmly grounded on theories of language
teaching and learning (Richard (2015).

According to Hoy et al. (2013) and Richard (2015), different theories of language

teaching and learning have emerged aiming to understand the complex phenomenon of
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learning a subsequent language. These language learning and teaching theories draw on
learning theories from other fields, such as psychology, cognitive science, and
sociopsychology, as well as from the findings of second language research. Hoy et al.
(2013) and Richard (2015) note that due to the complexity of learning as a cognitive
process, there is not one definitive explanation for how learning occurs. Various
theories of learning provide explanations that vary in their usefulness depending on the
specific aspect of learning being addressed. That is, for an accurate adequate
understanding of the multi-dimensional nature of the learning process, all theories
should be taken into consideration since "no single theory of second language
acquisition can be expected to provide a complete understanding of it" (Atkinson, 2011
cited in Richard, 2015, p. 31).

In light of the above quotation, this study adopted a multidisciplinary perspective for
understanding the reading comprehension process. Reading, in this study, was
conceptualized as an integrated cognitive and constructivist phenomenon. The
researcher has embraced a multidisciplinary view of reading that integrates schema
theory with constructivist learning theory. This approach posits that reading involves
activating schemas to comprehend texts (Alderson, 2000; Alptekin, 2006; McKay,
1987) and emphasizes the construction of meaning as outlined in constructivist theory.
Learners should be provided with opportunities that facilitate interactions, focusing on
their ability to construct their understanding and meaning through active engagement
with the content (Richardson, 1997). Our perspective on reading aligned with Bhan's
(2010) view, which describes reading as a simultaneous process involving "reading the
lines," "reading between the lines," and "reading beyond the lines." Additionally, it
recognized that reading is an interactive process consisting of multiple interactions
among variables such as the reader’s background, classroom context, reading materials,
developmental levels, teachers’ instructional styles, and learning goals (Blair et al.,

2007).

In the following section, several influential language learning theories are examined
about their implications for language teaching. Each theory is characterized by its
distinct views of language and learning, which are then linked to specific methods for
teaching and learning. The theories are discussed in relation to the context of the
reading skill's development and their proposed assumptions on how the practice of

reading should be approached in classrooms. Theories considered include Behaviorism,
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Cognitivism, Skill-Based and Performance-Based approaches, Interactional theory,
Constructivism, and the Vygotskian theory for language teaching and learning. By
analyzing these theories and their associated methods, this section aims to provide a
comprehensive understanding of how different theoretical perspectives have shaped the

practice of teaching reading in educational settings.
2.10.1 The Behaviorism

One of the learning theories that had an essential impact on many fields of teaching,
including language teaching is the behaviorist theory. A theory that states that human
and animal behavior can be studied only in terms of physical external processes,
without reference to the mind (Richard, 2015). For behaviorists, learning is based on the
view that it is a process in which specific responses are acquired in response to specific
stimuli (Brown, 2007; Quinn, 2000; Richard, 2015). Correct responses are reinforced
and, hence, become a learned behavior. Thus, learning, in this theory, is based on the
Stimulus-Response theory of psychology which views learning as habits formation,

through repetition and reinforcement (Lightbown & Spada, 2006; Saville-Troike, 2012).

According to Richards (2015), the behaviorist theory provided the theoretical support
for the audiolingual method of language teaching in classrooms (see section 2.9.1.1.3).
Teaching reading, in this method, was through extensive drilling, practicing, repetition,
and making use of activities that minimized the chances of producing mistakes.
Drilling, mimicry, and memorization of sentences were the bases for teaching and
learning how to read. These behavioristic principles also formed the base for teacher-
centered teaching that views learning as a change in behavior, promoted by dependent
learning. Learners are evaluated based on their ability to reproduce the memorized
materials and this behavior is, in turn, reinforced by grades awarded and controlled by
their teachers (Conti, 2004).

In a typical reading lesson, the teacher would read aloud a sentence from the passage,
and students would then repeat it verbatim, if a student made a pronunciation mistake,
the teacher would immediately correct it, and s/he would be required to repeat the
sentence correctly until mastery was achieved (Abosnan, 2016). This approach,
grounded in behaviorist principles, emphasizes the role of repetition and reinforcement
in learning. However, Brown (2007) questions the effectiveness of this method in

fostering reading comprehension, as the focus is on memorizing the text and correcting
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pronunciation errors rather than addressing understanding and solving comprehension

problems.

According to Skinner (1986), a key aspect of behaviorism is the use of reinforcement,
which involves carefully structuring "contingencies of reinforcement” to quickly modify
behavior and maintain it over extended periods. Skinner believed that students’ ability to
learn rules could be significantly enhanced by following the teacher's guidance and
feedback. The teacher, in this theory, plays a crucial role in facilitating the learning
process and shaping the students' understanding of the material. The research conducted
by Conti (1985) and Zohrabi et al. (2012) supports Skinner's (1986) assertion regarding
the importance of the teacher's controlling role in the learning process. These studies
emphasize the significant influence the teacher's guidance and feedback can have on the
students' ability to learn and apply the necessary rules and concepts.The behaviorist
theory in learning reading primarily focuses on improving observable behaviors, such as
grammar and phonology, while neglecting other important components like cognitive
processes and background knowledge (Richard, 2015). Samuels and Kamil (1988)
suggest that behaviorist psychology treats reading as a word-recognition response to
printed words, with little emphasis on the cognitive processes that allow the reader to
make sense of the text. In other words, the behaviorist approach tends to ignore top-
down reading processes and interactive reading strategies, instead concentrating on the
visual stimuli from the printed page, which may be more aligned with aspects of
bottom-up reading processes (Abosnan, 2016). This narrow focus on observable
behaviors at the expense of higher-order cognitive and interactive skills is a key

limitation of the behaviorist perspective in the context of reading instruction.

From the behaviorist perspective, mistakes and errors made by EFL students are
attributed to interference from their L1; consequently, the immediate correction of these
errors is seen as crucial (Fasold & Connor-Linton, 2006). This theoretical stance
suggests that to effectively teach a reading passage, EFL students should be able to
transfer their existing reading behaviors, such as knowledge of sentence and word
structure, from their L1 to the FL. Saville-Troike (2012) further elaborates on this
theory, noting that where there are similarities between the L1 and FL, learning occurs
more easily, and errors are less frequent. Conversely, where there are differences
between the two languages, learning becomes a more challenging task, and errors occur

more continuously due to L1 interference (Saville-Troike, 2012).
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The behaviorist theory suggests that, in reading classes, the teacher is primarily
responsible for structuring learning outcomes and creating an appropriate learning
environment (Tauber, 2007). Within this framework, the teacher is seen as a transmitter
of knowledge and a controller of the learning process, while the student is viewed as a
passive recipient with minimal interaction with the learning itself. Staples (2007) further
elaborates that the teacher controls the reading freedom of the student in classrooms.
This aligned with the predominant practices observed in Libyan classrooms today,
where the teacher maintains a central role in directing and controlling the learning
experience (Abosnan, 2016; Ahmed, 2018; Al-Beckay & Reddy, 2015; Algwil, 2023;
Azzouz & Taleb, 2020; Belazi & Ganapathy, 2021). The Behavioristic principles also
formed the base for teacher-centered teaching that views learning as a change in

behavior, promoted by dependent learning (Conti, 2004).

This theory of language learning was heavily criticized due to its limitations. Firstly, it
views learning as a mere change in behavior resulting from experience, disregarding the
mental processes involved in thinking (Hoy et al., 2013). Secondly, research in second
language acquisition showed that learners from diverse backgrounds use similar simple
structures, and not all errors are caused by first language interference (Lightbown &
Spada, 2006). Thirdly, it views students as passive entities with limited autonomy to
pursue independent learning or interact with the material in meaningful ways (Farrell &
Jacobs, 2010). According to Farrell and Jacobs (2010), students should have the
opportunity to explore their understanding either on their own or in collaborative
settings. Fourth, strong criticism of the behaviorist theory is raised from Constructivist
theorists, who advocate for student-centered methodologies, as they believe that
knowledge and meaning are individually constructed by students throughout their

learning journeys (Buzzetto-More, 2007).

As a result, advocates of cognitive theories of language teaching and learning, first
introduced by Noam Chomsky in 1959, rejected behaviorism in favor of more
comprehensive explanations. Chomsky's influential theory posited that language
learning is an internal cognitive process occurring within the mind, rather than solely

driven by external factors.
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2.10.2 The Cognitivism

In this theory, language learning is viewed as a cognitive process. According to
Lightbown and Spada (2006), language learning is an internal, mental activity where the
learner builds their understanding of language through exposure and experience.
Cognitive approaches to learning emphasize the role of the mind, as Richards (2015)
asserts that the mind is an integral component of the language learning system. It serves
as the source of cognitive operations that process, comprehend, and extract linguistic

knowledge from the input received during language learning.

Atkinson (2011) emphasized that there are several fundamental assumptions associated
with cognitivism. These assumptions include: First, the mind functions like a computer,
taking in information, processing it, and producing an output. Second, the mind serves
as a repository for mental representations, storing internal representations of language
input. Third, language learning involves the acquisition of abstract knowledge,
specifically the rules that underlie linguistic performance. These cognitive assumptions
are reflected in some important applications of teaching students how to learn and
remember by using cognitive learning tactics such as note-taking, mnemonics, and

visual organizers (Hoy et al., 2013).

The Cognitivists view of language learning and teaching is seen in the theories of

universal grammar, schema theory, restructuring, and explicit and implicit learning:

e Universal Grammar: This theory suggests that learners come to language learning
with an innate ability for language learning that is activated by exposure to language
in the environment (Chomsky, 1959). Language is an internalized biological system
rather than a social one (Cook, 2007). This system is separate, from and relatively
influenced, by outside experience (Cook, 2007). According to Richards (2015),
language learners develop an interlanguage system that is distinct from the input they
receive. This interlanguage system emerges through the process of abstracting rules
and principles, as well as the use of an internal mechanism, known as the language
acquisition device, which enables learners to create a developing grammar. Errors,
here, were not viewed as faulty learning but were an indication of a creative process
of learners’ attempts for language knowledge. Teachers were encouraged to spend
less time on correcting errors, and more time on providing rich, meaningful input for

learning (Lightbown & Spada, 2006). Although more general psychological and
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social theories have emerged to add to our understanding of language learning (see
the subsequent sections), this cognitive theory is still a part of the contemporary SLA
world.

e Schema Theory: "Schema (plural: schemas or schemata) refers to the background
knowledge that underpins the interpretation of a text" (Cook, 1991, p. 54). When
reading, learners rely on their existing background knowledge to process and
understand new information. Schema theory emphasizes the significant impact of
prior knowledge on reading comprehension, as it provides a framework for
organizing and making sense of new information. This concept is supported by
Rumelhart (1980), who notes that schemata encompass all levels of human
experience and embed all generic knowledge. When readers process a text, they
unconsciously or consciously link new information to their previous knowledge. As
they encounter words, phrases, or sentences in a passage, the associated images and
concepts in their minds are triggered or activated (Rustipa, 2010). This background
knowledge varies from person to person. In practice, schema theory highlights the
importance of pre-reading activities in preparing students to understand written texts.
Teachers should help students build schemata around the topic or activate existing
ones (Johnson & Hudson, 1982, cited in Carrell & Eisterhold, 1983). This theory
ensures that students can effectively integrate new information into their existing
knowledge frameworks.

The schema theory suggests that written texts do not have inherent meaning for readers,

instead, readers must connect their pre-existing knowledge and experiences

(background knowledge) to the content of the text to comprehend and interpret it

effectively (Alderson, 2000; Alptekin, 2006; Carrell & Eisterhold, 1983; McKay, 1987).

The specific information required for understanding texts is referred to as "text

schemata™, while the general knowledge that readers possess is known as "the reader's

background knowledge” (An, 2013).

Schema theory emphasizes the interactive process that occurs between readers' prior

knowledge, experiences, and the content of the text they are reading (an interactive view

of the bottom-up and top-down processes). This theory stresses that readers' background
knowledge interacts with the text simultaneously or in close succession as they read.

Researchers have confirmed that learners actively compare the information presented in

the text against their existing schematic structures to comprehend and interpret the text

effectively (Grabe & Stoller, 2002; Johnson, 1981; Ketchum, 2006; McKay, 1987). The
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theory has proposed several schema-theory-based pre-reading tasks/strategies designed
to activate prior knowledge, enhance comprehension, and facilitate a deeper
engagement with the text, such as accessing background information, making
predictions, and asking questions related to the material.
There are three types of schematic knowledge that readers utilize when engaging with
and processing textual content through reading activities: content knowledge, cultural
knowledge, and formal knowledge (Carrell & Eisterhold, 1983; Nassaji, 2002). Content
schema refers to the reader's familiarity with the subject matter of the text,
encompassing prior knowledge and understanding of the topic (Carrell & Eisterhold,
1983). Prior (Background) knowledge includes learners' previous Knowledge that is not
necessarily included in the text content. Topic knowledge, on the other hand, pertains to
the information that is directly presented within the reading material (Alderson, 2000).
Cultural knowledge refers to a reader's familiarity with the cultural information
presented in a text. This knowledge is crucial for fully grasping the meaning that the
writer intends to convey. When the cultural context of a text differs from the reader's
background, it can lead to different interpretations that diverge from the writer's original
intent (Johnson, 1981; Ketchum, 2006). The formal schema represents knowledge of the
linguistic system. It also encompasses an understanding of text organization and the
distinctions between various genres (Erten & Razi, 2009). Different types of texts, such
as informative articles, short stories, or poems, convey information in unique ways.
When readers are not familiar with the formal structures of these texts, they may
encounter challenges in processing and comprehending the material (Carrell et al., 1988;
Alderson, 2000). The three types of schematic knowledge presented in this section
(content knowledge, cultural knowledge, and formal knowledge) are utilized in the
three-stages learner-centered reading model designed in this study (see Chapter Three).
e Restructuring: Cognitive theories emphasize that new learning is built upon and
restructured from already existing knowledge (schema) (Richards, 2015). In the
context of learning a subsequent language, the cognitive process of restructuring
involves adjusting what has been learned to accommodate new information. As
Richards (2015) notes that restructuring involves modifying previously learned
information to incorporate new knowledge. This concept suggests that language
learning is a continuous process of restructuring previous knowledge to incorporate
new knowledge, whether it involves schemata, vocabulary, or grammatical

structures. For instance, in reading practice, students might be given a set of
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numbered pictures that tell a story. They are tasked with constructing the storyline,
understanding the narrative, and writing it down as a readable text. During this
process, students encounter various linguistic challenges such as lexical choices,
morphological adjustments, and syntactic problems. In addressing these challenges,
they are actively restructuring and adjusting their existing knowledge to accomplish
the task (Richards, 2015).

Explicit and implicit learning: In this cognitive theory, two kinds of learning are
distinguished: Explicit learning and implicit learning. Richards (2015) elaborated
that explicit learning is a conscious learning process that leads to knowledge that can
be accurately described and explained; while implicit learning is an unconscious
learning process that leads to knowledge that the learner may not be able to verbalize
or explain. He also clarified these kinds of learning in practicing reading as follows:
In practicing reading, typically grammatical rules are presented explicitly. Students
practice applying these rules in different texts of their own. It is assumed that, over
time, these rules will become part of learners' unconscious implicit knowledge.
Richards (2015, p. 37) summarized the relationship between explicit and implicit
learning as "some aspects of language may also be acquired implicitly, explicit

knowledge can become implicit knowledge, through practice."

Some researchers have expressed concerns that cognitive theories may oversimplify
the learning process, overlook concrete behavioral aspects, and potentially neglect
the influence of environmental factors on language learning development (Ansari,
2020). In response to these criticisms, alternative theories have emerged that strive to
balance cognitive and behavioral perspectives in language learning. One of the most
notable among these is the skill-based and performance-based theory, the

interactional theory, and the constructivist theory.

2.10.3 Skill-Based and Performance-Based Theory

The skill-learning theory emerged in the 1980s as an alternative to cognitive theories of

learning (Ortega, 2009). It is based on the assumption that skills are integrated sets of

behaviors that are learned through practice, and they are made up of sub-skills that may

be learned separately but are produced together, as a whole, to constitute skilled

performance (Ortega, 2009). This theory consists of two major sub-theories: Skill-based

learning and performance-based learning:
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According to Richards (2015), skill-based learning theory suggests that complex
behaviors are made up of a hierarchy of sub-skills. Complex skills, such as how to read
a newspaper, and how to understand a written text, can be broken down into individual
sub-skills. For example, in reading an English text, recognizing keywords is a sub-skill
at a low level that leads to a skill of a higher level which is recognizing the writer’s
attitude and opinion to the topic. A learner needs to acquire lower-level skills before
s/he can use the higher-level skills. These skills are often consciously managed and
learned by the learner (Richards, 2015). DeKeyser (2007) emphasized that the concept
of skill-based learning is deeply rooted in the notion of practice. Practice involves
continuous and repeated opportunities to use language over time. Typically, practice is
accompanied by feedback, enabling the learner to gradually enhance their performance.
As Cook (2008) observed, language learning encompasses knowledge, behavior, and
skills that are developed through practice and repetition. It follows that elements that are
highly practiced have the best chance of being noticed, understood, learned,

remembered, and employed as exemplars (Cook, 2008).

Performance-based learning, on the other hand, is based on the assumption that skill-
based learning can be extended to describe how we ‘'use' skills in a communicative
context, this includes questioning, discussing, elaborating, relating, and negotiating
(Atkinson, 2011). As learners practice, their performance becomes more skillful over
time. They become more effective users of language, and more skilled at using it in
various learning contexts. Richards (2015) noted that in this use-based learning, the
focus is on language as a means of communication and discussion. As far as reading is
concerned, and during reading classes, language is used for communication between
teachers and learners, and among learners themselves, and language is performed
through conversation, elaboration, negotiation, questioning, and responding (Richards,
2015). In this theory, the focus is on the use of language, rather than the principles of
the abstract systems itself. By performing the activities repeatedly over time, learners
become more proficient in using and performing through language. When language is
practiced in skill-based activities, learners will be able to successfully perform the same
skills on other occasions, and through repetition, learners will automatically perform
these skills (Richards, 2015).

According to Ortega (2009), while skills are indeed crucial in learning, this theory may

oversimplify the complex nature of the learning process by emphasizing the acquisition
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of individual skills rather than a holistic understanding of knowledge. Moreover, the
theory's division into skill-based learning and performance-based learning may establish
a dichotomy that overlooks the interconnected nature of skills and performance in
practical situations (Ortega, 2009). However, continuous practicing and effective
collaboration and interaction between teachers and learners, or among learners
themselves, remained the focus of learning and teaching theories during the 1980s. One

of which is the interactional theory of language teaching and learning.
2.10.4 The Interactional Theory

This theory views language learning as an interactive process. This was put forward by
Richards (2015) who noted that this theory presents a social view of language learning
that focuses on the nature of the interaction that occurs between a language learner and
others, and how such communication facilitates second language learning. The
interactional theory of language learning assumes that learning through interaction
undergoes three basic stages: comprehensible input, negotiation on meaning, and
repairing understanding (Richards, 2015).

e Comprehensible input: At the core of the theory of language learning as an
interactive process is the modification of input. Krashen (1989) states that if the input
is too difficult or complex, of course, communication will break down. Therefore,
when communicating with learners with limited English proficiency, teachers will
typically modify their input by using familiar vocabulary, saying things in different
ways, adjusting the topic, using stress on keywords, repeating main ideas, using
simpler grammatical structures, paraphrasing, and elaborating. In this way, the input
is modified, facilitated, and simplified for better understanding as well as learning
(Krashen, 1989).

e Negotiation of meaning: Richards (2015) noted that this refers to meaning that is
arrived at through the collaboration of learners involved. This negotiation may take
several forms: First, the meaning may be clarified through several exchanges rather
than in a single exchange. Second, one speaker may expand and elaborate to
illustrate what the other has said. Third, one speaker may use simple words or
expressions the other needs. Finally, one speaker may ask questions to understand
more about what the other has said. Gokhale (1995) cited in Goodmacher & Kajiura
(2010) commented that interactions of this kind are believed to facilitate language

learning. Negotiation of meaning often occurs spontaneously, and repeated
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opportunities to communicate in this way are said to provide opportunities for
learners to expand their language knowledge and usage (Gokhale, 1995 cited in
Goodmacher & Kajiura, 2010).

e Repairing misunderstanding: Richards (2015) noted that when interacting with
others, despite limitations in their language proficiency, learners need to manage to
deal with communication difficulties. This can be achieved through the use of
strategies such as the following: Indicating misunderstanding, repeating something
the other person has said, confirming understanding, asking for repetition, asking for
clarification, and repeating misunderstood words or phrases. Clarifying input is a
natural feature of interaction between native speakers as well as among language
learners (Richards, 2015).

According to the interactional theory, learners' modification of input, negotiation of
meaning, and repairing understanding are core elements to facilitate language
comprehension, and hence, learning. As far as reading is concerned, Goodmacher and
Kajiura (2010) mentioned that this interactional theory can be applied to developing
reading skills. According to them, indeed, reading is often done in serenity, but it would
be much more motivating for students to do it collaboratively. While reading, learners
could interact with others to confirm information, discuss some ideas, or share opinions.
To ensure and enhance collaborative interaction among learners and teachers in reading
classes, a three-phase practice in reading classes is highly recommended by many
researchers (Alyousef, 2005; Cheng, 1985; Williams, 1994). These reading phases are:
pre-reading, while-reading, and post-reading stages (see section 2.12). In the
interactional theory, the pre-reading stage has a positive role in activating the students'
relevant schemata; the while-reading stage helps develop the learners' linguistic and
schematic knowledge; while the after-reading stage helps the students integrate what
they learned into a new schema structure (Williams, 1994). These reading stages are

thoroughly discussed later in the section.

The limitation of this theory lies in the fact that interactions between a teacher and a
student may not be as effective for learning a second language this is because of the
imbalance of the teacher-student relationship; For example, this imbalance can be
observed when students choose not to seek clarification to avoid appearing
confrontational towards the teacher's knowledge (Pica, 1987). Other researchers noted

that interactions often lead to receiving negative evidence, in the sense that when
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interacting, learners might learn mistakes from each other (Ellis, 1997; Lightbown &
Spada, 2013; Richards, 2002).

The interactionist theory is in line with the constructivist theory in the sense that the
teacher models appropriate strategies, and guides students to construct meaning and use
of those strategies in meaningful contexts. The teacher’s role is minimized to be like

collaborative coaching 'in the learning zone' (Richards, 2015; Wilhelm, 2001).
2.10.5 The Constructivism

Another language teaching and learning theory that shifts the view of language learning
from a merely cognitive process to a constructivist one is the constructivist theory. Jean
Piaget, a Swiss psychologist and philosopher, is widely recognized as the pioneer of
cognitive constructivism (Hoidn & Reusser, 2021). In this paradigm, students are
cognitively active participants, and both the teacher and students actively engage in the
learning process. This contrasts with the traditional approach where the teacher simply
transmits information to passive students (Widdowson, 1997; Crandall, 2000). The
constructivist theory of language teaching is considered a natural and productive
process for developing language skills (Harriet, 2013). Rather than just transferring
knowledge, the focus is on students constructing their understanding and meaning by
actively engaging with the content. This constructivist view sees learning as a dynamic
cognitive process where knowledge and thinking evolve through investigation,
problem-solving, and interaction, drawing on students' prior knowledge and experiences
(Richardson, 1997).

This theory suggests that learners acquire and enhance their intellectual capabilities by
actively engaging with their surroundings and attempting to comprehend various objects
and phenomena. Piaget's theory involves the construction of increasingly sophisticated
cognitive frameworks through iterative cycles of "assimilation™ and "accommodation™
(Piaget, 1972, 1985, cited in Hoidn & Reusser, 2021). Assimilation refers to the process
of incorporating new information into existing cognitive structures, while
accommodation involves modifying those structures to fit new experiences. Through
these processes, individuals actively construct their knowledge by comprehending and
interpreting the world around them, rather than passively receiving information from a
teacher (Piaget, 1972).
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The theory of constructivist learning, according to Yekple et al. (2021), posits that
individuals actively construct meaning, comprehension, and knowledge of the world
through their personal experiences. This approach offers the advantage of fostering
more engaging learning experiences rather than mere information transmission.
Additionally, this theory elucidates how students create meaning by connecting prior
knowledge with new information. In contrast to traditional views where knowledge was
primarily held by the teacher, contemporary perspectives emphasize active engagement
between learners, teachers, and peers. This dynamic interaction facilitates a rich
exchange of information, enabling students to uncover, explore, and apply skills and
strategies in their learning journey (Yekple et al., 2021).

This shift towards more constructivist, process-oriented instructions is particularly
beneficial for teaching EFL reading (Crandall, 2000; Widdowson, 1997). According to
this theory, reading instruction begins with a global concept and uses the text to
illustrate specific details, starting from the readers' existing knowledge and experiences
about the topic. This aligns with the constructivist principle of active student
involvement in constructing meaning, which can enhance the effectiveness of EFL
reading instruction. Learning is viewed as preceding the development of the process
from a constructivist perspective (Richardson, 1997). The interaction between the
student and teacher is deemed crucial in constructing meaning and enhancing the
students' reading skills. Therefore, the teacher's guidance becomes indispensable in
assisting learners to comprehend the text and derive meaning from words. Additionally,
meaning can be derived from connecting students' experiences (Richardson, 1997). This
method of teaching, which involves activating students' experiences, is linked to a top-
down reading process where concepts and schemas from personal experiences aid the

reader in grasping the significance of new information (Abosnan, 2016).

Lambert and McCombs (1998), as cited in Reigeluth et al. (2017), argued that the
learner-centered approach is rooted in Constructivist Theory, which posits that
knowledge is formed internally by the learner. This theory underpins the principle of a
learner-centered approach (Brandl, 2002). According to Chun and Plass (2000),
Constructivist approaches to learning enable learners to engage directly with the
information, contribute their own insights, and establish their own connections. In this
context, learning is viewed as a process where the learner is cognitively involved in

seeking answers, making generalizations, and verifying hypotheses they have generated
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(Chun & Plass, 2000). By taking a major role in planning and negotiating course
content, students transform into active participants in their language learning, rather
than being passive recipients of knowledge. Furthermore, constructivists emphasize that
learning is not only dependent on individual cognitive processes but also on social

interactions, discourse, and engagement within a community (Hoidn & Reusser, 2021).

Critics argue that constructivism promotes unguided or minimally guided instructions,
leading to students feeling lost, as they may not receive adequate support during the
learning process (Kirschner et al., 2006). Additionally, constructivism's perspective on
learners interpreting the world uniquely renders standardized curricula ineffective. They
claim that constructivist teaching methods may not adequately cater to the varied
thinking styles of individual learners, resulting in suboptimal learning results (Carlson
etal., 1992).

Another influential theory in the field of language teaching and learning is the
Vygotskyan theory which is in line with the constructivist theory in the sense that the
teacher models appropriate strategies, and guides students to construct meaning and use
of those strategies in meaningful contexts. The Vygotskian theory which added to the

literature by taking into consideration learners' psychological dimensions.
2.10.5.1 The Vygotskian Theory

This theory is regarded as an expansion of the constructivist theory and is referred to as
'social constructivism'. Social constructivism emphasizes the importance of "knowing
how to teach over knowing disciplinary knowledge™ (Gallagher, 2007, p. 79, cited in
Abosnan, 2016). It adopts an interactional view of language teaching and learning
(Lightbown & Spada, 2006). Lev Vygotsky, the Russian psychologist and founder of
this theory, viewed language learning as a social process, where meaning and
understanding are constructed through dialogue between a learner and a more
knowledgeable person (Richards, 2015). According to Vygotsky (1978), learning is a
socio-cultural process that occurs within a specific social environment, such as a
classroom. Here, individuals (both educators and learners), materials (like texts, books,
and visuals), and culturally significant activities and events (instructional methods and
sequences) all play a role. Development in learning, according to this theory, is a
product of experiences in the environment and the subsequent reflection on these

experiences (Richards, 2015). This learning development is shaped by the social context
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and interactions among teachers and learners. Vygotsky believed that students can

internalize knowledge more effectively when guided by insightful, analytical questions
presented by their teachers (Richards, 2015). Wilhelm (2001) outlined Vygotsky's three

major concepts to describe the learning process:

Scaffolding: The term refers to the process of interaction that mediates the learning
procedures between teachers and learners (Swain et al., 2010). For example, in
reading classes, the teacher assists the learners in completing reading activities by
providing guided stages for them. Then collaborative dialogue ‘scaffolds’ the
learning process by providing support to learners, and gradually support (scaffolds)
are removed as learning develops. Throughout the reading, the teacher provides
opportunities for noticing how language is used, experimenting with language use,
practicing new modes of discourse, and restructuring existing language knowledge.
As Richards (2015) stated that throughout the learner-teacher interaction, the learner
receives guidance in scaffolding until reaching a point where independent
functioning becomes possible. To engage in mediated learning, the learner needs to
cultivate interactional competence, which involves the skill to navigate exchanges
despite having limited language proficiency (Richards, 2015).

Zone of Proximal Development (ZPD) and Zone of Actual Development (ZAD):
As defined by Wilhelm (2001, p.17) "The place where instruction and learning can
take place is zone of proximal development (ZPD)... What a child can do alone and
unassisted is a task that lies in what Vygotsky calls the zone of actual development
(ZAD)." Vygotsky's idea is that students are instructed (scaffolded) to do complex
cognitive tasks at the level of (ZPD) where learners can do things with help that they
cannot do alone. Learning occurs in this cognitive region (ZPD), which is just
beyond what the learner already mastered and can do alone (ZAD). The task that the
learner can learn with the guidance and support of a teacher, or peers, is said to lie
within the zone of proximal development (ZPD). The task that learners have been
taught and can accomplish it alone without being assisted by the teacher is located in
the zone of actual development (ZAD). The learner’s new strategy can only be
developed in the ZPD through participation in actual concrete activities. When this is
achieved, the strategy then enters the zone of actual development (ZAD), since the
learner is now able to complete the task alone without help and to apply this

knowledge of strategy to new situations s/he may encounter (Wilhelm, 2001).
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To put it all together, Vygotsky (1978) had proposed two levels of performance to apply
his theory: the lower level, which is independent performance, and the higher level,
which is assisted performance requiring teacher support (Moll, 1990). The distinction
between these two levels is referred to as the Zone of Proximal Development (ZPD).
According to Coelho (2012), teaching a foreign language using the ZPD involves more
than just imparting knowledge; it also entails providing support to help students reach
higher levels of performance. Scaffolding serves as a metaphor for the support teachers
offer to bridge the gap between students' existing knowledge and the requirements of a
task (Moll, 1990). In a study by Safadi and Rababah (2012), it was found that
incorporating scaffolding instructions during English reading sessions led to significant
improvements in Arab EFL students' reading comprehension skills compared to those
who did not receive scaffolding. The researchers suggest that integrating scaffolding
techniques in reading instruction can enhance students' comprehension abilities (Safadi
& Rababah, 2012).

In addition, Clark and Graves (2005) highlight the importance of scaffolding in teaching
reading to EFL learners. They recommend that teachers design pre-, during, and post-
reading tasks to address students’ weaknesses and strengths. In the pre-reading stage,
students can discuss the cultural background of the text. During reading, they can read
independently, discuss in pairs, and then as a class. Post-reading activities can further
extend the discussion (Clark & Graves, 2005). However, Barnard (2002) argues that
scaffolding can be time-consuming, particularly in large classes with limited
communication possibilities. In Libya, traditional teaching methods and large class sizes
present significant challenges to implementing scaffolding effectively (Aldabbus, 2008;
Orafi, 2008). To overcome these challenges, teachers should provide opportunities for
students to practice language skills individually, in pairs, and in groups (Abosnan,
2016).

According to Wilhelm (2001), Vygotsky’s theory is in line with the learning-centered
teaching process in the sense that the teacher models appropriate strategies, guides
students in their use of those strategies, and provides meaningful context for using these
strategies. The teacher’s role is minimized to be like collaborative coaching 'in the zone'
(Wilhelm, 2001). Vygotsky’s social-constructivist theory combines the teacher-centered

approach with the student-centered approach (Staples, 2007) in social learning
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activities, motivating students to learn through group work and discussion activities to

solve language problems and obtain new meanings after they adopt the strategy.

Vygotsky’s notion of teaching instructions (illustrated in Figure 3 below) is centered
around the idea that teachers propose complex tasks in meaningful contexts and
students accomplish as much as they can of these tasks. Through different repetitions of
the tasks, students take on more and more of the responsibility, with the teacher's
guidance and monitoring. Then, students will independently do the task on their own.
And the teacher’s role is minimized to be like collaborative coaching 'in the zone'

(Wilhelm (2001).

1 2 3 4
I Do I Do You Do You Do
You Watch You Help I Help I Watch

Figure 3: Learning-Centered Teaching (Wilhelm, 2001, p. 11)

The Vygotskyan theory emphasizes how students complete learning tasks and how
student-to-student contact can support and scaffold the process of acquiring a second
language (Ellis, 1999). Through collaborative learning, students create a shared Zone of
Proximal Development (ZPD) (Lee et al., 2010). Vygotsky (1978) argues that the nature
of social interactions between individuals with varying skill and knowledge levels is
crucial for effective learning. The responsibility of the parent, teacher, or peer with
greater experience is to find strategies that assist the student in entering and progressing
through subsequent layers of information or understanding. According to Vygotsky
(1978), students do not simply copy what they are taught; instead, they transform and
appropriate the information provided through their own cognitive processes.

Vygotsky's work has not received a great level of attention, partly due to the time-
consuming process of translating Vygotsky's work from Russian, and because his
sociocultural perspective does not provide a sufficient number of hypotheses to be
tested, making approvement difficult, if not impossible (Wilhelm, 2001). According to
Rogoff (1990) Perhaps the main criticism of Vygotsky's work concerns the assumption
that it is irrelevant to all cultures. He refused the idea that Vygotsky's ideas are

culturally universal and stated that the concept of scaffolding - which is heavily
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dependent on verbal instruction and interaction- may not be equally useful in all
cultures for all types of learning.

The preceding sections have thoroughly discussed various language teaching and
learning theories. It is crucial to acknowledge that, due to the complexity of language
learning, no single theory has provided a definitive explanation for the process (Hoy et
al., 2013; Richards, 2015; River, 1981). Each of these theories offers explanations that
vary in usefulness depending on the specific aspect of learning being addressed, and
each has distinct strengths and weaknesses. For an accurate and comprehensive
understanding of the multi-dimensional nature of the learning process, it is essential to
consider all theories, as "no single theory of second language acquisition can be
expected to provide a complete understanding of it" (Atkinson, 2011, cited in Richards,
2015, p. 31). When approaching the teaching of reading in classrooms, it is advisable to
selectively integrate aspects from these various theories based on their alignment with
the specific learning context. In this study, the researcher has adopted multiple theories
to design a teaching model for presenting and practicing reading in EFL Libyan
classrooms. This model integrates principles from schema theory and constructivist
theory across three stages of reading practice. The following sections will present the
application of these theories in classrooms through different teaching approaches.

2.11 Approaches of Teaching Reading

In the preceding section, a concise overview of the most prominent theories in the field
of second language teaching has been provided. Evidently, the question arises as to how
these theories can be practically approached in teaching domains in general and reading

classes in particular.

Theories of language teaching can offer valuable insights into the dynamics of teaching
and learning contexts through teaching approaches (Wright & Beaumont, 2015). The
term 'approach’ has been used in language teaching to refer to how language learning
theories are practically employed as the source of the way things are done in classrooms
(Richards, 2015). Teaching approaches employed in classroom instructions are typically
grounded in established learning theories and frameworks (Richards, 2015). So
basically, an approach is how language theories are reflected in classrooms. It was
previously illustrated that each theory has its distinct drawbacks and limitations.

Therefore, River (1981) recommended that teachers be eclectic in their choice of
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teaching approaches. That is, teachers select from various language theories the
approach that suits their teaching domain.

The type of teaching approach being adopted has a substantial influence on student
progress and results, as teachers have a crucial impact on academic success (Stronge,
2007). Several studies have shown a connection between teaching approaches and
students' educational progress and accomplishments (Brakefield, 2011; Belazi &
Ganapathy, 2021; McGowan, 2007; Yaghmour & Obaidat, 2022). Within the realm of
classroom instructions, the application of different language teaching and learning
theories is either teacher-centered or learner-centered; this is according to Conti (1989)
who categorized teaching styles into two separate classifications: The first is centered
around control and the teacher, whereas the second classification is characterized by a
responsive, collaborative, and learner-centered approach (Conti, 1989). These are

discussed in the subsequent sections.
2.11.1 Teacher-Centered Approach

The teacher-centered approach is defined by Huba and Freed (2000) as a teaching style
where students are typically passive recipients of information, with the main focus
being on acquiring knowledge, and the teacher's role in this context is primarily that of
an information provider and evaluator. According to Richards and Schmidt (2010). A
teacher-centered approach, also known as passive learning, involves the teacher being at
the forefront of the learning process while the student plays a minimal role in language
teaching and learning. Essentially, teacher-centeredness occurs when the teacher takes
on the primary responsibility in the teaching and learning process. This approach can be
described as a teaching method where the teacher has significant control over
instruction, leading classroom activities, and where students typically respond
affirmatively to teacher inquiries, with whole-class instruction being the preferred
method over others (Richards & Schmidt, 2010).

Teacher-centered education offers several advantages. As highlighted by Altun (2023),
this approach is renowned for its efficiency in delivering a substantial amount of
information quickly, enabling educators to effectively share knowledge across various
subjects. The structured and predictable nature of teacher-centered education benefits
students who struggle with self-directed learning by providing clear guidance, leading

to organized classrooms and attentive students. This environment fosters mutual respect

81



between teachers and students (Altun, 2023). In teacher-centered classes, there is a
predominance of teacher talk and questions over student talk, along with a significant
reliance on textbooks (Weimer, 2002). According to Toh (1994), in a teacher-centered
reading class, the teacher typically stands at the front of the classroom, lecturing and
leading, while students only speak when called upon. Peer interaction is rarely
encouraged, as students' attention is expected to be focused on the teacher, textbooks, or
their written work. Furthermore, teachers and other education professionals, who are
experts in knowledge and skills, determine the curriculum content and disseminate it

through classroom lessons (Toh, 1994).

Although the teacher-centered approach has its advantages and can be beneficial in
certain learning contexts, it is essential for teachers to acknowledge its limitations.
Lattimer (2015) argues that in a teacher-centered classroom, students are often driven
more by compliance with class rules than genuine engagement with the subject matter.
Communication is predominantly one-way, with the teacher posing questions while
students complete assignments out of obligation rather than personal motivation. The
focus is on meeting standards and adhering to textbook content, with assessments
centered on task completion. Lattimer emphasizes that passive learners in such
environments may struggle to construct knowledge as effectively as those who take a
more active role in their learning (Lattimer, 2015). Additionally, Altun (2023)
highlights a significant drawback of the teacher-centered approach, noting that it fails to
foster the development of critical thinking and problem-solving skills. Within this
instructional framework, students often assume a passive role, rather than being
encouraged to explore, discover, and construct their understanding of the subject matter.
This lack of active participation in the learning process can result in diminished
engagement and motivation. As Weimer (2002) observes, independent and autonomous
learners are rarely found in a teacher-centered learning environment. Furthermore,
Altun (2023) points out that teacher-centered education can be less inclusive, as it does
not accommodate the unique needs and interests of individual students. This limitation
is particularly problematic for students experiencing academic difficulties or those with

special educational needs.

Despite the drawbacks and limitations of the traditional teacher-centered approach, it
remains widely employed in EFL contexts. Many EFL teachers continue to prefer a

teacher-dominated command and control of the learning process (Nicol & Macfarlane-
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Dick, 2006). This is particularly evident in Libya, where the operation of teacher
education and training systems often revolves around a teacher-centered approach
(Abushina, 2017; Ahmed, 2013; Azzouz & Taleb, 2020; Mohsen, 2014; Omar, 2014;
Omar, 2020). The methodology for teaching English reading in Libyan EFL classrooms
is significantly influenced by the traditional method of teaching The Holy Quran by The
Sheikh, or religious teacher. This method involves The Sheikh controlling the way the
Quran is read, pronounced, and memorized, reflecting the societal respect for Islamic
religious values within Libya's tribal system (Abosnan, 2016). In these Libyan teacher-
centered EFL reading classes, all activities are heavily dependent on the teacher, leaving
little opportunity for students to practice their skills and develop their reading abilities
(Abosnan, 2016; Al-Beckay & Reddy, 2015; Belazi & Ganapathy, 2021). The
subsequent section will provide a detailed discussion on the teaching methods based on

this teacher-centered approach.
2.11.1.1 Methods of Teacher-Centered Approach

The term method is defined as "the practical realization of an approach” (Richards,
2014, p. 62). In the field of methodology, there is frequently a differentiation between
methods and approaches. Methods are considered to be rigid instructional systems with
specific techniques and practices, while approaches embody language teaching
philosophies and theories that can be understood and implemented in various ways

within the classroom (Rogers, 2001).

A method is characterized by making decisions about the types of activities, and roles of
teachers and learners, and includes various procedures and techniques as part of its
standard repertoire. In this section an overview of three widely recognized teacher-
centered teaching methods, namely: the Grammar Translation Method, the Direct
Method, and the Audio-lingual Method, is thoroughly presented. The selection of these
three methods for discussion was based on two reasons: They utilize the teacher-
centered approach in classroom instructions, and they are commonly used in the Libyan
educational context (Abushina, 2017; Ahmed, 2013; Azzouz & Taleb, 2020; Elabbar,
2011; Latiwish, 2003; Mohsen, 2014; Omar, 2014; Omar, 2020; Suwaed, 2011).

2.11.1.1.1 The Grammer Translation Method: A Brief Background

The Grammar Translation Method (GTM) is a conventional educational approach that

adheres to a teacher-centered approach, where the teacher serves as the primary source
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of knowledge and authority (Takac, 2008). In GTM classrooms, interactions are
predominantly between the teacher and students, with minimal student-student or text-
student engagement (Larsen-Freeman, 2000). This method emphasizes that teachers
instruct students in the target language through reading and translating texts into their
native language, with limited focus on speaking and listening exercises for students
(Brown, 2000). Proponents of the GTM believe that the primary goal of the GTM is to
help students achieve proficiency in the target language by teaching them the
underlying grammar rules and translate from their native language. (Richards &
Rodgers, 2014).

The principal characteristics of the GTM have been outlined by Richards and Rodgers
(2014) as follows: The primary goal of learning a foreign language under the GTM is to
gain knowledge of its literature and to benefit from the intellectual development that
comes with acquiring an additional language. The method places a core emphasis on
reading and writing, with minimal attention given to listening and speaking skills. The
teacher is responsible for selecting and presenting the reading texts and determining the
writing assignments, while speaking opportunities for students are limited, as the
teacher acts as the primary spokesperson. VVocabulary selection is based on the teacher's
choices, typically drawn from the reading texts presented, and is taught through
bilingual word lists. The basic unit of practice consists of isolated sentences, which are
translated into the students' first language. High accuracy is strongly emphasized, as
students are expected to achieve a high standard in translation. Grammar is taught
deductively, with the teacher presenting the grammatical rules and providing subsequent
exercises. Finally, the students' native language serves as the medium of instruction,
under the control of the teacher (Richards & Rodgers, 2014).

This method of teaching aligns with the behaviorist theory of transferring habits
between first and foreign language learning. It is based on the assumption that learning
grammar may assist EFL students in enhancing their fluency in the target language by
providing them with a thorough understanding of its grammatical and syntactical
structure (Richards & Rodgers, 2014). For instance, in EFL reading classes using the
GTM, the teacher presents and teach the grammatical rules in the text and then given a
bilingual vocabulary list to memorize. As the name suggests, this teaching method

involves translating the text from the target language into the native language, with the
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teacher providing explanations for unfamiliar words and grammatical rules (Richards &
Rodgers, 2014).

In EFL reading classes, the GTM emphasizes the grammatical structure of the passage
and the translation of words into the students' native language. As Aboshan (2016)
notes, teachers employing the GTM in reading classes typically analyze the text
grammatically, explaining the functions of subjects, objects, and verbs, as well as
describing the tenses used. They also provide the exact meaning of culturally related
words in the students' mother tongue. Subsequently, students are required to read and
translate the entire text into their first language. However, this approach may not
facilitate a comprehensive understanding of the text's overall meaning, as bilingual
dictionaries often offer literal rather than contextual interpretations (Abosnan, 2016). As
Allan (2009) points out, reading does not necessarily involve translating every word, as
this can overlook the actual meaning of sentences and words in context. Students need
to determine the accurate meanings based on the context, considering that word
meanings can vary significantly due to cultural, geographical, and dialect-specific
differences, or because they are authorial inventions. In the GTM, students are unlikely
to focus initially on the overall meaning of the text or utilize top-down cognitive
processes to understand it. Instead, the student is viewed as a "recipient of knowledge"
(Lin, 2015), with the teacher's role being to translate, read, and explain the text, or have
the students perform these tasks. This approach underscores the teacher's central role in
delivering knowledge, rather than encouraging students to engage actively with the

text's meaning.

The GTM has several limitations. It places a strong emphasis on accuracy, with the
teacher expected to immediately correct students' errors to help them understand their
mistakes, an approach grounded in behaviorist principles of error correction to improve
learner performance (Saville-Troike, 2012). However, this immediate error correction
can have negative consequences, such as reducing students' confidence and making
them anxious and hesitant to speak in class (Saville-Troike, 2012). While the GTM can
increase EFL students' vocabulary knowledge and aid in reading through the translation
of words into their mother tongue, it falls short in supporting reading for meaning.
Teaching the skill of translating grammar rules from the L1 to L2 does not effectively

promote interactive strategies necessary for comprehension (Abosnan, 2016). As a
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result, the GTM may not fully support the development of reading skills that require a

deeper understanding of the text.

Despite the GTM's drawbacks, its continued use in many parts of the world may be due
to many reasons: First, the method obscures teachers' limited proficiency in spoken
language. Second, the fact that this method was the one by which they were previously
instructed. Third, this method gives teachers high sense of authority and command in
the classroom. And forth, it is effective in large classes where the teacher does not have
to interact with each student individually (Richards & Rodgers, 2014). Jin and Cortazzi
(2011) added that continuous GTM practices for a longer period in many developing
regions in the world are attributed to the slower progress of educational systems and
language teacher training, as well as cultural attitudes, varying approaches to change,

limited learning resources, and financial constraints.

As far as the Libyan context is concerned, multiple researchers (Ahmed, 2018; Elabbar,
2011; Mohamed, 2016; Mohsen, 2014; Orafi, 2008) have emphasized that the GTM
remains the predominant approach for teaching English in EFL contexts. Arabsheibani
and Manfor (2001) have illustrated that in various foreign language contexts, including
Libyan EFL, the GTM is still perceived as the most suitable method due to its alignment
with the existing learning culture in Libya, which is characterized by teacher-centered
and silent classrooms. Additionally, Abosnan (2016) notes that many Libyan EFL
teachers have been taught using aspects of the GTM, such as the traditional methods for
learning the Holy Quran, ancient Arabic poems, and national proverbs. The GTM is
preferred by Libyans due to their familiarity with reciting The Quran audibly and word
for word, which aligns with the principles of the GTM (Al-Beckay & Reddy, 2015).

Moreover, Latiwish (2003) elucidated that the process of learning English as a foreign
language in Libya is perceived as the learning of grammatical rules and vocabulary.
English language curricula and course books in Libya are predominantly designed to
facilitate this through rote memorization. Moreover, many Libyan educators are shaped
by specific beliefs and cultural norms related to learning, particularly in the
conventional Libyan classroom setting where teachers exert greater control over student
participation and engagement. According to Elabbar (2011), essentially the GTM is
implemented in the Libyan EFL context for two primary reasons: First, numerous
Libyan EFL instructors were themselves instructed using elements of the GTM in their

educational journeys, such as traditional methods of studying The Quran, ancient

86



Arabic Poetry, and national proverbs. Second, the learning styles of students, are
influenced by reserved and limited interaction with teachers.

2.11.1.1.2 The Direct Method: A Brief Background

The second teaching method that is characterized as based on a teacher-centered
approach in nature is the Direct Method (DM), which is "largely dependent on the
teacher's skills" (Richards & Rodgers, 2014, p. 13). Many researchers have consistently
classified this method alongside other teacher-centered methods, such as the GTM and
A-LM (Elabbar, 2011; Omar, 2014; Alshibany, 2018). The DM was originated in
France and Germany in the early 19th century as a response to the GTM. It was
considered a 'reform movement' aimed at teaching students a foreign language in the
same manner as they learned their native language. However, Cook (2003) noted that
the DM was not a complete revolution, as many characteristics of the GTM survived.
There was still an emphasis on explaining and grading grammar rules, vocabulary, and
pronunciation, with teachers required to perform many of the same tasks as before, but
without using the first language for explanation or translation (Cook, 2003, p. 34). In
the DM, the teacher is a central figure, with a heavy reliance on their skills and
expertise (Richards & Rodgers, 2014). Teachers primarily present the foreign language
orally, supported by visual aids, and prohibit the use of translation and the students’ first
language. This makes the teacher the main source from which students acquire the
foreign language. The teacher takes charge of the learning process, introducing the
foreign language to students and providing accurate pronunciation models (Richards &
Rodgers, 2014). Due to these characteristics, the DM is considered a teacher-centered

method for language teaching.

The fundamental principle of this method is "no translation is allowed" (Larsen-
Freeman, 2000, p.23), and the language must be used in context. Oral communication is
seen as basic; therefore, the reading skill is based upon what students practice orally
with their teacher (Larsen-Freeman, 2000). Enriching vocabulary, which might help
comprehension, is emphasized over grammar. Teachers should use vocabulary in full
sentences and teach it through demonstration. In practice, the direct method stood for
the following principles as noted by Richards and Rodgers (2014): First, the foreign
language classroom used an immersive approach, with all instruction conducted
exclusively in the foreign language. Second, the focus was on teaching everyday

vocabulary and simple sentences through a carefully structured progression of question-
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and-answer exchanges between teachers and students in small, intensive classes. Third,
grammar was taught inductively, with new concepts introduced orally first by the
teacher. Forth, vocabulary was taught using visual aids like objects and pictures, with
more abstract terms connected to related ideas. And fifth, both speaking and listening
comprehension were emphasized, with a strong focus on correct pronunciation and

grammar.

In reading classes, the DM involves specific procedures outlined by Larsen-Freeman
(2000). The teacher reads aloud to the students and guides them to deduce the meaning
of unfamiliar words from the context. Students are required to repeat after the teacher,
with the exclusion of their L1 in the classroom. Visual aids, such as charts, are utilized
to assist students who encounter difficulties with the target language. During the
reading-aloud activity, the teacher focuses on correcting students' pronunciation and
provides feedback afterward. Following this, the teacher engages students in question-
and-answer exercises, expecting them to respond in full sentences in the foreign
language to practice new vocabulary and grammar structures (Larsen-Freeman, 2000).
These teaching procedures support the claim that the DM is a version of the teacher-
centered approach, where students practice the foreign language under the close control
and supervision of the teacher. The teacher's central role in guiding, correcting, and
providing feedback underscores the teacher-centered nature of the DM in reading

classes.

The DM has several advantages, as highlighted by Larsen-Freeman and Anderson
(2011). According to their observations, the DM allows the teacher to play a more
active role in directing class activities compared to the GTM. This approach results in a
less passive role for students, who are encouraged to engage more actively in the
teaching and learning processes. Students taught using the DM can develop the ability
to think in the target language, which is a significant benefit. Furthermore, classroom
interaction is initiated in both directions, from teacher to students and vice versa,
although it is often led by the teacher (Larsen-Freeman & Anderson, 2011). This
interactive dynamic enhances student engagement and participation in the learning

process.

In the Libyan context, Latiwish (2003) noted that some enthusiastic teachers have been
trying to implement the Direct Method to motivate their EFL students to use the target

language more frequently during classroom activities. However, Sawani (2009) argued
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that this method is challenging to implement in Libyan schools and universities due to
several factors. One major obstacle is the large class sizes in Libyan educational
institutions, which make it difficult for every student to engage effectively in activities
that require the use of English. Additionally, students tend to focus on receiving
information, memorizing it, and preparing for exams rather than actively using English
in classroom activities. Teachers also often prioritize teaching grammatical structures
over encouraging student interaction in English. The prevailing beliefs and learning
culture in Libya, which prefer traditional teacher-authority methods, further hinder
effective interaction in classrooms and limit students' use of the target language.
Moreover, teachers attempting to implement the DM may face sensitive issues such as
gender dynamics, particularly in mixed-gender university settings. This can pose
challenges for male teachers when addressing certain issues with female students. Many
Libyan students, especially females, prefer to remain silent and avoid loud or practical
activities (Sawani, 2009). These cultural and educational factors collectively make it
challenging to adopt a more interactive and inclusive teaching methods in Libyan EFL

classrooms.

Finally, the DM has been criticized by Richards and Rodgers (2014) for
overemphasizing the similarities between naturalistic first language learning and foreign
language learning, thereby neglecting the practical realities of the classroom. The
method lacks a rigorous foundation in applied linguistics and applied linguistic theory.
Furthermore, it requires teachers who are native speakers or possess native-like fluency
in the foreign language, which is a significant constraint. The method is heavily
dependent on the teacher's skills and not on the textbook, and not all teachers possess
the necessary proficiency in the foreign language to adhere to the principles of the DM
(Richards & Rodgers, 2014).

2.11.1.1.3 The Audio-Lingual Method: A Brief Background

The Audio-Lingual Method (A-LM) is another teaching method characterized by a
teacher-centered approach, widely used in EFL teaching contexts. According to
Richards and Rodgers (2014, p. 69), "the teacher's role is central and active; it is a
teacher-dominated method." In the A-LM, the teacher plays a pivotal role in modeling
the foreign language, ensuring correct pronunciation, monitoring students' performance,
providing practice opportunities, assessing student performance through dialogues and

drills, and controlling the direction and pace of learning (Richards & Rodgers, 2014).
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This method is grounded in the idea that fluent language use is a set of habits developed
through practice (Yule, 2010). It is influenced by behaviorist psychology, which views
language learning as habit formation improved through drills and repetition. The A-LM
adheres to the behaviorist approach of stimulus-response-reinforcement, where a
stimulus elicits a response, and reinforcement encourages repetition (Skinner, 1957).
Teaching procedures in the A-LM involve processes such as memorizing texts and
reading aloud, as outlined by Richards and Rodgers (2001). These procedures reflect the
method's emphasis on repetitive practice and reinforcement to foster language

proficiency.

According to Richards and Rodgers (2001), the A-LM employs a structured approach to
teaching reading. The teacher begins by presenting students with a model dialogue that
contains the key structures focused on in the lesson. Students are then asked to repeat
each line of the dialogue, both individually and in groups. The teaching procedures for
the dialogue typically follow these steps: First, students memorize the text gradually,
line by line, with lines potentially broken down into several phrases if necessary. Next,
they read aloud in chorus, with one half of the students reading and the other half
responding, without consulting their books and relying primarily on the teacher's
articulation. The dialogue is adapted to align with the students' interests or situations.
Key structures from the dialogue are selected and used as the base pattern for various
drills. After memorization and repetition, students may refer to their textbooks and
engage in follow-up reading activities based on the introduced dialogue. Finally, follow-
up activities may take place in the language laboratory, where further dialogue and drill
work are conducted (Richards & Rodgers, 2001).

In the A-LM, students' involvement in the reading process is limited, as they are not
afforded the opportunity to engage in independent reading or critical thinking (Richards
& Rodgers, 2001). Instead, students are expected to echo what they hear from the
teacher during reading activities, an approach that does not align with the primary goal
of teaching reading for comprehension. According to Richards and Rodgers (2001),
learners in this method are viewed as passive recipients who acquire language through
repetitive drills. The emphasis of the A-LM lies in enhancing listening and speaking
skills by imitating and memorizing language patterns. While reading and writing are not
entirely neglected, the primary focus remains on listening and speaking, with a

deliberate avoidance of the use of the native language (Richards & Rodgers, 2001). This
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method underscores the teacher's central role in guiding students through structured and

repetitive exercises.

The teacher's role is central in ensuring correct pronunciation and monitoring students'
performance to immediately correct errors, as language errors in A-LM are considered a
'bad habit' that needs to be prevented through repetition, reinforcement, and praise of
success. The teacher models the foreign language, controls the direction and pace of
learning, and corrects students' performance. Teachers emphasize pronunciation, and
fluency, and provide students with appropriate opportunities to practice language
structures. The A-LM method is teacher-dominated, with the teacher controlling,
directing, and assessing student performance through dialogues and drills, where
students interact with each other under the teacher's guidance (Richards & Rodgers,
2014).

According to proponents of the A-LM, the failure to learn is attributed to improper
application by teachers who lack proper training or students who fail to memorize
essential patterns and structures, rather than any inherent flaws in the method itself, as
stated by Richards and Rodgers (2014, p. 69) that "the method itself is never to blame."
To ensure the successful implementation of the A-LM, Brooks (1964) outlines several
key responsibilities for teachers. These include: introducing, sustaining, and
harmonizing the learning process; using the target language exclusively in the
classroom; modeling various types of language behavior; teaching spoken language in
dialogue form; directing choral responses by all or part of the class; teaching the use of
structure through pattern practice; demonstrating how words relate to meaning in the
target language; encouraging students to speak; rewarding student attempts and
reinforcing learning; maintaining cultural aspects; and establishing and enforcing the
rules governing the language class from the first day (Brooks, 1964). By adhering to
these guidelines, teachers can optimize the effectiveness of the A-LM in their

classrooms.

The A-LM offers several benefits, as outlined by Larsen-Freeman and Anderson (2011).
First, students engage in peer interaction when assuming various roles in dialogues,
although this interaction is tightly guided by the teacher to maintain control and prevent
disruptions. Second, each student completes their tasks independently, after which the
teacher provides feedback on their performance. However, the A-LM has been subject

to significant criticism. The method's reliance on pattern practice, drilling, and
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memorization has been found to lead to language-like behaviors but not true language
competence. Chomsky (1966) rejected the behaviorist theory of language learning
underlying the A-LM, arguing that language is not a habit structure and that ordinary
linguistic behavior involves innovation and the formation of new sentences and patterns
based on complex abstract rules. Similarly, Carroll (1966a) noted that the audiolingual
habit theory is no longer aligned with recent developments in language acquisition, and
there is a need for a more comprehensive understanding of language learning.
Additionally, Hadley (2000), as cited in Elabbar (2017), demonstrated that the A-LM
failed to fulfill its promise of producing bilingual speakers by the end of instruction.
Furthermore, the method overlooked the diverse learning styles and preferences of

students, underscoring the need for more inclusive and adaptive teaching approaches.

In EFL teaching in Libya, Sawani (2009) demonstrated that the Audio-lingual Method
influenced the attitudes of Libyan teachers towards teaching and learning English, with
many teachers of larger student groups favoring drilling in most activities, including
reading and grammar patterns. Latiwish (2003) contended that some Libyan teachers
may attempt to adapt or incorporate certain elements of the A-LMethod, like drilling
and memorization, which are part of Libyan learning styles, into more contemporary

approaches such as the communicative method.

In conclusion, the teaching methods previously examined GTM, DM, and A-LM
predominantly adopted a traditional teacher-centered approach, which was also shown
to be commonly used in the Libyan context; however, many researchers have
questioned the effectiveness of these teaching methods in the Libyan EFL context,
particularly in terms of reading comprehension, with several studies attributing the low
level of reading comprehension among Libyan EFL learners to poor teaching
instruction, most notably (Abosnan, 2016; Al-Beckay & Reddy, 2015; Bagigni, 2016;
Algwil, 2024; Elashhab, 2018; ElImadwi & Shepherd, 1914; Elramli, 2023; Omar, 2013;
Omar, 2020; Suwaed, 2011; Zeat, 2022; Zraga, 2018) who argue that the traditional
teacher-centered teaching fails to engage students actively in the learning process and
does not adequately address their individual needs and learning styles, thereby

hindering their ability to develop proficient reading skills and comprehension strategies.

Several studies have been conducted in Libya to investigate the teaching methods
employed in EFL instruction. One such study by Elashab (2018) examined the methods

used for teaching reading in English within the Libyan educational context. Although
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the study is relevant to primary education in Libya, it employed a mixed-methods non-
experimental research design, incorporating a questionnaire, systematic observations,
and stimulated recall interviews. The quantitative component of the study involved
observing 34 teachers who taught fifth graders (approximately eleven years old) and
seventh graders (around thirteen years old). The analysis, using descriptive statistics and
chi-square tests in SPSS, revealed that "teachers were more accustomed to the older
techniques and were not very responsive to the new up-to-date ones™” (Elashab, 2019, p.
29). The findings also indicated that Libyan teachers spend significantly less time
teaching reading techniques and promoting reading strategies compared to other
subjects. Additionally, systematic phonics instruction was nearly nonexistent, with
teachers predominantly focusing on teaching reading through alphabetic knowledge and
decoding skills. This highlights the prevalence of traditional teaching methods and the
need for more contemporary and effective reading instruction strategies in Libyan EFL

classrooms.

Further, Mohamed (2016) conducted a study to assess the current methods used to teach
reading comprehension at the English Department of Zawia University in Libya and to
identify the main factors contributing to students' struggles with reading comprehension.
The study also examined the primary obstacles encountered by Libyan students in
comprehending written English as part of the English language program. Although the
study did not provide practical solutions to these obstacles, it contributed significantly
to the literature on the subject. A total of 800 questionnaires were distributed to gather
extensive data, and semi-structured interviews were conducted with lecturers to gather
their perspectives on teaching and learning reading comprehension. The data from 449
completed questionnaires was analyzed using SPSS, while the input from seven
lecturers was analyzed through content analysis. The findings indicated that students at
the English Department lack reading skills and a reading culture, and face significant
challenges in comprehending English. Additionally, many lecturers were found to lack
awareness of different reading skills and traditionally taught reading comprehension
with an excessive focus on decoding and accuracy. The study highlighted the
inadequate learning environment at the department, characterized by limited facilities
and library resources, overcrowded classes, and insufficient time allocated to reading
classes, all of which have a detrimental impact on the learning and teaching process

(Mohamed, 2016). Despite not offering practical solutions for developing and
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implementing updated teaching methods, the study enriched the literature on the
challenges and shortcomings in teaching reading comprehension in Libyan EFL

contexts.

In addition, Al-Beckay and Reddy (2015) conducted a study to illuminate the existing
methods of teaching English reading skills to young Libyan EFL learners. Although
focused on young learners, the study's findings have broader implications. The research
identified several factors that hinder the development of effective reading skills among
Arabic-speaking EFL students. These factors include the challenges of learning to read
in the different script of English, the restricted availability of English reading materials
at home, inadequate parental involvement, insufficient community support for English
education, and notably, ineffective teaching methodologies. The study highlighted that
the teaching methods used are a critical reason for the limited reading abilities of
Libyan EFL students. Specifically, it was noted that "the inappropriate teaching
approaches that are often used might limit their ability to decode new words" (Al-
Beckay & Reddy, 2015, p. 1). This underscores the need for more effective and

adaptive teaching strategies to enhance the reading skills of young Libyan EFL learners.

An alternative approach to teacher-centered is student-centered instructions where the
focus is on learner-related perspectives is discussed in the following section.

2.11.2 Learner-Centered Approach

Following the traditional teacher-centered approach, Conti (1989) identifies the
Learner-centered approach as a pedagogical perspective that prioritizes the learners'
experiences, perspectives, backgrounds, talents, interests, capacities, and needs. This
approach creates a learning environment that is conducive to learning, promoting high
levels of motivation, learning, and achievement for all learners (McCombs & Whisler,
1997, p. 9). In recent years, there has been a notable shift from traditional teacher-
centered methods to learner-centered approaches (Alonazi, 2017). The concept of
learner-centeredness is pivotal in modern language education, as it fosters autonomous
learning and encourages learners to view learning as a self-directed and lifelong process
(Borg & Al-Busaidi, 2012). This transition to a more student-focused teaching
methodology does not imply learning in the absence of teachers; rather, it is facilitated
by them. Teachers play a critical role in implementing effective learner-centered

instruction, although it is not necessary or feasible to be learner-focused in every aspect
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(Bernard & Li, 2016). In this approach, instructors adapt their roles to become
facilitators of learning, ensuring that the learning environment is responsive to the

learners' needs and conducive to their educational growth.

Student-centered teaching is grounded in the principle that the characteristics and needs
of learners should be the central focus of all aspects of language instruction, including
teaching, planning, and evaluation (Richards & Schmidt, 2010). This approach posits
that learners are not merely passive recipients of knowledge but active participants in
the learning process. Engagement is a crucial element, as simply completing activities
does not equate to meaningful learning (Blair et al., 2007). In reading classes, for
instance, learners should actively construct knowledge by gathering and synthesizing
information, and integrating skills such as inquiry, communication, and critical and
creative thinking (Huba & Freed, 2000). Providing suitable reading materials alone is
insufficient for optimizing academic success. Proficient educators not only select
appropriate materials but also ensure active student engagement with the content to
enhance learning outcomes (Blair et al., 2007). This holistic approach ensures that
learners are fully involved in the learning process, leading to more effective and

sustainable educational achievements.

In learner-centered educational settings, students are actively engaged in tasks such as
collaborative work, authentic communication, and teamwork, taking responsibility for
their own learning by participating in the discovery of knowledge. They select resources
to activate their prior knowledge and ensure that learning activities are centered around
problem-solving (Cubukgu, 2012). Additionally, students require sufficient time to
mentally process information, making connections between new knowledge and its
practical applications in real-life contexts. This approach necessitates ample time for
interaction, learning, integration, reflection, and the practical application of newly
acquired knowledge to various aspects of social, professional, familial, and community
life (Cubukgu, 2012). Research by Blair et al. (2007) highlights the importance of
maintaining student engagement. Effective teachers are found to keep students on task
and engaged 96% of the time, whereas students of less effective teachers are on task and
engaged only about 63% of the time. Blair et al. also define academic learning time as
the period during which a student has the opportunity to learn, is actively engaged with

the task at hand, and is succeeding in accomplishing it. This concept underscores the
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critical role of active participation and engagement in the classroom for learning

outcomes.

Teaching methods grounded in the learner-centered approach are distinguished by the
involvement of learners in decision-making processes regarding the types of activities
and the roles of both teachers and learners. These methods incorporate a variety of
procedures and techniques as part of their standard repertoire. The following section
provides an overview of Communicative Language Teaching (CLT), a widely
recognized learner-centered teaching method. CLT is often categorized as a learner-
focused teaching style by numerous scholars, including George (1999, as cited in
Elabbar, 2011), Lantolf (2000), Richards and Rodgers (2014), and Richardson (1997).
This approach emphasizes the active engagement of learners in the learning process,

aligning with the core principles of learner-centered approach.
2.9.2.1 Learner-Centered Teaching Methods

The Communicative Language Teaching (CLT) method emphasizes a learner-centered
approach to language learning, where the teacher is no longer the central figure in
classroom activities (George, 1999, as cited in Elabbar, 2011). In CLT, "the teacher’s
role is less dominant than in teacher-centered methods" (Larsen-Freeman & Anderson,
2011, p. 25), and their authority is significantly minimized compared to traditional
teacher-centered approaches (Richards & Rodgers, 2014). This method views learning
as "a creative construction process” (Richards & Rodgers, 2014, p. 105), placing a
strong emphasis on socio-collaborative learning, a fundamental principle of Vygotsky's
constructivist theory. Thus, CLT is presented here as a method that aligns with the
principles of the constructivist theory of language learning, upon which the learner-
centered approach is based. There are several reasons for this alignment: First, the CLT
method is grounded in 'constructivist activity theory," emphasizing that both teachers
and learners need to engage with sources of ideas and knowledge within social contexts
(Lantolf, 2000). Second, CLT is in line with the constructivist theory, which is
fundamentally rooted in observation and scientific research on how individuals learn.
This theory posits that individuals construct their comprehension and knowledge of the
world by engaging in experiences and reflecting on them (George, 1999, as cited in
Elabbar, 2011). Essentially, learners in this method are viewed as constructors of
information, actively shaping their subjective interpretations of objective reality. And

third, the CLT method aligns with the learner-centered approach based on the
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constructivist theory by emphasizing socio-collaborative learning. This collaborative
interaction is rooted in VVygotsky's social constructivism, where learning occurs through
socializing with more competent others (Richardson, 1997). Richardson suggested that
CLT tends to be linked to the constructivist theory of learning, in which "individuals
create their new understandings based upon the interaction of what they already know
and believe, and the phenomena or ideas they come into contact with" (Richardson,
1997, p. 3). The CLT method advocates for a student-centered approach, as students
construct their knowledge based on their background knowledge. As Hadjerrouit (2008)
noted, students are assumed to learn better when they are encouraged to explore and
discover things by themselves.

The primary objective of the CLT is to enhance the ‘communicative competence' of
students, a concept initially introduced by Chomsky (1957) in the field of theoretical
linguistics. In the context of language teaching, communicative competence refers to the
ability to operate effectively in genuine communicative contexts, engaging in
spontaneous interactions with one or more individuals through the use of language for
meaningful communication, rather than mere mechanical application. This approach
emphasizes fluency over precision (Brown, 2007). To effectively build and enhance
learners' communicative competence, the CLT method incorporates a range of
principles that embody a communicative perspective on language learning. These
principles, as outlined by Richards and Rodgers (2014), include: (a) Language learning
occurs through its use in communication; (b) Classroom activities should aim for
authentic and meaningful communication; (c) Fluency is a crucial aspect of
communication; (d) Communication entails the integration of different language skills;
and (e) Learning is a creative construction process that involves trial and error. These
principles are designed to facilitate various classroom procedures, ensuring that learners
develop the skills necessary for effective and meaningful communication (Richards &
Rodgers, 2014).

According to Lems, Miller and Soro (2010), in EFL reading classes where CLT is
practiced, students engage in discussions about the reading material to share and
exchange the main ideas. The focus of reading in CLT is to enhance communicative
competence rather than academic language. Students utilize authentic texts for speaking
and reading exercises, which can range from menus and newspaper articles to even

medicine bottle labels. The primary goal of this is to create natural opportunities for
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students to learn a foreign language through interaction with others (Lems et al., 2010).
However, students may not have any knowledge about texts derived from literature,
rather than a real-life situation such as shopping. Richards and Rodgers (2001) criticized
CLT by pointing out that it neglects academic reading, in that CLT is organized around
language function (for example, locations, greetings, and frequency) which are needed

for interactive communication.

According to Larsen-Freeman and Anderson (2011), the teacher of CLT acts as a
facilitator of communication in the classroom (Larsen-Freeman & Anderson, 2011):
First, students engage in group communication and take ownership of their learning.
Second, the teacher's authority is minimized compared to traditional teacher-centered
approaches. And third, students’ native language is allowed to be wused in

Communicative Language Teaching (CLT) (Larsen-Freeman & Anderson, 2011).

It was argued that "CLT is best considered as an approach rather than a method" as it
encompasses a wide range of principles that embody a communicative perspective on
language learning, which can be applied to facilitate a teaching method (Richards &
Rodgers, 2014, p.105). Despite the widespread adoption of CLT in EFL contexts, it has
been criticized for promoting fossilization by placing excessive emphasis on fluency at
the expense of accuracy, particularly in the early stages of language learning. Research
has indicated that while learners may develop strong communication skills under this
approach, they often exhibit a poor command of grammar and a high level of
fossilization (Richards & Rodgers, 2014). Furthermore, the applicability of CLT in
diverse learning cultures has been questioned (Richards & Rodgers, 2014).

The implementation of CLT in Libya has proven to be challenging due to the low
overall proficiency levels of teachers, as well as the learning styles and cultural
backgrounds of students that do not align with the principles of CLT (Sawani, 2009).
Hmaid (2018) observed that English language learners at the Faculty of Arts at Misurata
University struggle with communicative skills, primarily because Libyan teachers often
rely on basic grammatical structures and frequently use Arabic as their first language.
Consequently, instruction tends to focus more on grammar and translation skills rather
than on developing effective communication abilities (Hmaid, 2018). Additionally,
Ibrahim (2015) examined the attitudes and reading practices of EFL teachers in Libya,
highlighting that while there are efforts to adopt new methods such as CLT, many

teachers still prefer traditional approaches to reading comprehension instruction. This

98



reliance on conventional methods presents challenges in effectively applying CLT and
motivating students to engage with it (Ibrahim, 2015). Nevertheless, research by Orafi
(2009) indicates that there have been increasing attempts to implement CLT in various
classrooms throughout Libya, particularly in private schools. The growing globalization
and expansion of private enterprises in Libya may facilitate the broader adoption of
CLT methodologies (Orafi, 2009).

The implementation of the learner-centered approach and its associated methods in
language teaching classrooms necessitates practical considerations and clear guidelines,
as emphasized by various researchers, particularly Weimer (2002), whose principles
form the foundation for the learner-centered reading model developed in this study (see
Chapter Three).

2.11.2.2 Practical Consideration of the Learner-Centered Approach

In the practical implementation of the learner-centered approach in language
classrooms, several important aspects must be considered. A clear understanding of the
responsibilities of both learners and teachers is essential to ensure the successful
integration of learner-centered principles in the learning process. Jacobs et al. (2016)
and Weimer (2002) have outlined these responsibilities and provided a framework of
practical considerations for effectively implementing learner-centered methodologies in
language classrooms. This framework serves as a valuable guide for teachers seeking to

foster a more engaging and responsive learning environment.

Jacobs et al. (2016) identified ten essential components of the learner-centered approach
that must be practiced collectively to foster an effective learning environment. First,
teachers and students engage in collaborative learning, with teachers acknowledging
their own limitations and participating alongside students in the educational process.
Second, encouraging student interaction enhances both learning and self-esteem. Third,
it is crucial to help students develop the skills and attitudes necessary for lifelong
independent learning. Fourth, students should have a clear understanding of the goals
and significance of their studies. Fifth, connecting various topics and subjects allows
students to see how they interrelate. Sixth, learning activities should be designed to
accommodate the diverse needs of all students. Seventh, educators should challenge
students to utilize their critical thinking skills. Eighth, a variety of assessment methods

should be employed, moving beyond traditional testing formats. Ninth, creating a
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positive learning environment is essential for fostering active student participation.
Finally, motivating students to inspire themselves and others contributes to a culture of
enjoyment in learning. The integration of these elements is fundamental to the

effectiveness of the learner-centered approach in education (Jacobs et al., 2016).

In addition, Weimer (2002), in her book Learner-Centered Teaching: Five Key Changes
to Practice, introduced five fundamental changes that instructors can implement to
prioritize student learning. She argued that to adopt a learner-centered approach,
instructional practices must change in five key ways: first, the teacher should assume
the role of a facilitator; second, the balance of power should shift towards the students;
third, educators should focus on uncovering content rather than merely covering it;
fourth, the responsibility for learning should primarily rest with the students; and fifth,
evaluations should be used to enhance learning rather than simply assigning grades.

These changes will be illustrated in detail.

A. The role of the teacher: The first step in transforming instruction to be learner-
centered is for the teacher to assume the role of a facilitator within the classroom
(Weimer, 2002). This approach involves promoting student engagement and guiding
learners through collaborative activities, discussions, and inquiries. The teacher's role is
to assist students as they navigate their learning journey while adapting materials to
meet individual needs. Ultimately, it is the students' responsibility to master the
material, with the teacher providing necessary support. Teachers can act as facilitators
in two key ways. First, they should allow students to take ownership of their learning by
actively engaging with the content. Second, teachers should minimize traditional
lecturing and instead create opportunities for students to discover knowledge
independently, which encourages critical thinking and problem-solving skills (Weimer,
2002). Additionally, instruction should be designed based on the specific needs,
strengths, and weaknesses of each student. Creating a supportive and inclusive
classroom atmosphere is crucial; teachers and students should collaborate to foster a
learning environment where students feel encouraged to participate and work together.
Finally, evaluations should focus on student learning rather than solely on grades. By
using assessments to provide feedback and guide students in their learning journey,
teachers help learners understand their strengths and areas for improvement, enabling

them to make progress toward their educational goals (Weimer, 2002).
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B. Redistribution of power in the classroom: The second significant change in
instructional practice identified by Weimer (2002) involves redistributing power
dynamics in the classroom from the teacher to the student. In a learner-centered
classroom, students are viewed as independent learners who have a say in what they
learn and how they learn it. However, students often resist this level of responsibility, as
it typically requires more effort on their part compared to traditional lecture-based
teaching and note-taking. By sharing power between students and teachers, a stronger
sense of community and collaboration can be fostered within the classroom.
Empowering students can be achieved by involving them in decision-making processes
regarding classroom policies, course content, and evaluation methods. For instance,
teachers can initiate power-sharing from the start of the course by providing students
with a list of assignments from which they can choose a specific number to complete
(Weimer, 2002).

C. The role of content: The instructional practice outlined by Weimer (2002)
introduces a significant shift in the role of content and the function of teachers.
Traditionally, teachers have been focused on ensuring that all the content prescribed in
the curriculum is covered. However, Weimer argues that content should not be merely
covered, but rather uncovered. This means that instead of rushing through the
curriculum, teachers should concentrate on teaching content in a way that enables
students to truly learn, internalize, and apply it in their lives, leading to deep learning.
To achieve this, she suggests that teachers should prioritize teaching students study
skills, such as summarizing and synthesizing so that they can effectively apply the
information they learn. Additionally, teachers should refrain from simply providing
information to students, but rather engage them in active learning processes that

encourage critical thinking and application of knowledge (Weimer, 2002).

D. Responsibility for learning: The fourth crucial modification in instructional practice
proposed by Weimer (2002) that leads to learner-centered instruction involves
empowering students to take ownership of their learning. Many teachers feel compelled
to address any difficulties students face while grasping the content. They may resort to
using external incentives such as extra credit or providing extra instruction to clarify the
material. However, Weimer argues that these approaches do not effectively motivate
students. Instead, she suggests that teachers create an environment that fosters

independence and accountability by holding students responsible for their actions and
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implementing consequences when they fail to complete assignments. Teachers should
consistently maintain high standards for learning while also demonstrating care and
concern for their students by building meaningful relationships. As mentioned earlier,
students often resist taking responsibility for their learning because it requires additional
effort on their part. Therefore, teachers should gradually introduce this expected
responsibility in small increments until it becomes ingrained in the classroom culture
(Weimer, 2002).

E. Evaluation purposes and processes: The final key change to instructional practices
that promote student-centered learning involves the purposes and processes of
evaluation. Weimer (2002) emphasizes that there is a significant shift in instructional
practice when it comes to evaluation. According to Weimer, grading serves two main
purposes. Firstly, it indicates whether students have mastered the content. Secondly, it
aims to motivate students to engage with the material. However, these purposes need to
be reevaluated as evaluations often fail to measure all types of learning and higher-order
thinking skills. Typically, students perceive evaluations solely as a means to earn a
grade rather than an opportunity to enhance their learning. To address this issue,
teachers can play a crucial role in helping students view evaluations as a tool for
improvement. One approach is to encourage students to analyze their own work through
self-assessment. Additionally, facilitating peer assessments can also contribute to this
shift in perspective. Weimer further argues that teachers should strive to reduce the
stress associated with evaluations. This can be achieved by incorporating formative
assessments, reviewing material prior to tests, allowing students to refer to their class
notes during tests, and conducting debriefing sessions after tests to reinforce learning
(Weimer, 2002).

In conclusion, the works of Jacobs et al. (2016) and Weimer (2002) offer valuable
insights into the transformative changes necessary for creating a more student-focused
learning environment. These changes encompass establishing a supportive climate for
learning, shifting the teacher's role to that of a facilitator, empowering students by
granting them greater control over their learning process, viewing content as something
to be discovered rather than merely covered, and utilizing evaluations to enhance
learning rather than solely for the purpose of assigning grades. Reflecting on the
contributions of Jacobs et al. and Weimer reveals that the implementation of learner-

centered teaching necessitates a fundamental shift in mindset among teachers.
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2.11.2.3 The Implementation of Learner-Centered Approach in Language

Classrooms

This implementation is based on that "student-centered learning can be implemented in
several ways" (Petal, 2017, p.6). The degree of implementation and levels of intensity of
learner-centeredness has been a major concern for many scholars in the field of
language teaching and learning. Most have argued for varying degrees of learner-
centeredness according to students' linguistic levels and the learning environment
(Badjadi, 2020; Brandle, 2001; Nunan, 2013). Nonetheless, there is a general agreement
that increased learner-centeredness enhances learners' autonomy and helps them take
greater responsibility for their learning.

Ur (2001) in Calvo (2007), and Nunan (2013) argued for two versions of learner-
centered teaching. The strong version involves motivating learners to find information
on their own, create their learning materials, set their syllabuses, and assess their
progress (Ur, 2001, in Calvo, 2007). Learners should have a say in decision-making
about their learning content, methods, and evaluation right from the beginning (Nunan,
2013). In contrast, the weak version includes recognizing and appreciating learners'
requests (even if not always fulfilling them), minimizing teacher-centered discussions,
and encouraging more active learner participation (Ur, 2001, in Calvo, 2007). Learners
are informed about the processes of their learning and gradually take more
responsibility for it (Nunan, 2013). The selection between the two versions is
determined by students' linguistic levels and the characteristics of the learning context
(Nunan, 2013).

Nunan (2013) further presented a hierarchical model for a learner-centered approach.
He suggested that the first step towards learner-centeredness is to provide learners with
detailed information about the learning material, objectives, and curriculum content. He
stressed that when learners understand the purpose of instruction, their curiosity and
motivation are heightened. The next level of learner-centeredness, according to Nunan
(2013), involves actively engaging learners in setting goals and selecting content.
However, the feasibility and desirability of implementing this level, as well as
subsequent levels on the continuum, largely depend on the specific context and
circumstances of the teaching situation. The following stage would involve students

creating their own goals and content. Lastly, the highest level is characterized by
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students drawing connections between what they have learned and the world outside the
classroom (Nunan, 2013).

For Nunan (2013) learner-centeredness is a concept that is not set in stone, but rather
context-dependent. Despite popular misconceptions, a learner-centered classroom does
not involve the immediate surrender of power, responsibility, and control to the
students. According to him, learners need a significant amount of time to develop the
capacity to make well-informed decisions about their learning preferences and methods.
This process typically occurs later in the course, and in some cases, it may only happen
towards the end. Nevertheless, Nunan strongly advocates for the creation of curricula
and learning materials that support learners in progressing toward complete autonomy
(Nunan, 2013).

In examining the debate surrounding learner-centered education, Nunan (2013)
emphasized the importance of teachers making decisions based on individual student
needs and rejected the idea that learners can navigate their educational journey easily.
Instead, he highlighted the teacher's role in facilitating student learning within a learner-
centered system. The teacher's role may become less dominant than before, but not less
important (Calvo, 2007). Ultimately, Nunan (2013) asserted that the teacher's role is not
devalued but rather elevated in learner-centered teaching and he stressed that it requires
a higher level of skill and expertise. Student-centered is eclectic in nature with teachers
incorporating a range of components from different theories that are appropriate for
their teaching context and the learning needs of their students, as stated by Blumberg
(2008) cited in Jebiwot (2016, p. 73) "learner-centered teachers do not employ a single
teaching method. This approach emphasizes a variety of different types of methods that
shifts the role of the instructors from givers of information to facilitating student
learning." Teachers who embrace this way of instruction practice a multitude of

activities that are centered around students' needs.

In addition, McComb (2008) asserted that learner-centered teaching comes in various
forms within educational settings, with practices varying not only between schools but
also on a day-to-day basis, showcasing the dynamic nature of student-centered
approaches. Furthermore, Nunan (2013) and Tudor (1996) contended that there are
different levels of learner-centeredness and that the specific pedagogical context in
which one operates determines the extent to which one can progress along the

continuum. Therefore, it is essential to consider the unique needs and characteristics of
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each learning environment when implementing strategies for learner-centered teaching.
This approach enables teachers to cultivate a more inclusive and effective learning

experience for their students.

The selection between learner-centered and teacher-centered approaches in reading
instruction has garnered significant research interest, particularly due to the fundamental
importance of reading skills in language development and the growing emphasis on
innovative teaching and learning trends. A recent study by Busa and Chung (2024)
examines the effects of these two instructional methods on students’ performance in the
Test of English for International Communication (TOEIC) Reading Comprehension
Part Seven scores. This quasi-experimental study assessed the effectiveness of both
teaching approaches. The findings revealed that while both groups demonstrated
improvements in their overall performance, students in the learner-centered group
exhibited statistically significant enhancements across all three passage types (single,
double, and triple). In contrast, students in the teacher-centered group showed

insignificant improvement in one of the three passage types (Busa & Chung, 2024).

In addition, Lak et al. (2017) aimed to explore the impact of the teacher-centered
method versus the learner-centered method on the development of the reading
comprehension skill of Iranian EFL learners. A total of 120 Iranian EFL learners from
Mehrvarz Language Institute in Tehran, Iran were chosen for the study. The research
involved several steps including the administration of the QOPT, pretest, research
treatment, and posttest. The raw data was analyzed using an independent samples t-test
with SPSS for inferential statistics. The results indicated that learner-centered teaching
was more effective than the teacher-centered methods in improving Iranian EFL

learners' reading abilities (Lak, et al. 2017).

It can be concluded that there are two distinct approaches to language teaching that have
been extensively examined by researchers. The responsibility for selecting the most
appropriate approach upon which teaching methods will be based lies with the teachers,
and this choice should align with the objectives of the learning process and the needs of
the students. Regardless of the teaching method adopted in reading classes, many
scholars assert that reading is presented and taught in three stages: pre-reading, while-
reading, and post-reading. These stages will be briefly discussed in the following

section.
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2.12 Stages of Teaching Reading

Reading in classrooms is typically practiced in three stages: pre-reading, while reading,
and post-reading phases (Barnett 1989; Brown, 2001; Gibbons, 2002; Hogan, et al.,
2011; Wallace, 1992). The practice of reading instruction through these three key stages
encourages students to take the initiative to build up their reading skills and abilities, as
they are continuously exposed to a variety of reading exercises tailored to their needs
(Omar, 2018).

The pre-reading activities aim to motivate students to read the written text and to
prepare them to be able to read it (Chastain, 1988). These activities play a significant
role in aiding EFL reading comprehension skills (Madaoui, 2013). Traditionally, pre-
reading preparation has often been limited to simple instructions like, 'Tomorrow's
reading is fascinating! Please read pages 25 to 30 and answer the questions on page 31
in complete sentences.” This preparation rests on the assumptions that students are
already familiar with the necessary vocabulary and grammar. Other pre-reading
activities may include defining difficult words or explaining complex sentence
structures, these methods may not adequately prepare students for comprehension
(Ajideh, 2003). According to Chia (2001), many students can understand individual
words and sentences (a bottom-up reading process) but struggle with the overall
interpretation of the text because they do not utilize top-down reading processing
effectively. As a result, the effectiveness of traditional pre-reading activities, such as

word definitions and structural explanations, is being questioned (Ajideh, 2003).

For Ringler and Weber (1984), pre-reading activities are 'enabling activities' because
they equip readers with essential background information needed to engage with and
understand the material. These activities should help readers grasp the purpose of their
reading and establish a foundational knowledge base to navigate both the content and
structure of the text. They argue that pre-reading activities activate prior knowledge,
enhance background understanding, and direct the reader's attention. According to
Carter and Long (1991), before reading, activities such as warm-up exercises,
introduction to the text, and background knowledge elicitation are essential to prepare
students for the upcoming material. Previewing the text with students not only piques
their interest but also encourages them to approach the text more purposefully (Carter &
Long, 1991). This phase also helps students establish criteria for identifying the central

theme of a story or the main argument of an essay.
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Auerbach and Paxton (1997) have proposed several pre-reading activities grounded in
schema theory, these were: accessing prior knowledge, expressing personal experiences
related to the topic through writing, asking questions based on the title, semantic
mapping, making predictions by previewing the text, skimming for a general
understanding, reading the introduction and conclusion, and writing a summary of the
article based on the preview (Auerbach & Paxton, 1997). In addition, Nuttall (2005)
recommends several pre-reading activities that can make students' tasks more explicit
and effective, including providing a reason for reading, introducing the text, breaking up
the text, dealing with new language, and asking signpost questions. These pre-reading
tasks aim to activate and build upon readers' existing knowledge, engage them with the

content, and guide their approach to the text, ultimately enhancing comprehension.

During the while-reading stage, teachers can employ various strategies to enhance
students' comprehension. According to Cater and Long (1991), it can be challenging for
teachers to assist each student in utilizing reading strategies due to the varying needs
and abilities of individuals. However, during this stage, teachers can identify effective
strategies, clarify which techniques are most essential for each student to practice, and
provide practical exercises through guided reading worksheets. These exercises may
include deducing word meanings using context clues, exploring word formation hints,
or practicing cognates; analyzing syntax and sentence structure by identifying the
grammatical functions of unfamiliar words, examining reference words, and predicting
text content; searching for specific information; and mastering the effective use of a
dictionary. Carter and Long (1991) also noted that as students engage in reading, they
can enhance their reading strategies, improve their proficiency in the foreign language,

and better decipher challenging text passages.

In the after-reading stage, Nuttall (2005) emphasizes the importance of evaluating the
text as a whole, encouraging students to connect the content with their own experiences
and knowledge, distinguish between fact and opinion, and weigh the evidence
presented. Marzbanand and Adibi (2014) recommend that students write about the texts
they have read to facilitate this process. According to Carter and Long (1991), post-
reading exercises serve to assess students’ understanding and guide them toward a
deeper analysis of the text when necessary. In real-world reading contexts, the primary
objectives extend beyond merely recalling the author's perspective or summarizing

content; rather, they involve gaining insights into diverse viewpoints and integrating
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new knowledge with existing understanding. Consequently, reading instruction should
progress beyond basic comprehension exercises focused solely on details, helping
students recognize that different strategies are required for various types of texts. For
example, through group discussions about their comprehension, students can identify
areas of misunderstanding or misinterpretation. These discussions can naturally evolve
into text analysis, transitioning from establishing facts to exploring the deeper
implications of the texts (Carter & Long, 1991).

Hogan et al. (2011) highlight several essential activities for reading classes, including
activating background knowledge before reading, identifying elements of text structure
during reading, and posing inferential questions to enhance inference-making. After
reading, students should summarize the main points of the text to improve their
comprehension monitoring. Unfortunately, these critical stages are often neglected in
English as a Foreign Language (EFL) reading classes in Libya. Mohamed (2016, p. 12)
observes that "reading work was supposed to involve pre-reading, while-reading, and
post-reading activities; however, it was taught in a traditional way," which has

significantly affected the comprehension abilities of EFL students in Libya.

In conclusion, comprehending a reading text is a gradual process that requires students
to be guided in becoming skilled readers who actively engage throughout the various
stages of the reading class: before reading, during reading, and after reading (Henderson
& Buskist, 2011). Prior to reading, students can activate their background knowledge by
connecting the material to their past experiences, which enables them to make informed
predictions. During the reading process, proficient readers interact with the text and
integrate it into their existing knowledge by employing skills such as self-monitoring
and refining their predictions. After reading, effective readers should able to summarize

and evaluate what they have read.

Lastly, the preceding sections presented the second dimension of the literature review
for this study, thoroughly examining the role of reading in language teaching and
learning. It illustrated reading's fundamental position as a foundational skill that
supports other learning abilities, such as writing and speaking, and serves as a catalyst
for discussions. Various theories were discussed, as they underpin the perspective on
reading adopted in this study, highlighting their views on the learning process, effective
classroom practices, and criteria for measuring success while addressing error

treatment. The advantages and disadvantages of each theory were also examined, along
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with a delineation of the differences between various approaches. Two primary teaching
approaches were analyzed: the teacher-centered approach and the learner-centered
approach. The teacher-centered approach, reflective of traditional methods such as the
Grammar-Translation Method (GTM), the Audiolingual Method (ALM), and the Direct
Method (DM), was explored in detail. In contrast, the learner-centered approach was
defined with an emphasis on its characteristics and practical considerations for
classroom implementation. Additionally, the Communicative Language Teaching
(CLT) method, which embodies the learner-centered approach, was presented. The
section concluded with an overview of the three commonly accepted stages of reading
instruction, pre-reading, while-reading, and post-reading, upon which most scholars
agree. It also highlighted effective activities associated with each stage, emphasizing

their significance in promoting reading proficiency.
Summary of the Chapter

This chapter highlights the significant concerns surrounding reading strategies in EFL
contexts. Numerous studies (Acevedo & Rose, 2007; Bagga & McKee, 2023;
Banditvilai, 2020; Chawwang, 2008) have addressed this issue, indicating its
importance in language education. In the context of Libya, various researchers have
explored reading strategies among Libyan learners, with studies conducted by Abosnan
(2016), Abugharsa and Elamin (2024), and others revealing critical insights into this

language skill.

Despite the growing body of research on Libyan EFL learners’ reading strategies, this
chapter demonstrates that further investigation is needed to bridge the gap between
students' reading difficulties and the realities of instructional practices in Libyan
classrooms. As noted by Zraga (2018, p. 225), "although there is a substantial body of
research available on the teaching of reading skills, little attention has been devoted to
how and why certain approaches are deployed.” This study responds to the ongoing
demand for research aimed at improving EFL reading practices in Libya, addressing the

lack of knowledge and proficiency among English reading instructors.

Additionally, the chapter provides a comprehensive overview of reading as a skill,
discussing its various components and the different strategies that can enhance it. It also
examines the role of reading within language theories and how reading instruction has

been influenced by various teaching methodologies. Through this discussion, the
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chapter underscores the need for continued research to improve reading education for
Libyan EFL students.

The following chapter presented a discussion of the methodology employed by the
researcher in conducting this current study, along with the underlying assumptions that

guided this research.

110



Chapter Three: Methodology
3.1 Introduction

This chapter presented the overall methodological framework of this research. It aims to
provide an obvious description of the related methodological blueprints the researcher
had followed to effectively and efficiently accomplish her research objectives. This
chapter provides a comprehensive account of the research settings and population to
furnish valuable insights into the research environment. It further explores the research's
overarching strategy, approach, paradigm, design, methods, and procedure to present a
thorough overview of the study.

3.2 Setting of the Study

This study was set in the Department of English at the Faculty of Education, a campus
of the University of Benghazi, in the eastern region of Libya. The information presented
in this section regarding the Department of English at the Faculty of Education in
Benghazi was as officially announced by the administration of the Department for the
academic year 2022/2023 in the Department of English Guide (note: information about
the department of English in the guide booklet was written in Arabic, the researcher
herself translated this information into English). According to the Department of
English Guide:

The department grants a Bachelor’s degree in Education with a specialization in English
language. It offers a variety of courses divided between specialized and educational
subjects, carefully selected to meet the needs of graduates both academically and
practically. The English Department is one of the first scientific departments in the
Faculty of Education. It became one of the scientific departments of the former institute
for training teachers in Libya in the academic year 1997-1998, with its first batch
graduating in 2000-2001, according to the Libyan decision number (188) of 2001. It
was later designated as a campus of the University of Benghazi and assigned as the
College of Teachers Preparation according to the Libyan decision number (200) of
2004, and eventually, it became part of the Faculty of Education, as stated in the letter
from the Secretary of the National Committee for Universities for the academic year
2004-2005.
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The Department graduates English language teachers for both basic and secondary
education to meet the demands of the job market in public and private schools. It
awards a Bachelor’s degree in English to its graduates. The English Department
comprises a distinguished group of faculty members who specialize in linguistics,
teaching methods, and English literature, all of whom are highly qualified and
experienced in both teaching and publishing research in peer-reviewed academic
journals according to their interests that align with their academic specialization and
research trajectory. They dedicate their attention, efforts, and expertise to combine
theoretical study with practical application. This includes sending students before
graduation for two semesters to apply their linguistic and teaching experiences in
practice across various schools, under the supervision of educational and academic
experts who assess the progress of the educational and scientific process. By doing so
the department provides the opportunity for training before graduation and gives
students hands-on experience in teaching methods.

The Department is committed to preparing exemplary teachers and adheres to the
essential foundations, principles, and guidelines required for teacher preparation
programs. Its goal is to help colleges achieve excellence in delivering outstanding
scientific, educational, and pedagogical services in English language teaching at the
undergraduate level. According to the head dean, the Department of English at the
Faculty of Education in Benghazi provides students with the opportunity to pursue a
degree that integrates education with English studies. Students will: First, gain insights
into education and its various contexts by utilizing a diverse array of intellectual
resources, theoretical frameworks, and academic disciplines. Second, have the chance to
study the English language alongside educational theory, benefiting from a rigorous
interdisciplinary approach. Third, learn to conduct research and inquiries related to
English language and education. And forth, prepare themselves for a career in teaching
English as a foreign language. The program offered by the Department of English
consists of four years of full-time study, culminating in a Bachelor of Education (B.Ed.)
degree with a specialization in English, and includes 61 mandatory courses. Table 2
below presents the course content of the Department of English at the Faculty of
Education at the University of Benghazi.
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Table 2 : The Course Content of the Department of English at the Faculty of

Education at the University of Benghazi

First Semester Instruction
Code |Course Title Hours | Credits | Prerequisite |Language
1 80111 | General Psychology Al il e 2 2 Arabic
2 |10120 | Arabic Language | Taadan| 2 2 Arabic
3 110130 | Islamic Studies Aaaala¥) il ) 2 2 Arabic
4 (20142 |Reading Comprehension I 4 2 English
5 [20152 |Listening and Speaking | 4 2 English
6 |20162 |Grammar | 4 2 English
7 20172 |[Phonetics | (Theory) 3 3 English
8 |20182 |Vocabulary and Spelling 4 2 English
Total of credit units and contact hours 25 |17
Second Semester Instruction
no. [Code |Course Hours | Credits | Prerequisite Language
30310 | Introduction to Computer wsish | 3 3 English
2 |80221 |Psychology sl padill e 2 2 80111 Arabic
Educational
3 [10230 |Arabic Language Il 230 4l 2 2 10120 Arabic
4 120242 |Reading Comprehension Il 4 2 20142 English
5 (20252 |Listening and Speaking Il 4 2 20152 English
6 (20262 |Grammar Il 4 2 20162 English
7 (20272 |Sentence Writing 4 2 20182 English
8 (20282 |Phonetics Il (Practice) 3 3 20172 English
Total of credit units and contact hours3 26 18
Third Semester Instruction
Language
no. [Code |Course Hours | Credits | Prerequisite
1 |50321 |Statistics I 1 elany) 2 2 Arabic
2 [20332 |Reading Comprehension Il 4 2 20242 English
3 |20342 |Listening and Speaking IlI 4 2 20252 English
4 120352 |Grammar Il 4 2 20262 English
5 |20362 |Paragraph and Letter Writing 4 2 20272 English
6 [20372 |Linguistics I 3 3 20172 English
7 120392 | Thinking and Study Skills 2 2 80221 English
8 (20582 |Introduction to Literature 2 2 English
Total of credit units and contact hours 25 17
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Fourth Semester Instruction
no.|Code |Course Hours | Credits | Prerequisite | Language
1[50411 | Statistics Il 2elaayl| 2 2 50321 Arabic
2180421 |Curriculum Fundementals 2 2 80221 English
3120402 |Children's Literature 2 2 20582 English
4120442 |Listening and Speaking IV 4 2 20342 English
5120452 |Reading Comprehension IV 4 2 20332 English
6120462 |Grammar IV 4 2 20352 English
7120472 |Linguistics Il 3 3 20372 English
8120482 |Expository Essay 4 2 20362 English
Total of credit units and contact hours 25 17
Fifth Semester Instruction
no. |Code |[Course Hours | Credits | Prerequisite | Language
1 80611 |Human Development il duesl 2 2 80111 Arabic
2 80211 |Introduction to Education 2 2 English
3 20502 | British and American Literature 2 2 20582 English
4 20512 | Spoken English for Educational 2 2 20442 English
Purposes
5 20522 |Semantics and Pragmatics 2 2 20472 English
6 20532 | Language Acquisition 3 3 20472 English
7 20592 | Academic Writing 2 2 20482 English
8 80511 | Teaching Methodology 3 3 80421 English
Total of credit units and contact hours 18 18
Sixth Semester Instruction
no. |Code |Course Hours | Credits | Prerequisite Language
1 |20822 |Teaching English to Young 2 2 80511 English
Learners
2 |80631 ([Technology A5l il 4 3 30310+80221| Arabic
Educational
80641 | Classroom Management 80511 English
20602 | Materials Development & 2 2 80421 English
Evaluation
5 120612 |Principles and Techniques of 2 2 80511 English
ELTI
6 |20692 |Teaching Listening and 2 2 80511 English
Speaking
7 120682 |Campus Journalism 20482 English
8 |80531 |Research Methodology 80221+50411| English
Total of credit units and contact hours 19 18
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Seventh Semester Instruction
no. | Code |Course hours | Credits | Prerequisite | -anguage
1 | 80621 |Health Al Aasall 2 2 80221 Arabic
Psychological
2 | 20852 | Teaching Literature 2 2 20502 English
3 | 20712 |Research Paper 2 2 80531 English
4 | 20772 |Psycholinguistics 3 3 20472 English
5 | 20782 |Field Training | (Observation) 4 3 80511 English
6 | 20711 |Principles and Techniques of 2 2 80511 English
ELTII
7 | 20762 | Teaching Reading and Writing 2 3 80511 English
Total of credit units and contact hours 17 17
Eighth Semester Instruction
no. |Code |Course Hours | Credits | Prerequisite Language
1 [20802 |Computer Assisted Language 3 3 80631 English
Learning
20702 | Sociolinguistics 20472 English
3 180711 |School Administration and 2 2 80641 English
Supervision
20832 | English for Specific Purposes 80511 English
80521 |Language Testing and 3 3 50411 English
Assessment
6 [20542 |Educational Translation 2 2 Hybrid
Total number of credit units and contact hours 14 14

Table 2 indicates that, during their initial semesters, students concentrate on

foundational language skills. These include courses such as Reading Comprehension I,

Grammar 1, Writing (A), Listening and Speaking 1, Phonetics I, Vocabulary and

Spelling, in addition to general subjects like General Philosophy, Arabic Language I,

and Islamic Studies. As the student progress through the academic program, he/she is

gradually introduced to more specialized subjects within the field of English language

studies. Consequently, his/her reading comprehension skills must be developed to

address the challenges encountered in other subjects throughout the four years in the

Department of English. This is based on that the enhancement of students' reading

abilities is crucial for their academic success (Nuttall, 1982).
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3.3 Population and Samples the Study

The population refers to the complete set of units to which the research results are
meant to apply; Conversely, a sample is any portion of the population that effectively
captures the various types of elements present within the population (Dawson & Trapp,
2004). According to Priya (2012), our purpose of the study and our research questions
largely determine our sampling plan. The population of this research was the first-
semester EFL Libyan students of the Department of English at the Faculty of Education
at the University of Benghazi. The number of first-semester students enrolled in the
English department at the Faculty of Education in the academic year 2022/2023, as
officially announced by the head dean of the department of English, were sixty students
(55 females and five males) aged between eighteen and twenty-one years. All students
(sixty students) were the population of this current research. Based on Gay et al. (2009),
for smaller populations, typically those with 100 or fewer individuals, it is generally
unnecessary to sample as it is more efficient to survey the entire population. Thus, in
this particular investigation, the objective was to survey the entire population, which

comprised sixty students.

The population of this study encompassed Libyan EFL students who graduated from
Libyan public secondary schools (Literary Section) where English is presented as a
foreign subject; English is not the medium of instruction for those students in their
secondary national Libyan schools (Abosnan, 2016; Omar, 2014; Omar, 2020).
Materials used for teaching English are as officially adopted by the Libyan Ministry of
Education for teaching English to Libyan students presented in a book entitled 21st
Century English for Libya Secondary 3 Literary Section a course and a workbook (see
chapter One). This English book was taught to students within limited-45-minute
English lessons (one lesson per week) focusing on grammar and vocabulary (Elmadwi
& Shepherd, 1914). When these EFL students enroll in the English Department willing
to become proficient in English and achieve their academic goals, their reading
difficulties hinder their ability to meet their objectives as noted by Abushafa (2014, p.
i) " the level of language skills of students entering university is well below an
acceptable standard, and both teachers and students advocate an early start for learning
English in schools". Also, Al Moghani (2003) stated that a low level of proficiency had
been noted in Libyan school leavers. As a result, the researcher of this study

purposively selected the first-semester Libyan EFL students offering solutions and
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assistance to enhance their reading skills at the early beginning of their English
proficiency career to enable them to progress securely in their educational journey and
successfully achieve their academic goals through the findings and recommendations of

this study.

Upon obtaining authorization from the English department's dean at the Faculty of
Education, the researcher convened a face-to-face group meeting to inform the first-
semester students of their inclusion in the research project. This notification followed
the submission of a checklist by the department's dean, which included the students'

names, academic numbers, and pertinent details.
3.4 Methodology of the Study

The methodology of research is a perspective on the nature of research and how it ought
to be conducted (Potter, 1996). According to Kothari (2004), it is a systematic and
scientific approach to addressing research problems. It involves examining the steps
typically taken by researchers to solve their problems, as well as the rationale behind
these steps. When discussing methodology, the focus is not only on the methods used
but also on exploring the reasoning behind this selection in the context of the study. This
helps clarify why certain methods or techniques are chosen over others, enabling both
the researcher and others to evaluate research results effectively (Kothari, 2004).

To ensure a clear and cohesive presentation of the methodological framework and plans
employed by the researcher in conducting this study, it is crucial to recognize and
illustrate the interconnected relationships among the concepts that are presented
throughout this research sequence. The general methodological framework of research
as guided by Creswell and Creswell (2018) involved considering two key aspects: the
selection of the research strategy and the selection of the research approach. The
decision on the research approach involved further consideration of three factors: The
research paradigm, design, and methods. Each of these research methods (qualitative,
quantitative, or mixed) has its distinct instruments, procedures, and measures of
outcomes, which are essential for the successful execution of the research. The
following figure (3.1) summarizes the general methodological framework guided by
Creswell and Creswell (2018).
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Research Strategy

|

Research Approach
Research Paradigm Research Design Research Methods

Figure 4: A General Methodological Framework Advocated by Creswell, (2009), Creswell and
Creswell (2018).

According to Figure 4 above, the methodological framework of this study had been
designed. Figure 5 below presents the methodological blueprint of this study to ensure
a clear systematic perception of the processes and procedures of this research. The
figure provides a structured approach to guide the researcher through the various stages

of the investigation. This framework in congruence with the aims and objectives of this

research.
Research Strategy
Research Approach
Research Paradigm Research Design Research Methods
Positivist Paradigm Quantitative Quantitative
Survey Experimental
Instrument: A Questionnaire Instrument: A Lesson Plan
Measures: SPSS Measures: Pre/Post-tests
Outcomes: Statistical numbers Outcomes: Numerical Data

Figure 5: The Methodological Framework of the Study Desighed According to Creswell's
(2009), and Creswell and Creswell's (2018).
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As it is illustrated in the figure above, the researcher of this study followed a
quantitative plan in conducting her research, namely: Postpositivist-Paradigm of
quantitative research presented in a questionnaire and an experiment. Instruments
employed were measured by SPSS statistics. The numerical data adopted were

descriptively interpreted.

All of these elements of research were combined to answer this research questions
which were related to: First, determining what the most difficult reading strategy among
EFL Libyan learners were. Second, identifying the extent to which participants apply
different reading strategies. And third, evaluating the effectiveness of learner-centered
and teacher-entered teaching instructions in assisting participants overcome their
reading difficulties. The research plan adopted in this current study aligned with
Creswell (2009) who noted that if the research problem involves: First, identifying
factors that influence an outcome. Second, evaluating the usefulness of an intervention.
And third, determining the best predictors of outcomes, then a quantitative research
approach is the most appropriate method to use. Also, this research plan was in
congruence with Goertzen (2017, p.12) who noted that "quantitative research focuses on
data that can be measured, it is very effective at answering the ‘what' or 'how' of a given
situation”, as this research aimed to answer the what research questions mentioned

previously in Chapter One.
3.4.1 Research Strategy

The strategy of this research involved an examination of a contemporary issue within its
real-world context, using research methods. It utilizes various data collection methods
to enable the researcher to investigate a program, event, activity, process, or one or more
individuals (Creswell, 2014). A research strategy offers flexibility in choosing data
collection methods that align with the research objectives. Typically, a variety of
techniques such as questionnaires, surveys, in-depth interviews, observations, and
document analysis were used (Creswell, 2014). For the accomplishment of the
objectives of this study, the research strategy chosen was to focus on quantifying data
and typically involve structured methods to collect and analyze numerical data. The
following section presents a comprehensive overview of the approach adopted in this

research.
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3.4.2 Research Approach

A research approach is a systematic blueprint adopted in gathering and analyzing
evidence, enabling the investigator to effectively address the research question at hand
(Ragin, 1994). Creswell (2009), and Creswell and Creswell (2018) describe the research
approach as the blueprints for research that encompass choices from general
assumptions to specific techniques of data collection and analysis. According to him,
the primary decision revolves around determining which approach is most suitable for
investigating a particular subject. There are three categories included in a research
approach: quantitative, qualitative, and mixed-method. The selection among these three
research designs is frequently influenced by three main factors: the researcher's
philosophical assumptions, the research design, and the research methods. These, in
turn, specify the employed techniques for data collection, analysis, and interpretation
(Creswell, 2009; Creswell & Creswell, 2018).

Accordingly, these three main research factors were presented in this study as follows:
First, the research paradigm which presented the philosophical perspectives of this
research (positivist paradigm). Second, is the research design (quantitative). And third,
the study research methods which included the instruments, procedures, and measures
of these research methods. These elements are further discussed in the subsequent

sections in congruence with this particular study.
3.4.2.1 Research Paradigm

This is the philosophical framework of any research. Creswell (2009) noted that
different terms have been used to describe research philosophical perspectives, such as
paradigms (Lincoln & Guba, 2000; Mertens, 1998 in Creswell, 2009), epistemologies,
and ontologies (Crotty, 1998 cited in Creswell, 2009). The key point is that these terms
all encompass the beliefs and principles that shape the researcher's selection of research
methods and data analysis (Creswell, 2009; Guba & Lincoln, 1994; Lather, 1986).
According to Kivunja and Kuyini (2017), essentially a paradigm encompasses the
abstract beliefs and principles that shape a researcher's perception of the world and
influence how they interpret and engage with it. It acts as a conceptual lens through
which the researcher evaluates the methodological aspects of their research project,
determining the appropriate research methods and data analysis techniques to employ.

Paradigms hold great significance as they provide principles that influence what should
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be studied, how it should be studied, and how findings should be interpreted.
Ultimately, a paradigm informs researchers on how meaning will be derived from data
collected, taking into account our individual experiences and perspectives. Therefore, it
is crucial to explicitly state the paradigm within which your research is situated
(Kivunja & Kuyini, 2017).

Candy (1989), one of the leaders in the field, suggested that research paradigms can be
grouped into three main taxonomies, namely Positivist, Interpretive, or Critical
paradigms. Amongst these three types of paradigms, the researcher of this study had
chosen the positivism paradigm as a framework for her study. The reasons behind this

selection are illustrated in the following section:

The Positivist Paradigm: Or the positivist tradition comes from 19th-century writers
such as Comte, Mill, Durkheim, Newton, and Locke (Smith, 1983), and it has been
most recently articulated by writers such as Phillips and Burbules (2000). It is
sometimes called the scientific method, empirical science, or positivist research as it
represents the thinking after positivism which claims that researchers can be ‘positive’
about others claims of knowledge when studying the behavior and actions of humans
(Creswell, 2009). In positivism, the observer is expected to remain independent, with
human interests deemed irrelevant, emphasizing that the main drivers of science are
objective explanations that demonstrate causality. Research within this framework
progresses through deductions, requiring concepts to be operationalized for

measurement (Easterby-Smith et al., 2008).

According to Kivunja and Kuyini (2017), the positivists hold a deterministic perspective
in which causes probably determine effects or outcomes. Thus, positivists reflect the
need to identify and assess the causes that influence outcomes, such as those found in
experiments. It is also reductionistic in that the intent is to reduce the ideas into a small
discrete set of ideas to test, such as the variables that comprise hypotheses and research
questions. The knowledge that develops through a positivist lens is based on meticulous
observation and measurement of the objective reality that exists 'out there' in the world
(Kivunja & Kuyini, 2017).

According to Creswell (2009) developing numeric measures of observations and
studying the behavior of individuals becomes paramount for a postpositivist. Moreover,

there exist governing laws or theories that govern the world, and these need to be tested
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and refined so that we can understand the world. Hence, within the scientific method,
the preferred research approach by positivists, an individual initiates with a theory,
gathers data to either support or challenge the theory and subsequently refines it before

conducting further tests (Creswell, 2009).

Creswell (2009) added that positivist research is rooted in the scientific method of
investigation. This approach posits that experimentation, observation, and reason based
on experience should form the foundation for understanding human behavior and the
sole legitimate means of expanding knowledge and human understanding. In its pure
form, the scientific method involves a process of experimentation to explore
observations and answer questions. It seeks to uncover cause-and-effect relationships in
nature and is the preferred worldview for research that interprets observations in terms
of facts or measurable entities. According to Park et al. (2020) and Guba (1990), the
Positivism paradigm relies on quantitative methods, and it can be used in experimental

studies examining the effects of an intervention through qualitative analysis.

The positivism paradigm aims to provide explanations and make predictions based on
measurable outcomes (Creswell, 2009). These measurable outcomes are grounded in
four key assumptions. Cohen, Manion, and Morrison (2000) explain these four key
assumptions of the Positivist paradigm in research as follows: 1) Determinism: Events
happen because of other factors. To understand how factors relate, researchers need to
predict and control how one factor affects another. 2) Empiricism: To study a problem,
researchers need to collect verifiable data that support our theory and help test our
hypotheses. 3) Parsimony: Researchers try to explain things in the simplest way
possible. And 4) Generalizability: Results from one study should apply to other similar
situations. These assumptions guide research within the Positivist paradigm, ensuring a
systematic and logical approach to understanding phenomena (Cohen, Manion, &
Morrison, 2000). The positivist paradigm is objective, its methodology is experimental,
and its method is quantitative research methods (Kivunja & Kuyini, 2017).

Thus, the positivist paradigm was deemed most suitable for this study, as it employed
guantitative and experimental research methods to address and understand the research
questions. According to Creswell (2009) and Creswell and Creswell (2018), the
positivist paradigm is particularly appropriate for quantitative research. The researcher
of this study has maintained objectivity, acting as an independent observer and allowing

measurable numerical data, obtained from questionnaires and experiments, to speak for
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itself. This paradigm was selected to identify and assess the influencing outcomes
observed in experimental research. Specifically, it was utilized to determine the reading
difficulties and to measure student performance based on the outcomes of the
experiments conducted in this study. To achieve these objectives, the researcher adhered
to specific research design relevant to the positivist paradigm, which will be discussed
in the following section.

3.4.2.2 Research Design

According to Figure 5, after identifying the philosophical framework (paradigm) of this
research, the next step is to present the research design. A research design is a particular
type of qualitative, quantitative, and mixed methods that provide clear guidance on the
procedures to be followed in a research study (Creswell, 2009). When conducting
research, the researcher selects between qualitative, quantitative, or mixed methods
research design. This design forms a framework for conducting research and assists
researchers in making decisions about the most suitable methods to employ in their
investigations (Creswell, 2009). Following Creswell (2009) who stated that the
quantitative design is most relevant to a positivist framework, and Park et al. (2020) and
Guba (1990) who noted that the positivism paradigm relies on quantitative methods and
can also be used in experimental studies, this study adopted quantitative research design
in conducting the research methods (a questionnaire and an experiment) as it aimed to

understand the What research questions mentioned earlier in Chapter One.

Quantitative research has been rooted in the postpositivist perspective in the late 19th
and throughout the 20th century. These encompass true experiments, as well as less
stringent forms like quasi-experiments and correlational studies (Campbell & Stanley,
1963), along with specific single-subject experiments (Cooper, Heron, & Heward, 1987,
Neuman & McCormick, 1995). Recently, quantitative approaches have evolved to
include intricate experiments involving multiple variables and treatments, such as
factorial designs and repeated measure designs. According to Creswell (2009), if the
research problem involves identifying factors that influence an outcome or/and
evaluating the usefulness of an intervention, then, a quantitative research approach is
the most appropriate method to use. Quantitative research is concerned with gathering
and examining structured data that can be represented numerically (Goertzen, 2017).
The focus of quantitative research is on collecting numerical data, summarizing these

data, and making inferences. The quantitative data are presented in numerical format
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and, thus, use statistical and mathematical methods for analysis. It is an objective
approach where the researcher chooses a neutral position in conducting his/her research
(Creswell, 2014).

Creswell (2009) also noted that in positivist quantitative research design, the researcher
examines a theory by defining specific hypotheses and gathering data to either confirm
or disprove them. An experimental approach is employed, with attitudes being
evaluated before and after the experimental intervention. Data are gathered using a tool
that measures attitudes, and statistical methods and hypothesis testing are utilized to

analyze the information (Creswell, 2009).

According to the literature above, the research design of this study is quantitative in
nature and that is centered around quantitative methods of research. The rationale
behind this choice was to obtain numerical data and statistics to understand what
reading comprehension difficulties participants exhibit, to what extent do they apply
effective strategies to overcome these difficulties, and what effectiveness do different
teaching approaches have on improving participants' reading abilities. This research was
grounded on quantitative approach allowing the data to inform the findings without

bias.
3.4.2.3 Research Methods

After identifying the research design, the third key component in the research approach
is to recognize the specific research methods employed in conducting research (see
Figure 5). The choice of methods depends on whether the intent is to specify the type of
information to be collected in advance of the study. According to Creswell (2009), and
Creswell and Creswell (2018), quantitative research methods are positioned with the
positivist paradigm adopted; they are the most concrete, detailed, and precise
component of a research framework. Tashakkori and Creswell (2007) noted that they
are essential components in any research, as they are tools to gather and organize
information that is crucial for answering research questions and hence, drawing
conclusions. For Creswell and Creswell (2018), quantitative methods are best addressed
by understanding and explaining what factors or variables influence an outcome.
Dornyei and Dewaele (2022) argue that the most significant distinguishing

characteristics of quantitative research is that it is centered on numbers.
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Following Creswell (2009) who stated that the quantitative design is most relevant to a
positivist framework, and Park et al. (2020) and Guba (1990) who noted that the
positivism paradigm can be used in experimental studies, this study adopted quantitative
research methods in conducting the research methods and procedures. According to
Creswell and Creswell (2018), The primary purpose of using the quantitative research
methods is either to establish relationships between variables, typically seen in
questionnaires or to compare samples or groups based on an outcome, which is common

in experiments.

Accordingly, this current quantitative study employed a questionnaire and an
experiment as methods of research. Babbie (1990) noted that a questionnaire provides a
quantitative or numeric description of trends, attitudes, or opinions of a population by
studying a sample of that population. It encompasses structured or open-ended
questionnaires, or structured interviews for data collection to generalize the findings
from a sample to a population. Experimental research, on the other hand, aims to
determine if a specific treatment influences an outcome. This influence is assessed by
providing a specific treatment to one group and withholding it from another, and then

comparing the scores of both groups on an outcome measure (Keppel, 1991).

Thus, this study employed quantitative research methods presented in a questionnaire
and an experiment to provide an objective understanding of students' reading difficulties
and to accurately measure the effectiveness of practical application of new teaching
approaches respectively. By using these data collection tools, the findings were cross-
verified to enhance reliability. The researcher employed a grounded quantitative
approach, allowing the data to inform the findings without bias. Overall, the study
utilized quantitative methods to convert variables into numerical data and statistics,

incorporating both a questionnaire and an experiment.

The following sections provide a comprehensive overview of the questionnaire and
experimental research tools employed in this study. This includes detailed descriptions
of the definitions, characteristics, instruments used, procedures, and circumstances of

administration.
3.4.2.3.1 Quantitative Research Methods: A Questionnaire

According to Creswell and Creswell (2018), a survey design offers a quantitative

portrayal of a population's trends, attitudes, and opinions by examining a sample of that
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population. This approach enables researchers to address three primary types of
questions. Firstly, it helps answer descriptive questions (such as this research question
related to identifying the most challenging reading skills). Secondly, it investigates
relationships between variables (like investigating reasons behind students' difficulties
and their relationship with another variable in learning). Lastly, it examines predictive
relationships between variables over time (such as whether learners' reading difficulties
are linked to methods of instructing reading in classrooms) (Creswell & Creswell,
2018).

According to Creswell (2009), a survey design entails presenting a numerical or
quantitative depiction of patterns, attitudes, or opinions within a population through the
examination of a sample from that population. Based on the findings from the sample,
the researcher generalizes or asserts conclusions about the entire population. There are
different types of surveys: self-administered questionnaires; interviews; structured
record reviews to collect financial, medical, or school information; and structured
observations (Creswell, 2009). For the purpose of this study, a close-ended
questionnaire was chosen as a quantitative instrument. The aim of conducting a
questionnaire was to understand to what extent participants use reading strategies to
overcome their reading difficulties.

- MARSI Questionnaire

Questionnaires are commonly employed in academic research as a means to gather
statistically valuable information on a specific subject by posing a series of inquiries to
individuals (Stays, 2012). When properly conducted and administrated, questionnaires
provide valuable information about a specific group or entire population. A researcher
may use a structured questionnaire, open-ended, closed-ended, Likert-type scale, or a
demographic questionnaire. The choice of which is related to the research questions and
purpose (Krosnick & Presser, 2010). Kumar (2014) notes that the use of closed-ended
questions in a questionnaire facilitates the collection of the desired data by the
researcher and simplifies the analysis process. Furthermore, closed-ended questions are
more efficient and rapid to complete, which can improve the comparability of responses
and clarify the meaning of questions for respondents (Bryman, 2012). The researcher of
this study has employed the well-known MARSI questionnaire as a data collection tool

(see Appendix B).
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- Background to the Questionnaire

The questionnaire employed in the study was primarily adapted from Abdul-Samad et
al. (2017), Dallagi (2021), Ghwela et al. (2017), Karbalaei (2010); Li & Wang (2010),
Maasum and Maarof (2012), Pammua et al. (2014), Samarajeewa (2023), and Shang
(2010). The questionnaire was employed in these studies to assess students' utilization

of various metacognitive reading strategies.

The Metacognitive Awareness of Reading Strategies Inventory (MARSI) questionnaire
is a tool designed to assess students' use of reading strategies when working with
academic or school-based texts (Karbalaei, 2010). It was developed in 2002 by
Mokhtari and Reichard, and has been used with students from grade 6 and above. The
reliability of the MARSI questionnaire has been well-established through internal
consistency estimates. The reported reliability coefficients range from 0.79 to 0.93,
indicating the instrument's effectiveness in accurately measuring metacognitive reading
strategies. The MARSI measure has been extensively utilized in numerous research
studies and is freely available for public use in the English language (Mokhtari &
Reichard, 2002).

The MARSI scale, developed by Mokhtari and Reichard (2002), was evaluated based
on several aspects of validity. Content validity was ensured by designing the scale to
assess metacognitive awareness of reading strategies, which correlated with ACT
scores, college GPA, and the MSLQ. Structural validity was established through
Confirmatory Factor Analysis (CFA), which revealed high factor inter-correlations,
indicating unidimensionality. Generalizability was tested by examining factorial
invariance across gender and ethnic groups, allowing for the comparison of
metacognitive processing skills. External validity was demonstrated through
correlations with other measures, such as ACT scores and college GPA, as well as
predictive validity in identifying high-risk patients. However, consequential validity,
which examines the implications of score interpretations and actual consequences of test
use, was not explicitly addressed. These aspects of validity were not necessarily
evaluated using the unified construct-based model of validity but rather through various
methods and studies that assessed different aspects of the MARSI scale's validity
(Mokhtari & Reichard, 2002).
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Further, the Metacognitive Awareness of Reading Strategies Inventory (MARSI)
questionnaire has been translated into multiple languages to accommodate students
from diverse linguistic and cultural backgrounds. The translated versions are available
in Arabic, Chinese, Czech, Farsi, French, German, Greek, Indonesian, Japanese,
Korean, Polish, Slovenian, and Spanish. This global achievement has enabled the
instruments to be widely used by classroom teachers and researchers worldwide,
regardless of students' language proficiency levels. The MARSI has been employed in
various studies, with findings published in master's and doctoral dissertations, as well as

in peer-reviewed academic journals (Mokhtari & Reichard, 2002).

The original MARSI (Mokhtari & Reichard, 2002) was developed over nearly three
years by several individuals, requiring significant time and effort. Recognizing the
impracticality of creating a comprehensive, reliable, and valid measure of strategy use,
the developers intentionally designed the MARSI to be limited in scope, target
audience, context, and interpretation. Therefore, MARSI was later modified to include
15 items as stated by Mokhtari and Reichard (2002, p. 219) who stated that "we first
conducted a confirmatory factor analysis of the MARSI instrument, which resulted in

the reduction of the number of strategy statements from 30 to 15."

It is important to note that the MARSI questionnaire is a comprehensive tool designed
to evaluate students' awareness and utilization of reading strategies while engaging with
academic materials. The inventory categorizes reading strategies into three primary
domains: Global Reading Strategies (Glob), Problem-solving strategies (Prob), and
Support Reading Strategies (Sup). Global Reading Strategies encompass general
approaches that establish the foundation for reading, such as setting a purpose,
previewing content, and predicting the text's topic. Problem-Solving Strategies, on the
other hand, are focused techniques employed to address specific reading difficulties,
including checking understanding, re-reading, and utilizing reference materials. Support
Reading Strategies involve leveraging tools and resources to enhance comprehension,
such as dictionaries or other reference systems. By assessing students' metacognitive
awareness of these strategies, the MARSI provides valuable insights into their reading

processes (Karbalaei, 2010).

For the purpose of the research, the modified version of MARSI was employed because
of its relevance to the five main reading strategies (identified by Philip, 2003)

investigated in this study namely: guessing the meaning of words from context,
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answering detailed questions, making possible inferences, answering implied questions,
and determining the meaning of words from words’ parts (prefixes and suffixes). The
questionnaire consisted of 14 items (see Appendix B), each of which presents a reading
strategy category as mentioned above. Participants were required to respond on a four-
point Likert-type scale from one (This statement is never or almost rarely true of me) to
four (This statement is always or almost always true of me). Items of the questionnaire

were as follows:

¢ Item one was related to the strategy of using context clues to search for main ideas.

e Item two presented the strategies of skimming and scanning the text to search for
ideas.

e Item three related setting a purpose for reading which is related to the strategy of
reading with a purpose in mind.

e Item four was related to the strategy of using background knowledge to understand
reading texts strategy.

e Item five presented prediction while reading strategy.

e Item six resembled the strategy of focusing on important information while
skimming a whole text strategy.

e Item seven presented the strategy of activating the background to guess a meaning in
the text.

e Item eight was related to making a literal translation strategy.

¢ Item nine revealed the strategy of reading in detail to answer questions.

e Item 10 resembled the strategy of using context clues to understand the meaning of
vocabulary

e Item 11 resembled the strategy of guessing form (suffixes and prefixes) and semantic
knowledge of (synonyms and antonyms) to understand unfamiliar vocabulary.

e Item 12 was related to the strategy of keeping reading a text despite difficult words.

e Item 13 presented the strategy of reading questions before reading a text,

e Item 14 revealed the strategy of repeating reading to increase understanding despite
difficult words.

According to Mokhtari et al. (2002, p.256) "the information derived from the MARSI
can provide teachers with a useful means of assessing, monitoring, and documenting the

type and number of the reading strategies used by students."” The aim of using the
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MARSI instrument in this current study was to know to what extent participants use of
reading strategies when manipulating a reading text which is the second research

question of this study (see Chapter One).
- Validity of the Questionnaire

Validity is defined as the extent to which a research tool measures what it purports to
measure (Bhattacharya, et al., 2017). According to Mokhtari et al. (2018), the validity of
the MARSI questionnaire was assessed using a unified construct-based model of
validity. This model encompasses six aspects of validity: First, Content Validity, which
includes evidence of relevance, representativeness, and technical quality of the content.
Second, Substantive Validity, which refers to the theoretical justifications for the
observed consistencies in item responses. Third, Structural Validity, which evaluates the
accuracy of the scoring structure in relation to the construct domain. Forth,
Generalizability Validity, which examines how well score properties and interpretations
apply across different population groups, settings, and tasks. Fifth, External Validity,
which includes both convergent and discriminant evidence as well as evidence from
measures of other traits. And sixth, Consequential Validity, which pertains to the
implications of score interpretations for action as well as the actual consequences of test
use, particularly concerning issues of bias, fairness, and distributive justice (Mokhtari,
etal., 2018).

Mokhtari and Reichard (2002) validated the 15-item questionnaire with a diverse
subject population, including students with similar reading abilities spanning from
middle school to college. The internal consistency reliability coefficients for the three
subscales ranged from 0.89 to 0.93, with an overall reliability of 0.93 for the entire
sample. This indicated a reliable measure of metacognitive awareness of reading

strategies, demonstrating a high level of dependability in the assessment.

Mokhtari et al. (2018) also state that it is important to highlight that the MARSI is a
reliable instrument for evaluating students' metacognitive awareness and their perceived
application of reading strategies and that many subsequent studies have provided
support for its validity, and its appropriateness for college and adult readers (Mokhtari,
et al., 2018). Moreover, it is a common concept that a questionnaire is considered
reliable when it produces consistence results across multiple-research. That is, the

reliability of a questionnaire is more trustworthy when it produces consistence results
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when employed in different studies. The reliability of the MARSI questionnaire adopted
in this study has been previously proven in several published studies, for example,
Abdul-Samad et al. (2017), Dallagi (2021), Ghwela et al. (2017), Karbalaei (2010), Li
and Wang (2010), Maasum and Maarof (2012), Pammua et al. (2014), Samarajeewa
(2023), and Shang (2010). The questionnaire was also forwarded to three EFL
professors at Benghazi University to check its content and relevance of the items.

However, to enhance the validity of the questionnaire, a pilot study was conducted to
evaluate the effectiveness of the questionnaire used in this research. This preliminary
study included ten participants selected from a total of sixty participants. The purpose of
the pilot study was to assess the clarity of the questions and to identify any potential
issues before the main data collection phase. Feedback from the participants indicated
areas for improvement, leading to necessary modifications for one item in the
questionnaire. This process ensured that the final version was clear and effective in

capturing the intended data for the study.

- Samples of the Questionnaire:

As was mentioned earlier in this chapter, all the first-semester EFL Libyan students

enrolled in the English Department at the Faculty of Education at the University of

Benghazi in the academic year 2022/2023 were participants in this study. A total of 60

students, comprising 55 females and 5 males, with ages ranging between 18 and 21

years, were included in the study. The precise count of 60 students was officially

provided by the dean of the department, who presented the students' names in checklists
for verification and documentation purposes.

- Procedures of the Questionnaire:

The key aspects of the procedure were: The key aspects of the procedure for conducting

the MARSI questionnaire were as follows:

1. A face-to-face meeting was held with the participants to provide them with an
overview of the study's objectives and procedures. During this meeting, they
received an information sheet (see Appendix A). The researcher provided participants
with a clear overview about the research objectives by concise reading to the
information sheet accompanied with the accompanied the questionnaire. Participants
were informed that their voluntary participation was crucial in identifying the
underlying causes of their reading difficulties, with the ultimate goal of developing

potential solutions to address these challenges.
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2. After obtaining their consent by having them write yes on the section regarding their
willingness to participate provided in the information sheet (see Appendix A), the
participants were informed about the date and time for completing the questionnaire,
which was scheduled for September 15, 2023, at 10:00 AM.

3. The questionnaire was conducted during a class period, with the help of the
classroom teacher who were well acquainted with the general objective of the
research project.

4. Participants were directed to read each statement in the questionnaire and tick a
choice on the Likert scale to indicate their frequency of use of the reading strategy
described.

5. Participants were informed that there were no right or wrong responses and that they
could take as much time as they needed to complete the inventory.

6. Finally, participants were praised and responses were collected.

The following section presents the criteria used in the analysis of the data obtained from

the questionnaire data.

- Data Analysis of the Questionnaire:

Participants' responses to the Likert scale of each item in the questionnaire were
calculated and converted into percentages. The percentage for each response on the
Likert scale was determined, and the results for each item were presented, interpreted,
and discussed by the researchers. Data were analyzed by calculating the percentage of

answers from students using the following formula:

Pzgx 100P Where, P= Percentage, F= Frequency, N= Total number of the

respondents.

The data analysis and findings from the questionnaire had informed the researcher that
participants’ use of effective reading strategies was notably low. In response to this
finding, the researcher proposed implementing a teaching strategy aimed at increasing
participants' awareness of how to effectively apply these strategies. The researcher
suggested that by enhancing learners' responsibility for their own learning and
positioning them at the center of the teaching process, students would be more engaged
and motivated to improve their application of reading strategies, ultimately enhancing
their overall reading abilities. To address this, the researcher designed a model that

prioritizes the learner's role in the learning process and provides essential reading
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strategies for comprehending texts. This model was subsequently tested in a quantitative

experiment.
3.4.2.3.2 Quantitative Method: An Experiment

According to Creswell and Creswell (2018), an experimental design involves
deliberately altering one or more variables to assess how this change affects the desired
outcome. Crucially, it controls for all other variables by keeping them constant,
allowing the researcher to isolate the impact of the manipulated variable (treatment) on
the outcome. This is particularly useful when comparing a group that receives a
treatment to one that does not, enabling the researcher to determine whether the
treatment, rather than other factors, influences the outcome (Creswell & Creswell,
2018).

The aim of experiment in this study was to address the first and third research questions:
What are the most difficult reading strategies among first-semester EFL students in the
Department of English at the Faculty of Education? Additionally, what effectiveness do
teacher-centered and learner-centered approaches have in helping Libyan EFL students
overcome their reading difficulties? Through the analysis of data obtained from the pre-
test in the experiment, the most challenging reading skills for participants were
identified, and the comparison of the data from the pre-test and post-test would illustrate

the effectiveness of the different teaching methods employed in the experiment.

The study utilized a true experiment design, employing a random assignment technique
to allocate participants into different study conditions based on a manipulated variable
of interest. When individuals are assigned to groups randomly, it is referred to as a true
experiment (Creswell, 2009; Creswell & Creswell, 2018). Descriptive analysis of
statistical data collected from research instruments (a pre-test and a post-test) would
provide answers to the first and third research questions of this study (see Chapter One).
An experimental method typically follows an experimental plan, which consists of three
sequential sections: (a) participants and design, (b) procedure, and (c) measures. These
three sections are generally considered adequate in experimental plans (Creswell &
Creswell, 2018).

3.4.2.3.2.1 Design and Participants of the Experiment

"The experimental design chosen for this research was a true experiment, as described

by Creswell (2009, p. 148): 'When individuals can be randomly assigned to groups, the
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procedure is called a true experiment." This True Experimental Design involves three
sub-types of design: 1) The Pre-test/Post-test Control-Group Design, also referred to as
traditional, classical design. 2) The Post-test Only Control-Group Design. And 3) the
Solomon Four-Group Design (Creswell & Creswell, 2018). The first sub-type of design
had been chosen for the experiment of this study. This design includes a random
assignment of participants to two groups. Both groups were administered a pre-test and

a post-test, but the treatment was provided only to experimental Group.

Figure 6 Below illustrates the experimental design of this study. This figure used the

classic notation system provided by Campbell and Stanley (1963):

e X represents the exposure of a group to an experimental variable (treatment), the
effects of which are to be measured.

e O represents measurement recorded on an instrument (pre/post-tests).

e Xsand Os placed vertically relative to each other, are simultaneous.

e The left-to-right dimension indicates the temporal order of procedures in the
experiment (sometimes indicated with an arrow).

e The symbol R indicates random assignment.

¢ No horizontal line between the groups displays the random assignment of individuals

to treatment groups.

* Group AR O X 0]

« GroupBR O O

Figure 6: The Experiment Design of the Study Adopted from Creswell and Creswell (2018,
p.275)

Participants in the experiment consisted of individuals who responded to the previously
administered MARSI questionnaire, specifically the entire population of first-semester
EFL students in the Department of English at the Faculty of Education at the University
of Benghazi. The experiment was conducted at the beginning of the first semester on
September 20, 2023. The rationale for this timing was to assess the effectiveness of the
proposed teaching instructions during the treatment phase of the experiment before the

participants had any exposure to English instruction at the faculty.
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3.4.2.3.2.2 Materials of Experiment

The teaching materials utilized in this experiment were officially approved by the dean
of the Department of English at the Faculty of Education for the course Reading
Comprehension 1. These materials, presented in Select Reading at the pre-intermediate
level and authored by Lee and Gundersen (2011) (see Appendix I), served as the
instructional resource for both the control and experimental groups, despite the
application of different teaching methodologies in each group. The book consists of
fourteen chapters, with each chapter focusing on a specific reading skill and including a
vocabulary-building section. Each chapter in Select Reading features eight distinct

sections:

o Opening Page: Engages readers with the theme through relevant artwork and a

compelling quotation.
« Before You Read: Connects students personally with the chapter's topic.

o Reading Stage: Presents increasingly lengthy and complex reading passages as the

chapters advance.

o After You Read: Contains post-reading activities to help students clarify their

understanding, practice the introduced reading skill, and discuss relevant issues.

o Building Vocabulary: Enhances students' vocabulary-building skills within each

chapter.

o Reading Skill: Allows students to learn and practice a reading skill through a new

short reading text related to the chapter's main passage.

e Discussion and Writing: Provides opportunities for students to discuss and write

about a variety of topics.

e« Words to Remember: Concludes each chapter with a list of important words,

primarily drawn from the Oxford 2000 keywords.

The materials employed in the teaching of reading for both the controlled and
experimental groups were identical; however, the teaching methodologies differed
significantly between the two groups. The controlled group was instructed by the
researcher using a teacher-centered approach, adhering to a lesson plan that emphasized

the teacher's role in guiding the learning process. In contrast, the experimental group
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was also taught by the researcher but utilized a learner-centered approach, which

focused on empowering students to take an active role in their learning.
3.4.2.3.2.3 Procedures of the Experiment

Procedures followed in this study were carefully planned and executed with the
guidance of Prof. Intesar EI-Werfalli, the supervisor of this dissertation. A meeting was
scheduled with the dean of the English Department at the Faculty of Education at the
University of Benghazi to present the research objectives, procedures, and major
contributions. The Dean provided the researcher with the necessary permissions and a
timetable for the teaching courses of both groups, as well as a checklist of students'
academic numbers and names. Following this, participants were informed about the
procedures to be followed in the experiment, which included key steps that were crucial

to the success of the study. The key steps were as follows:

e At the outset of the experiment (September 20, 2023), a pre-test was administered to
all participants with the help of the classroom teacher.

e The sixty participants were randomly assigned numbers, for example, participant
one, participant two, and so on. It is essential to note that participants’ numbers were
the same throughout the experiment (participant one in the pre-test was participant
one in the post-test, and so on).

e Then, participants were divided into two groups (participants from one-30 in a group,
and from 31-60 in another group). This procedure is called a true experiment
(Creswell, 2009).

e One group was a control group and the other was an experimental one. They were
taught similar material Select Reading (see Appendix 1) through two different
teaching instructions, namely: the teacher-centered and learner-centered teaching
methods respectively. It is worth noting that four chapters were presented during the
experiment time.

e Each group was taught in two lessons (two lectures per week), the duration of each
lesson was for two hours.

e Following this, a post-test was conducted. Participants' scores from the pre-test and
post-test were compared to evaluate the effectiveness of the teaching methods

employed in the experiment.
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3.4.2.3.2.4 The pre-test Variable

The pre-test was administered at the beginning of the experiment. Data collected from
the pre-test were used to establish that participants had equal levels of reading abilities
and to answer the first research question of this study, which was identifying the most

difficult reading strategy for participants.

Given that the participants were secondary school EFL students in their first semester in
the English department, the pre-test was derived from the English for Libya Secondary
3 Literary Section Course Book to ensure that the test matched the participants' reading
level. Both the pre-reading and post-reading tests were designed around the five main
reading strategies identified by Philip (2003), which include identifying main ideas,
guessing meaning from context, making inferences, answering detailed questions, and
determining meaning from word parts (prefixes and suffixes). Consequently, the pre-
test included a reading passage followed by five questions, each addressing a specific
reading strategy presented in the passage (see Appendix C). They were as follows:
Question one focused on the strategy of guessing the meanings of difficult words from
context. Question two assessed the ability to answer detailed questions. Question three
was related to making inferences and answering implied questions. Question four
examined the strategy of determining the meaning of words from their parts, such as
prefixes and suffixes. Finally, Question five addressed the strategy of identifying main
ideas. The test was piloted by two instructors from the English Department at the
University of Benghazi, and participants were informed of the pre-test procedures. They
were given one hour to complete the pre-test.

Notably, data collected informed the researcher about the reading strategies that
participants found most difficult. This information, combined with insights from the
questionnaire, served as the basis for designing a reading model implemented during the

treatment phase.
3.4.2.3.2.5 The Treatment Variable

The treatment variable in this research was a teaching phase designed to investigate and
reveal effectiveness of teaching instructions based on teacher-centered and learner-
centered approaches in assisting students overcome their reading difficulties. Teaching
instructions based on a learner-centered approach were presented as the treatment

variable of the experiment. By administering the treatment to one group and
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withholding it from another, the researcher can isolate the effect of the treatment and
determine whether it is the treatment itself, rather than any extraneous variables, that are
responsible for influencing the outcome, thereby ensuring internal validity (Creswell,
2009).

In the treatment phase, the researcher herself taught the controlled group and the
experimental one. Two lesson plans were employed as an instrument for the practical
application of teacher-centered and learner-centered teaching approaches with the
controlled and experimental groups respectively. Additionally, a checklist of classroom
management served as another instrument of the experiment to ensure well-organized,
disciplined, attentive, focused, and academically productive outcomes of the

experiment.
- Instruments of the Experiment:

The instrument employed in the experiment of the study was a lesson plan. Lesson
planning, as defined by Harmer (1998), is the art of combining several different
elements into a coherent whole so that a lesson has an identity that students can
recognize, work within, and react to whatever metaphor teachers may use to visualize
and create that identity. The plans that help teacher identify aims and anticipate
potential problems are proposals for action rather than scripts to be followed slavishly,
whether they are detailed documents or hastily scribbled notes (Harmer, 1998). During
lesson planning, teachers prepare activities, strategies, and evaluation tools to enhance
teaching effectiveness (Batubara et al., 2020; Derin et al., 2020). In simple terms, a
lesson plan serves as a guide that teachers use to ensure lesson objectives are met within
a specific time frame, while also outlining the strategies and methods to achieve those

goals.

The lesson plan followed in this study was in two versions: The teacher-centered lesson
plan for the controlled and the learner-centered lesson plan for the experimental groups.
Each lesson plan was centered around three reading stages as noted by Barnett (1989),
Brown (2001), Gibbons (2002), and Wallace (1992). These three stages were as
follows: First, a pre-reading stage where the topic of the unit is introduced and pre-
reading questions are discussed. This stage aims to prepare students for the unit topic
and raise their motivation. Second, the while reading stage where the reading passage is

presented alongside its new words and grammatical rules. This stage aims to get
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students to learn strategies for reading comprehension. And third, after reading stage in
which opinions and reflections on the reading passage are discussed through classroom

discussions.
3.4.2.3.25.1 A Teacher-Centered Lesson Plan

This section describes the procedures that the researcher had followed in teaching
reading following a teacher-centered lesson plan. In these traditional teacher-centered
lessons the researcher followed characteristics of teacher's role proposed by many
scholars in the field. For example: Huba and Freed (2000) noted that the teacher's role
in teacher-centered teaching is primarily that of an information controller and evaluator;
while students are typically passive recipients of information, with the main focus being
on acquiring knowledge. The teacher is at the forefront of the learning process while the
student plays a minimal role. For Richards and Schmidt (2010) essentially the teacher
takes on the primary responsibility in the teaching and learning process in teacher-
centered classes. The teacher has significant control over instruction, and leading
classroom activities, and students typically respond affirmatively to teacher inquiries,
with whole-class instruction being the preferred method over others (Richards &
Schmidt, 2010). Also, Weimer (2002) noted that teacher-centered classes are
characterized by more teacher talk and questions than student talk, as well as a great
reliance on textbooks. In a teacher-centered reading class, the teacher stands in the front
of the classroom lecturing and leading. Students only speak when the teacher calls on
them. Interaction between peers is rarely encouraged because their attention should be
focused on the teacher or the textbooks and written work on their desks (Weimer,
2002). Further, Lattimer (2015) contends that in a teacher-centered classroom, students
are driven more by compliance with class rules than genuine engagement with the
subject matter. Communication is largely one-way, with the teacher asking questions
while students complete assignments out of obligation rather than personal motivation.
The focus is on meeting standards and textbook content, with assessment centered on

task completion (Lattimer, 2015).

Bearing in mind these characteristics, the controlled group was taught by the researcher
using a teacher-centered instructions. It is worth noting that it was easy for the
researcher to practice this teacher-dominant instruction since this method is widely used
in Libya (Abosnan, 2016; Abushina, 2017; Ahmed, 2013; Algwil, 2024; Azzouz &
Taleb in Omar, 2020 Elabbar, 2011; Elmahjoub, 2014; Hmaid, 2018; Latiwish, 2003;
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Mohsen, 2014; Omar, 2014; Omar, 2020, Orafi, 2008; Suwaed, 2011), and it was the
method by which the researcher herself was instructed in her educational career in

Libyan schools and universities.

It is worth noting that the reading lessons for the controlled group were 12 lectures that

lasted for 2 hours. These two hours were divided as follows:

A pre-reading stage (20 minutes): At this stage, the teacher asks students to read and
answer the pre-reading questions of each unit. The aim of this is to prepare students for

the unit topic. Then, the teacher checks and discusses answers with the class.

A while reading stage (60 minutes): Here, the teacher reads the reading passage and
has students follow his/her reading in their books. Then, she/he writes new words on the
board and explains their meanings. Some students are asked to read aloud individually.
In the vocabulary section, the teacher writes the new words on the board, explains their
meaning, and asks students to put these new words in sentences of their own. Then,
students are asked to recognize these words in their context (the reading passage) and
decide whether they have the same meaning throughout the passage or not. About the
grammatical part, the teacher writes the rule on the wall, explains it, and asks students
some questions to check their understanding. Then, their attention is directed to these
grammatical rules presented in their textbooks. Later, students are asked to individually
answer the reading exercises in their textbooks, and the teacher goes over the answers

with the class and gives reasons for her choices.

An after reading stage (40 minutes): At this stage, students are asked to quietly and
individually scan the reading passage, and answer the questions that follow. Then, the
difference between skimming and scanning skills is explained to students, after that they
are required to answer the reading activities of skimming and scanning in their books.
The teacher then goes over the answers with the class and tries to explain the reasons of
the selected choices. In case of incorrect answers, the teacher corrects students’
mistakes. Finally, the teacher asks students to do the discussion exercise at the end of
each unit. The teacher tells students what is meant by making inferences and how to

reflect upon the reading passage and express their opinions.
3.4.2.3.2.5.2 A Learner-Centered Lesson Plan

The lesson plan for the experimental group was based on a learner-centered reading

model designed by the researcher herself for the purpose of this study. Her model was
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based on an integration of aspects of two theories of language learning: Schema Theory
and the Constructivist Theory. The model aims to present a pedagogical framework that
implements constructivist learner-centered teaching instructions across three stages of

teaching reading as illustrated in the subsequent section.

The researcher designed this reading model specifically for the Libyan EFL context,
which is characterized by a teacher-centered approach (Abushina, 2017; Azzouz &
Taleb, 2020; Mohsen, 2014; Omar, 2020, 2025). The rationale for this model is to
gradually promote a learner-centered teaching method within a primarily teacher-
centered framework (Abushina, 2017; Azzouz & Taleb, 2020; Mohsen, 2014; Omar,
2020). The model aims to provide EFL teachers with a comprehensive framework for
planning reading lessons, thereby enhancing student engagement and encouraging more
effective use of reading strategies. To achieve the research objectives, it was essential to
evaluate this model using an experimental method to clarify the relationship between
students' reading difficulties and the instructional methods used by teachers. The
research findings are intended to demonstrate to EFL teachers how implementing this

new approach can help Libyan EFL learners overcome their reading challenges.
- The Integral Three-Stage Learner-Centered Reading Model

There is often confusion among writers regarding the distinction between the term
model and term theory. According to Cohen, Manion, and Morrison (2011), theory and
model are sometimes used interchangeably as explanatory devices within a broad
conceptual framework. However, Ruddell and Singer (1994) highlight a clear difference
between the two: a theory explains a phenomenon, while a model serves as a metaphor
to represent that theory. The theory is dynamic, describing how the model functions,
while the model is static, providing a snapshot of a dynamic process (Ruddell et al.,
1994). Davies (1995) further describes a model as a systematic set of guesses or
predictions about a hidden process, which are then tested through experimental studies.
In this study, the term model refers to the practical application of theory, tested through
experimental research methods. Goodman (1998) explains that a model is not a theory
of reading comprehension by itself; it must incorporate instructional learning theories to
illustrate whether these actions help learners read efficiently. A model serves as a bridge
connecting theory to its practical application (Goodman, 1998). Similarly, the model of

reading proposed by the researcher in this study integrates aspects of schema theory and
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constructivist theory into a learner-centered framework, designed to be tested in EFL
teaching contexts.

In the Integral Three-Phases Learner-Centered Reading Model presented in the
treatment phase of this study, reading is considered to be a cognitive constructivist

process because of two main perspectives:

First, drawing on the cognitivist perspective, readers use their existing background
knowledge to process and understand new information (Alderson, 2000; Alptekin,
2006; Carrell & Eisterhold, 1983; McKay, 1987). Schema theory, in this model, was
highly applied in pre-reading activities in preparing students to understand written texts,
and build schema around the topic or activate an already existing schema (Johnson &
Hudson, 1982, cited in Carrell & Eisterhold, 1983). The theory emphasizes the
interactive process that occurs between readers' prior knowledge, experiences, and the
content of the text they are reading (an interactive view of the bottom-up and top-down
processes). In this model, several schema-theory-based pre-reading tasks/strategies had
been designed to activate prior knowledge, enhance comprehension, and facilitate a
deeper engagement with the text, such as accessing background information, making

predictions, and asking questions related to the material.

Second, from a constructivist perspective, on the other hand, readers display an active
involvement in constructing meaning in a learner-centered learning environment:
Readers, in learner-centered teaching instructions, were viewed as active participants in
creating, constructing, and interpreting meaning from their past and present experiences
(Jonassen, 1991). The focus was on students constructing their understanding and
meaning by actively engaging with the content. This constructivist view sees learning as
a dynamic process where knowledge and thinking evolve over time through
investigation and problem-solving, drawing on students' prior knowledge and
experiences (Richardson, 1997). This active dynamic view of learning is highly
characterized in learner-centered constructivist contexts where learners are highly
engaged, motivated, and responsible for their learning outcomes (Weimer, 2002).
Learner-centered teaching is fundamentally based on a constructivist learning theory
framework (Petal, 2017).

The integral learner-centered reading model designed in this study served as a guide for

the researcher for the gradual practical implementation of a leaner-centered approach in
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reading classes. It was based on the assumption that there are degrees and versions of
the constructivist learner-centered approach to teaching (Brandl, 2002; Nunan, 2013;
Weimer, 2002). The model presented degrees of learner-centeredness across three
phases of teaching reading in EFL classrooms: pre-reading, while reading, and post-
reading stages (Barnett, 1989; Brown, 2001; Gibbons, 2002; Wallace, 1992).
Throughout these stages, the model describes the teacher's role (ranges from teacher-
introducer, teacher-facilitator to student-centered), students' role, and types of reading

activities employed.

Following Nunan (2013), Brandl (2002), and Weimer (2002), the degree of
centeredness in this integrated learner-centered reading model may vary in areas such as
the choice of the learning materials, the scope of the learning environment, the degree
of teacher guidance and learners' role. Accordingly, the teachers' role in such lessons
can thus range from teacher-introducer, teacher-facilitator to student-centered lessons,
with the balance of control of learners over the learning experience being a defining

characteristic.

The researcher of this study had provided guidelines and principles for her integrated
model summarizing pedagogical and instructional design issues that need to be
considered during the planning of learner-centered reading lessons. The researcher
distinguished three degrees of learner-centered reading stages in relation to three key
areas: the role of the teacher, the role of the learner, and the type and aim of reading
activities involved. By outlining this framework, the researcher offered a structured way
for teachers to leverage reading materials pedagogically, allowing for a gradual shift

from more teacher-centered to more student-centered models of instruction.
- Principles of the Integral Three-Stage Learner-Centered Reading Model:

The model proposed in this study was based on the following overlapping principles, it
is worth noting that these principles were thoroughly discussed in detail throughout
different sections in the literature review of this study (see Chapter Two). Principles of

the integrated three-stage learner-centered reading model were as follows:

1. The first Principle: It is an integral reading model in which reading is viewed as a
cognitive constructivist process where readers use their cognitive schemata knowledge
to construct and understand the meanings of written texts. Reading here is viewed as

having a constructive and meaning-making nature. Learning reading in this model is

143



considered to be accomplished within a cognitive constructivist framework. It is also an
integral model since it implements learner-centered instructions across three stages of

teaching reading in EFL classrooms.

2.The Second Principle: The model adopted the cognitivist perspective of schemata
theory which assumes that learners are cognitively active their schemata throughout the
three stages of reading (Carrell & Eisterhold, 1983; Nassaji, 2002). Learners, in this
model, process reading texts by activating three types of schemata: content knowledge,
cultural knowledge, and background knowledge to understand the contextual content of
the text (an interactive view of the bottom-up and top-down reading processes discussed
in Chapter Two section 2.2.1).

3.The Third Principle: This integral model also adopted the constructivist's view of
learning (see Chapter Two, section 2.10.5) as constructing meaning that can be derived
from connecting students’ experiences (Jonassen, 1991; Richardson, 1997). According
to this theory, learners' construction of meanings is ultimately utilized in learner-
centered teaching environment (see Chapter Two, section 2.11.2) "the foundation of
learner-centered teaching is rooted in a constructivist framework of learning theory"
(Petal, 2017, p.4). Thus, the model is based on the constructivist suggestion that learners
are active participants in constructing and interpreting meaning from their past and
present experiences within learner-centered learning contexts. Reading here is viewed

as having a constructive and meaning-making nature.

4. The Fourth Principle: "Student-centered learning can be implemented in several
ways" (Petal, 2017, p.6). This principle is fundamental in this model. The degree and
levels of intensity of learner-centeredness are practiced according to students' linguistic
levels and the learning environment (Brandle, 2001; Nunan, 2013; Weimer, 2002).
Learner-centeredness is a concept that is not set in stone, but rather context-dependent
(Nunan, 2013). Further, learner-centered teaching comes in versions and degrees within
educational settings, with practices varying not only between schools but also on a day-
to-day basis, showcasing the dynamic nature of student-centered approaches (McComb,
2008).

5. The Fifth Principle: Reading in classrooms is typically practiced in three stages:
Pre-reading, while reading, and post reading phases (Barnett 1989; Brown, 2001;
Gibbons, 2002; Wallace, 1992). The practice of reading instruction through these three
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key stages (see Chapter Two, section 2.12) encourages students to take the initiative to
gradually build up their reading skills and abilities, as they are continuously exposed to

a variety of reading exercises tailored to their needs (Omar, 2018).

Based on the aforementioned principles, the researcher of this study has developed this
integral model which focused on the implementation of learner-centered teaching
instruction across three stages of reading. There are a number of issues that need to be

taken into consideration when applying this model in reading classes
- Issues to Consider:

This model posits that learners are active participants in the construction and
interpretation of meanings, drawing from their past and present experiences within a
learner-centered learning environment. The interaction between students and teachers is
considered essential for meaning construction and the enhancement of students' reading
skills (Richardson, 1997). Consequently, the teacher's role as a guide is deemed

indispensable in aiding learners to comprehend texts and derive meaning from words.

Teachers' role across the three reading stages in this model ranges from an introducer,
and facilitator (guide), to monitor. The teacher's role is not devalued but rather elevated
in learner-centered teaching and requires a higher level of skill and expertise (Nunan,
2013; Weimer, 2002). According to Nunan (2013) and Weimer (2002), teachers make
decisions based on their students' needs, they reject the idea that learners can navigate
their own educational journey easily. Instead, they highlighted the teacher's role in
facilitating student learning within a learner-centered system. In learner-centered
classes, teachers may select topics, set of goals for their lessons, and choose a series of
reading passages to ensure that the contents are appropriate for their pedagogical goals
(Brandl, 2002).

Teachers need to be aware of the fact that the degree of learner-centeredness is based on
learner's level of language expertise. The degree of teacher versus student-centeredness
in decisions about resource selection, the scope of the learning environment, and
comprehension tasks is closely tied to the learner's level of language expertise (Brandl,
2002; Nunan, 2013; Weimer, 2002). When shifting from teacher-centered to student-
centered designs, the students' levels of proficiency become an increasingly pivotal
factor that also needs to be taken into account. The learners need to have a minimal

functional proficiency that enables them to independently determine topics without the
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intervention of the teacher. In other words, as students' proficiency increases, they can
take on a greater role in shaping the content and processes of their learning, moving
towards a more autonomous, student-centered model. The balance of control between
teacher and learners is thus closely aligned with the student's language skills and
abilities (Brandl, 2002; Nunan, 2013; Weimer, 2002).

Teachers may also adopt the strong version or the weak versions of learner-centeredness
according to the dynamics of their teaching environment, this is according to Ur (2001)
in Calvo (2007) and Nunan (2013) who argued for two versions of learner-centered
teaching: The strong version involves motivating learners to find information on their
own, create their own learning materials, set their own syllabuses, and assess their
progress. In contrast, the weak version includes recognizing and appreciating learners'
requests (even if not always fulfilling them), minimizing teacher-centered discussions,
and encouraging more active learner participation (Nunan, 2013; Ur, 2001, in Calvo,
2007). In addition, there are different levels of learner-centeredness, and that the
specific pedagogical context in which one operates determines the extent to which they
can progress along the continuum of learner-centeredness levels (Nunan, 2013; Tudor,
1996).

It is important to note that a learner-centered classroom does not involve the immediate
surrender of power, responsibility, and control to the students. According to Nunan
(2013), learners need a significant amount of time to develop the capacity to make well-
informed decisions about their learning (this time is provided in this model in the pre
and while-reading stages). Their complete responsibility for learning typically occurs
later in courses, and in some cases, it may only happen towards the end (in the post-

reading stage) (Nunan, 2013).

Based on the above principles and considerations, the researcher of this study has
proposed her Integral Three-Stage Learner-Centered Reading Model as a pedagogical
framework aimed at improving and enhancing reading instruction for EFL learners in
particular, while also applying to EFL learners more broadly. This model was designed
aiming to assist students in overcoming their reading difficulties by providing a
structured approach that emphasizes active engagement and the integration of prior
knowledge within the reading process. The Figure below illustrates the detailed

blueprints of this Integral Three-Stage Learner-Centered Reading Model.
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Pre-reading Stage:

Learner-Centered degree: Teacher
is an Introducer. Students are
active  receivers.  Background
schemata are highly activated.

|

While reading Stage:

Learner-centered degree: Teacher
is a facilitator and guider.
Students are active constructors of
meanings. Content schema is
effectively activated.

Post-reading Stage:

Learner-centered degree: Teacher is a
monitor. Students are active reflectors.
They relate personal knowledge and
experiences to materials being read.

Figure 7: The Integral Three-Phases Learner-Centered Reading Model

The above model is based on: the three Stages of teaching reading (Brown, 2001;
Gibbons, 2002), the Schema theory (Grabe, 1988), the Constructivist Theory of
Learning (Richardson, 1997), and Learner-Centered Principles by Weimer (2002).
Basically, this model presented a gradual implementation of gradual degrees of learner-
centered instruction across the three stages of teaching reading. Students in this model
are cognitively active participants in constructing the meanings of what they read. They
are at the focus center of learning. The teachers' role is not excluded, instead, their role
degrees from introducer, facilitator and guide, to monitor throughout the three stages of
reading in learner-centered classes. Degrees of learner-centeredness vary according to
students' linguistic proficiency and the specific learning environment. Teachers need to
exercise patience, as learners require substantial time to develop autonomous learning
abilities and responsibility for learning.
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- Stages of Centeredness in the Model

There are three stages of learner-centeredness presented in this model. The degree of
learner-centeredness is reflected in the ranging of the teacher's role from an introducer,
a facilitator, to a guider throughout the three reading stages. These are discussed
thoroughly alongside the suitable classroom reading activities for each stage of

centeredness:

1.A Teacher-Introducer Pre-Reading Stage: This stage aims to activate students'
schema knowledge. That is, it is an activation stage where reading topics are introduced
so that students can activate their background knowledge (schema) by connecting to
past experiences, enabling them to make predictions. The significance of this stage lies
in creating a positive attitude towards the text through class work before reading
(Abbott & Wingard, 1981; Madaoui, 2013). At this stage, learners are provided with
schema-based reading activities such as accessing prior knowledge, expressing personal
experiences related to the topic through writing, asking questions based on the title,
semantic mapping, making predictions by previewing the text, skimming for a general
understanding, reading the introduction and conclusion, and writing a summary of the

article based on the preview (Auerbach & Paxton, 1997).

It is a Teacher-Introduced (provided) pre-reading stage as the teacher's role is to
introduce students to the title and topic of reading. That is, the teacher provides students
with suitable reading materials. This stage is based on the researcher's belief that
teachers' introduction and selection of reading materials at the early beginning of the
pre-reading stage has advantages: EFL readers may not have automated one or more of
the fundamental reading processes in the foreign language such as word decoding and
recognition which can lead to working memory overload and divert attention away from
constructing a coherent understanding of the text. This view of the researcher aligns
with Cobb and Stevens (1996) who noted that teachers' determination of materials in
second language learning lightens the learning burden that learners may exhibit when
encountering reading texts above their learning level in the target language. Brandl
(2002) also noted that at beginning levels, teachers' selection of specific reading texts
allows them to support EFL readers in developing key skills like vocabulary decoding
and recognition. In the teacher-introduced pre-reading phase, the teacher can control the
navigational scope through a focused task design and carefully chosen topics. This helps

prevent learners from getting lost or overwhelmed. There is a concern that if students
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are allowed to choose their reading topics, they may select texts that are too long or
challenging to complete.

Additionally, when students choose hypertext materials, they may encounter new
information within an unfamiliar environment. This can increase the burden on the
learner, as they have to decode not only the structure of the information but also the
basic vocabulary and syntax of the text itself (Chun & Plass, 2000). These issues reveal
the importance of providing appropriate support when designing teacher-provider
(introducer) reading classes for EFL students. The point to be asserted here is that
teacher-determined topics at lower proficiency levels help gradually support learners'
reading abilities before transitioning to more student-centered models. By maintaining
control over the reading materials at the teacher-introduced stage, the teacher provides a
more structured and manageable learning experience, mitigating the risk of students

becoming lost or overburdened when left to their own devices.

Also, in the teacher-provided pre-reading stage, visual aids presented by teachers have
been found effective as advance organizers. These visual aids help build background
knowledge relevant to the target text, facilitating the contextualization of what is being
read. Pictorial cues can also increase comprehension of a reading passage, particularly
for low-proficiency EFL readers (Brandle, 2002; Hudson, 1982, Omaggio, 1979).
Cultural images can function to enrich the text, as instructors can use them to capture
students' attention, leverage natural curiosity, and encourage prediction by asking how
the illustrations relate to the text (Barnett, 1989). Furthermore, the use of visual imagery
aids provides concrete representations of unfamiliar vocabulary, supporting the learning
of new words (Kellogg & Howe, 1971) and enhancing incidental vocabulary acquisition
(Chun & Plass, 1996). Visual aids provided by the teacher at the teacher-provider pre-
reading stage can effectively scaffold learners’ comprehension and language

development.

2. A Teacher-Facilitated While-Reading Stage: The aim of this stage is to allow for
students' direct interaction with the written texts and to increase the degree of learner-
centeredness by moving students to a more active and reflective processing role, and the
teacher moves to the role of a facilitator. To accomplish this role: First, students are
allowed to read the text themselves. This means giving students the opportunity to
activate their content schema (see chapter two, section 2.9) and take ownership of their

learning. Students interact with the text and integrate it to their schema knowledge
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through activating skills like self-monitoring and refining predictions (Henderson &
Buskist, 2011). Second, the teacher minimizes lecturing on the content and instead
creates opportunities for students to discover it for themselves. During this stage,
students are asked to identify elements of text structure, and proposes inferential
questions to focus on making inferences. Third, students discuss the main ideas of the
passage, make inferences, recognize words' behavior in the context, and guess their
meanings. This encourages critical thinking and problem-solving skills. The while-
reading stage aids in understanding the writer's intention and clarifying the content and

structure of the text through interaction between students.

It is a teacher-facilitated stage, where the teacher facilitates opportunities for student
collaboration and interaction. This dynamic interaction facilitates a rich exchange of
information, enabling students to uncover, explore, and apply reading skills and
strategies in their learning journey in general (Reigeluth et al., 2017). Students follow
the teacher's lead but can independently explore the content. This balance allows the
teacher to provide structure and direction, while still giving students opportunities and
facilities for autonomous learning and meaning-making. Through carefully designed
tasks, the teacher facilitates the student's reading process and guides them to explore a
variety of preselected resources. However, as Furstenberg (1997) noted, the tasks
should not be so broad that students aimlessly wander through the material, yet open
enough to allow for multiple paths, outcomes, and interpretations. These varying
interpretations can then form the basis for subsequent classroom discussions and
interactions. Despite the restriction that the teacher maintains control over the scope and
topics, learners still have some autonomy, as the task types typically include making
comparisons and inferences, gathering factual information and descriptions, identifying

main ideas and details, and summarizing main points and events.

A key difference between the teacher-introduced pre-reading stage and teacher-
facilitated reading stages lies in the degree of control over the reading process and how
learners approach the text. While an introductory control of context and topics has
merits, students ultimately need to learn their reading skills independently. Evidence
suggests that students who excessively rely on instructional help may not learn as much
as those who attempt to solve problems themselves. Pederson's (1986) study in Cobb
and Stevens, (1996), for example, found differences in cognitive processing between

students who had access to help on reading comprehension questions versus those who
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did not. The results indicated that when students were required to fully process the text
before viewing the questions, they demonstrated higher comprehension rates compared
to when the text was available while answering. In other words, "greater benefit was
derived from the subjects' being aware that they were required to do all their processing
of the text before viewing the question” (Pederson, 1986, p. 38, as cited in Cobb &
Stevens, 1996, p. 133). This suggests that a teacher-facilitated stage, which encourages
more independent processing, may be more beneficial for developing students' reading
skills in the long run (Brandl, 2002).

3. A Learner-Centered Post-Reading stage: It is a learner-centered reading stage
where students take full control of exploring the underlying meanings of the texts. By
taking on a significant role in negotiating meanings of content, students become active
participants in their language learning, rather than passive recipients of knowledge. At
this reading stage, students assume the roles of self-directed, autonomous learners,
taking complete responsibility for their learning. By placing the learner at the center of
the reading lesson, this model fosters the autonomous behaviors and metacognitive

skills that are essential for effective, self-directed language acquisition.

It is a teacher-monitored post-reading stage where the teacher's involvement is limited

to that of a monitor, providing support and guidance as needed. In other words, it is a
learner-centered post-reading phase where students actively seek answers, make
generalizations, and verify hypotheses. At this stage, students should be able to
summarize, reflect, infer, and evaluate the text in hand. However, with low language-
level students summarizing the main points of the text to enhance comprehension
monitoring would be more effective for this reading stage (Henderson & Buskist, 2011).
This reading stage of learner-centeredness reflects students' autonomous learning as
Brandl (2002) stated that the learner-centered instructions are at the core of language
learning autonomy which is the ability to take responsibility for one's learning (Holec,
1981).

In this post-reading learner-centered stage, students might decide how the outcomes will
be evaluated, their assessment of learner outcomes can take various forms, such as short
writing assignments, essays, mini-projects, or presentations that demonstrate the
students' analytical and interpretative skills with reading texts. Students may also

document their process and progress through diaries or portfolios (Brandl, 2002).
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To put it all together, this model presented a pedagogical rationale for the
implementation of learner-centered teaching in the three stages of teaching reading in
EFL classrooms. Pedagogical issues such as the degree of learner-centeredness, learner
control of contents and learning processes, level of proficiency, and text types need to
guide the reading lessons and task design, and none of these degrees were absolute.
That is to say, different variations of lessons may fall at different places along a
continuum from being teacher-introduced, teacher-facilitator, to student-centered
reading classes. They may vary in areas such as the choice and scope of materials, the

learning process and activities, and the degree of teacher guidance.

The researcher of this study assumed that by practicing this graduate grading of student-
centered instruction throughout the three reading stages, it is likely that students are
encouraged to gradually develop a sense of responsibility for their own learning,
prompting them to take the initiative to build up their reading skills and abilities. For
students with a low level of language proficiency, Omar (2018) suggests that continuous
exposure to a variety of reading exercises across the pre-reading, while-reading, and
post-reading phases can help uncover and activate the dormant skills within them,

especially when necessary.

- The Practical Application of the Integral Three-Phases Learner-Centered Reading

Model in EFL Classrooms

The section presents a lesson plan based on the previously designed and discussed
Integral Three-Stage Learner-Centered Reading Model. In this section, the practical
implementation of the learner-centered model is illustrated aiming to describe the
mechanisms by which it could be practiced in EFL reading classrooms and to exemplify
the degree of learner-centered teaching across the three reading stages. The lesson plan
outlines the types of activities appropriate for each stage, as well as the teacher's role
and level of intervention, as discussed in the previous section. Additionally, the lesson
plan delineates the learner's role at each stage and demonstrates how teachers can

gradually guide students toward greater responsibility for their own learning.

The figure below summarizes the learner-centered lesson plan the researcher had
followed in teaching the experimental group. It illustrates the aim of each reading stage
alongside the teachers' role, the learners' role, and the types of reading activities being

employed.
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Figure 8: The Practical Application of the Integral Three-Stage Learner-Centered Reading
Model in EFL Classrooms.
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Before Reading (30 Minutes): The aim of this stage is to activate students' schemata.
The teacher serves as an introducer to the topic, providing introductory questions that
stimulate students' thinking and encourage them to make predictions based on the title.
Schema-based reading activities are practiced during this phase, including accessing
prior knowledge, expressing personal experiences related to the topic, formulating
questions based on the title, engaging in semantic mapping, skimming for a general
understanding, and reading the introduction and conclusion. Students are also tasked
with summarizing the article based on their preview. This stage emphasizes prediction
skills, encouraging students to make informed predictions about the content of the
reading passage. Additionally, visual aids related to the reading topic play a crucial role
in facilitating discussion and elaboration among students regarding what they observe.
Students are asked to read the title of the passage, discover its meaning, and predict
what they will read based on the given title. In pairs, students then engage in pre-
reading exercises in their books, expressing their opinions about the statements they
read and give reasons for their choice of opinion. The teacher monitors students'
participation and discussions to ensure active engagement. Finally, students are asked
about their expectations of the reading passage according to the statements they have
read.

While reading stage (60 minutes): This stage aims to develop reading skills and
facilitate the effective application of reading strategies. During this phase, students are
placed at the center of the learning process, adopting an active role as they engage with
the text. Their content schemata are highly activated, allowing them to interact
meaningfully with the material and independently explore its content. The teacher
assumes the role of a facilitator, creating opportunities for student collaboration and
interaction to promote autonomous learning. Students are organized into groups to
enhance collaborative work and the construction of meaning. Activities during this
stage focus on meaning-making, problem-solving, and critical thinking. These activities
include skimming and scanning for keywords and main ideas, utilizing students’
existing schemata and background knowledge along with contextual clues to infer the
meanings of new words, determining word meanings from their components (such as
prefixes, roots, and suffixes), building vocabulary, discussing the main ideas of the
passage, making inferences, and recognizing word behavior within context to guess

their meanings:
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- Skimming and scanning for keywords: The teacher explains strategies of skimming
and scanning to facilitate students' use of them in reading. Then, students scan the
reading passage, identify key words, and justify their choices to each other. Each group
member presents his/her answers, and the group leader presents the collective response
to the whole class. The teacher facilitates students' recognition of keywords so that they
can easily their reoccurrence in the text. Then, students collectively are asked to list
features of key words and justify their choices.

- Skimming and scanning for main ideas: Here students individually re-read the text,
and underline sentences that best express the main idea. In group discussions, they
provide reasons for their choices. Next, each student is encouraged to contribute a
sentence that best expresses the main idea, and the class collectively decides which
sentence is most accurate. At last, students deduce characteristics of main ideas and give
reasons for their answers. Here the teacher facilitates students' choices of characteristics
that best describe the main ideas of a given passage,

- Using students’ background knowledge and context clues to guess the meaning of new
words: At this stage, the teacher facilitates the idea of encountering new words in a
given text. That is, students are guided that they do not need to comprehend the precise
meaning of every new word encountered. Instead, they are encouraged to infer the
general meaning of unfamiliar words by examining the context, specifically the words
that precede and follow the new terms. Students, then, carefully read the passage and
attempt to determine the exact meaning of challenging words by understanding the
context in which they appear. They are then directed to underline the context clues that
assist them in guessing the meaning of the boldfaced words. Following this, students are
expected to discuss their answers with the class and provide reasons for their choices.
Finally, students reflect on the reading passage using their background knowledge and
provide examples from their own experiences in group work.

- Determining the meaning of words from their word parts (prefixes, roots, and
suffixes): During this activity, students' attention is directed to word parts, specifically
prefixes, and suffixes. The teacher facilitates them to recognize these elements in
context and explains how they differ in terms of meaning or grammatical position. Here,
students take responsibility for inferring the rules governing prefixes and suffixes and
how they alter the meaning and part of speech of a word or root. Next, students provide
examples from the reading passage, discuss them within their groups, and have the

group leader present the collective answer to the class. The class collectively judges the
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correctness of the responses. To further reinforce their understanding, a game is played
where each group prepares a list of three words, and the other groups respond with
counter words containing prefixes and suffixes. The groups then provide their sentences
using the words to demonstrate their mastery of the concept. The teacher here monitors
students' participation.

- Vocabulary Building: Here students read the vocabulary box provided in their
textbook. They are guided to recognize the words presented in the box with their
corresponding definitions and check whether their choices of words definitions align
with the context or not. Following this, students demonstrate their understanding by
constructing new sentences using the newly acquired vocabulary in sentences of their
own. Next, students are asked to recognize the grammatical behavior of some words in
the reading passage. The teacher facilitates for students the deduction of grammatical
rules that governs the grammatical behavior of these patterns in the reading passage.
Then, they are guided to read the rules presented in their books, compare it with their
deduced ones, and give examples of them from the reading passage. Finally, students
provide their own examples to further solidify their understanding of the grammatical

concept

After-reading stage (30 minutes): Seated in groups, students actively reflect on what
they read: say their comments, relate their experiences, demonstrate their understanding,
discuss and share their opinions. The teacher monitors students' participation and
discussion, and implicitly correct students' performance. During this stage, students
make their own inferences and future predictions about specific details in the text. They
draw upon their prior knowledge to make plausible inferences about what might occur
subsequently. Finally, students summarize what they read and reflect upon their reading

experience, expressing their opinions and making future suggestions.

All in all, the learner-centered lesson plan served as a guide for the researcher of this
study to ensure a clear systematic application of the learner-centered three-phase
reading model designed in this study. In addition, the researcher adhered to specific
patterns of classroom management in order to effectively implement the learner-
centered teaching and the teacher-centered instructions in the controlled and

experimental reading classes respectively.
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3.4.2.3.2.5.3 Classroom Management

Another instrument used in the experiment of this study is a catalogue of two types of
classroom management. Classroom management refers to the wide variety of skills
teachers employ to ensure students are well-organized, disciplined, attentive, focused,
and academically productive throughout the duration of a class (Rothstein & Trumbull,
2008). Woolfolk (2001) presents three key reasons why classroom management is
essential in a student-centered environment: it increases the time available for learning,
enhances access to educational opportunities, and supports students in cultivating their

self-management skills.

In the teacher-centered classroom, the researcher assumes the primary leadership role
and maintains strict control over the learning environment. The researcher is responsible
for managing and overseeing all aspects of the classroom, including the organization of
content, activities, and student behavior. Discipline is enforced by the teacher, who
establishes and communicates the rules to the students. A select few students may be
designated as the teacher's assistants, while the majority of the class is expected to
follow the instructor's directives. The teacher determines the learning outcomes and
assessment criteria, which are uniformly applied to all students. Extrinsic rewards, such
as words of praise, are commonly used to motivate students. Student autonomy and
responsibility are limited, and opportunities for collaborative work or partnerships are

minimal in this teacher-centered controlled group.

In learner-centered teaching lessons, on the other hand, leadership is collaborative and
shared among both the teacher and students. Management is characterized by providing
guidance and support rather than strict control. Students play an active role in classroom
operations, fostering a sense of ownership and responsibility for their learning
environment. Discipline is primarily self-regulated, with students taking ownership of
their behavior and actions. Also, students actively participate in the management of the
classroom, contributing to the development of rules and guidelines through a
collaborative process akin to creating a classroom constitution. Intrinsic motivation is
emphasized over external rewards, with a focus on fostering a genuine passion for
learning. Responsibilities within the classroom are shared among students, promoting a
sense of accountability and autonomy. Group work and partnerships are encouraged to
enhance learning experiences, providing opportunities for collaboration, diverse

perspectives, and enriched learning outcomes for all students.
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The table below summarizes the classroom management the researcher followed in

teaching the controlled and experimental groups using teacher-centered and learner-

centered methods respectively. These were adopted from Freedom to Learn, 3™ Edition

by Rogers and Frieberg (1994).

Table 3: Classroom Management in Teacher-Centered and Learner-Centered

Classrooms

Teacher-Centered Teaching

Learner-Centered Teaching

Teacher is the only leader in the class.

Leadership is shared.

Management is a form of oversight.

Management is a form of guidance.

Teacher takes responsibility for all

the work and organization.

Students are facilitators for the

operations of the classroom.

Discipline comes from teachers.

Discipline comes from the self.

Few students are the teacher's helpers.

All students have the opportunity to
become an integral part of the

management of the classroom.

Teacher announces rules and posts them for

all students.

Rules are developed by the teacher and

students in the form of constitution.

Results are fixed to all students.

Results reflect students' differences.

Rewards are generally extrinsic.

Rewards are generally intrinsic.

Limited responsibilities are allowed

for students.

Responsibilities are shared by students

in classroom.

Group work and partnerships are few in

the class.

Group work and partnership are formed
to enrich and broaden the learning
opportunities for students.

Note. This table is adopted from Freedom to Learn (3rd ed.) by Rogers and Frieberg (1994).
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It is worth noting that the researcher of this study used these criteria for classroom
management during the teaching phase for both groups: the control group, which
followed teacher-centered teaching, and the experimental group, which used learner-

centered teaching.
3.4.2.3.2.4 The Post-Test Variable

The post-reading test was a counterbalance of the pre-test (the same questions' entry but
the content differs). That is, the post-test included a different reading passage that is
extracted from the same book (as that of the pre-test) English for Libya Secondary 3
Literary Section Course Book. Also, the post-test, as the pre-test, is related to the five
main reading strategies identified by Philip (2003), namely: identifying main ideas,
guessing meaning from context, making inferences, answering detailed questions, and

determining meaning from words' parts (prefixes and suffixes).

Accordingly, the post-test consisted of a reading passage followed by five questions
which, in turn, included five items each of which pertained to the specific reading
strategy presented (See Appendix F). Question one focused on the ability to guess the
meaning of difficult words from context. Question two assessed the skill of answering
detailed questions. Question three evaluated the ability to make inferences and answer
implied questions. Question four related to determining the meaning of words from their
parts, such as prefixes and suffixes. Question five focused on identifying main ideas.
Participants were given one hour to complete the test. The researcher distributed the test

papers and instructed participants to read and answer the questions carefully.
3.4.2.3.2.5 Data Analysis of the Pre-Test and Post-test

Data obtained from the pre/post-tests of the experiment were analyzed using the
Statistical Package for the Social Sciences (SPSS) because of its exceptional statistical
capabilities and intuitive user interface. SPSS enables researchers to efficiently manage
and explore large datasets, offering a diverse range of statistical tests to
comprehensively examine research variables. By utilizing SPSS, the precision and
accuracy of statistical analyses are enhanced, thereby improving the overall rigor and

reliability of research findings (Wellman, 1998).

Analysis of numerical data collected from the pre-test were analyzed using SPSS to
address the first research question of this study, which aimed to identify the most

difficult reading strategy encountered by participants of this study. On the other hand, a
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statistical comparative analysis of the quantitative data obtained from both the pre/post-
tests were conducted to address the third research question which sought to evaluate the
effectiveness of learner-centered teaching instructions in assisting participants

overcome their reading difficulties.
3.5 Ethical Considerations

This study followed established ethical guidelines. Permission to conduct the research
was granted by the Head of the Department, and the activities were carried out without
disrupting the normal teaching process. During a face-to-face meeting with participants,
they were informed that their participation was voluntary. Informed consent was
obtained from all participants before data collection. To ensure confidentiality and
anonymity, personal identifiers were removed from the data. The study posed minimal

risk to participants, and all data were used exclusively for academic purposes.
Summary of the Chapter

This chapter outlined the methodological framework of the current study, which is
crucial for addressing the research questions. It began with a clear description of the
research setting and scope, followed by an overview of the study population. The
chapter also explored the research strategies and approaches used, offering justifications
for the researcher’s selection of a philosophical perspective that aligns with the chosen
design and methods. A comprehensive description of the quantitative research methods
employed, specifically focusing on a questionnaire and an experiment, was provided.
The chapter concluded with a description of the ethical considerations taken into
account during the study, laying the foundation for the data analysis procedures, results,

and discussion presented in the subsequent section.
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Chapter Four: Data Analysis, Results, and Discussions
4.1 Introduction

After thoroughly discussing the methodology and framework of this study in the
previous chapter, this chapter presents the data analyses and results obtained from the
quantitative research methods. It focuses on the statistical analyses conducted to address
the research questions outlined in Chapter One. The results are organized in
chronological order based on the administration of the research methods, ensuring a
logical and coherent flow. Each analysis is accompanied by relevant tables and
statistical values to enhance the clarity of the findings. Additionally, the researcher
discusses these results, providing interpretations that lay the foundation for the findings

and conclusions presented in Chapter Five.
4.2 Data Analysis and Results of the Questionnaire

The questionnaire was administered in this study to answer the first research question
which was: To what extent the first-semester students in the Department of English at
the Faculty of Education at the University of Benghazi use reading strategies to

overcome their reading difficulties?

To reveal the extent to which participants use reading strategies during manipulating
reading activities, a questionnaire was conducted. It comprised 14 items, each
accompanied by a Likert-scale that measured the frequency of use, ranging from 'never’
to 'always' (see Appendix B).

Table 4: Frequencies of Each Item in the Questionnaire

Item Never Sometimes Often Always Total
Frequency % Frequency % Frequency % Frequency %

Item 1 1 1.7 22 36.7 16 26.7 21 35 60
Item 2 12 20 24 40 16 26.7 8 13.3 59
Item 3 5 8.3 10 16.7 19 31.7 25 41.7 59
Item 4 18 30 14 23.3 12 20 15 25 59
Item 5 16 26.7 22 36.7 12 20 9 15 59
Item 6 7 11.7 9 15 20 33.3 23 38.3 59
Item 7 22 36.7 18 30 11 18.3 8 13.3 59
Item 8 12 20 27 45 8 13.3 13 21.7 60
Item 9 1 1.7 16 26.7 10 16.7 32 53.3 59
Item 10 9 15 22 36.7 8 13.3 20 33.3 59
Item 11 14 23.3 22 36.7 15 25 9 15 60
Item 12 22 36.7 11 18.3 8 13.3 19 31.7 60
Item 13 32 53.3 12 20 3 5 13 21.7 60
Item 14 5 8.3 23 38.3 13 21.7 19 31.7 60
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The results, detailed in Table 4 above, illustrate the percentage of responses for each
item in the questionnaire. The following section presents a thorough discussion for these
results providing insights into students' perceptions and practices regarding participants'

reading strategies.
4.2.1 Discussion of the Questionnaire Results

Results obtained from data analysis to participants' responses to the questionnaire are
discussed in this section according to the highest frequency ratings on the Likert scale

for each item.

Results of data analysis indicated that the highest percentage of frequency use appeared
with the percentage (53.3%) of responses on the Likert scale corresponding to the
choice of 'never' which was presented in item 13 in the questionnaire. This meant that
more than half of the participants 'never' used the strategy of 'previewing questions
before reading." This reflected that this strategy might not be widely adopted and
effectively considered by most participants most probably because they prefer to engage
with the text itself before considering any accompanying questions, or that they might
find it more efficient to read the text and questions simultaneously. It seemed that a
portion of participants were not aware of the fact that reading questions first and then
moving to read the passage enables them to concentrate more while reading and find
answers to the questions they have in mind. And that by concentrating on finding
answers to pre-existing questions in mind, they are less likely to become distracted or
lose focus while reading. They probably did not recognize that reading with questions in
mind keeps them on track and helps them stay engaged throughout the passage.
Students need to be informed that having specific questions in mind provides a clear
purpose and direction for their reading and that this strategy ultimately leads to better
comprehension, as they are reading with a clear objective and are more attentive to the

relevant information needed to answer those questions.

Another highest percentage of frequency of strategies use was observed in the response
of 'always' on the Likert scale associated with item nine which presented the strategy of
‘reading in detail to answer questions.’ It was found that 53.3% of participants 'always'
practice the strategy of reading in detail to answer questions. This suggested that nearly
half of the students recognized the importance of this strategy and consistently engaged

in detailed reading to respond to specific questions. Conversely, the remaining 48.3% of
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participants did not regularly apply this fundamental reading strategy. This could be
considered as a second reason for their reading comprehension difficulties. It seemed
that more than a third of participants could not pinpoint details that were explicitly
stated and required careful reading and interpretation. This might be because they lack
the concentration needed to follow the unfolding events. To effectively answer specific
questions, students need to pay closer attention to the material. Mastering this strategy is
crucial, as the ability to recognize details is essential for comprehending the overall
meaning of the text. Without this strategy, comprehension may falter, and reading will

not be effective.

The second highest percentage of the questionnaire results was distinctly identified at
45%, which corresponded to the 'sometimes' choice on the Likert scale concerning
participants' frequency of employing the strategy of 'making literal translations while
reading." This tendency appeared to be an obvious reason for their difficulty in
comprehending texts. Word-for-word translation usually fails to convey the intended
meaning of the original text accurately (Thriveni, 2002). When students practice this
method of translation, they often find that their literal translation does not fit the
meaning of the original text, leading to frustration. Additionally, this strategy could be
overwhelming as it requires translating every word, distracting from the overall
meaning. Participants seemed to lack the knowledge that reading for the overall
meaning and gist makes reading much more interesting and less time-consuming than
translating word by word. Literal translation, while a common strategy among language
learners, could significantly impede reading comprehension and should be discouraged
in favor of more effective techniques that focus on understanding the broader context

and meaning of the text.

The results also indicated that the third highest percentage was 41.7% of responses
which corresponds to the choice of ‘always' on the Likert scale. This meat that less than
half of the participants (41.7%) ‘always' utilized 'the reading strategy of having a
purpose in mind' and focusing on the content of the passage, as indicated in item three
in the questionnaire. This meant that the rest of the participants (58.3%) did not
regularly employ this crucial reading strategy. It seemed that more than half of the EFL
Libyan students in this study were not accustomed to frequently employing this reading
strategy, likely due to a lack of understanding regarding when and how to apply it

effectively. Additionally, the lack of this strategy might be attributed to teachers not
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emphasizing the importance of reading with a specific purpose. Furthermore, it was
speculated that many participants did not take responsibility for establishing a clear
purpose for their reading, as they have become accustomed to a passive role in their
traditional educational experiences, which often involve a heavy reliance on teachers to

facilitate learning and provide explanations for the questions posed.

The results further clearly illustrated that 40% of participants ‘sometimes' (rather than
always) apply the strategy of ‘skimming or scanning texts to search for main ideas'
presented in the second item of the questionnaire. It seemed that a number of
participants neither understood the concepts of skimming and scanning nor were they
aware of the appropriate contexts in which to employ these strategies. It became clear
that EFL Libyan students in this study did not recognize that skimming and scanning
are essential reading skills that can enhance both their comprehension and reading
speed. Students' unfamiliarity with these two strategies appeared to stem from their
instructional methods, which did not introduce or practice these strategies in class,

ultimately affecting their overall reading proficiency.

The results further revealed that only 38.3% of participants reported 'always' applying
‘the skimming strategy to identify important information in a text,’ as indicated by item
number six in the questionnaire. This implied that a significant majority, 61.7%, did not
regularly employ this essential reading strategy. Consequently, it appeared that
participants of this study struggled to recognize important information through
skimming. Similar to the previous strategy, this issue could be attributed to a lack of

practice and reinforcement of skimming techniques in classroom settings.

In addition, the results indicated that 38.3% of participants ‘often' employ the strategy of
‘rereading texts to enhance comprehension,' as outlined in item 14 of the questionnaire.
This suggests that only a small portion of participants, specifically 13 students, engage
in rereading to improve their understanding. This finding might reflect a tendency
among students to depend on their teachers for comprehension rather than making
personal efforts to read and understand the material independently. It can be confidently
inferred that the instructional methods employed by teachers provide greater
opportunities for them to explain and facilitate texts, thereby diminishing the emphasis
on students deducing the meaning through individual rereading.
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Also, the results revealed that more than a third of the participants (22 out of 60) 'never
employed the strategies of 'guessing the meaning of a text by activating their
background knowledge," nor did they utilize the strategy of ‘continuing reading despite
encountering difficult words," as indicated by items number seven and 12, respectively.
The highest frequency of use for these two items was recorded as 'never' reflecting a
usage rate of 36.7% for each strategy. This insufficient application of these crucial
strategies likely arose from their teachers not implementing these strategies in the
classroom or activating students' background knowledge to facilitate their understanding
of the overall meaning. It seemed that their teachers did not underscore the potential
importance of students' engagement with the content of the text effectively.
Furthermore, it was observed that more than half of the participants tended to give up
reading when they encounter difficult unknown words, leading to frustration. This was
likely because of a lack of knowledge of the facts that subsequent sentences often
clarify meanings of unknown words in the context, and the fact that it is a common
occurrence for readers to come across unfamiliar words, but this does not necessitate
stopping. Continuing to read enables readers to understand the overall meaning and
provide an approximate meaning to these words based on the context. It was clear from
the findings that the majority of participants were not instructed on how to derive the
meanings of unfamiliar words from contextual clues, which would enable them to

deduce the meanings of unknown words without disrupting the flow of reading.

The percentage of 36.7% was also recognized as the highest percentage of ‘sometimes’
responses on the Likert scale associated with the questionnaire items number one, five,
and 10. This indicated that participants of this study 'sometimes' rather than ‘always'
applied the reading strategies of: 'Using keywords to identify the main idea, employing
prediction skills while reading, and utilizing context clues to understand vocabulary
meanings." This indicated that more than one-third of the participants (22 students) did
not regularly employ these fundamental strategies while reading. This lack of
application could be attributed to their insufficient understanding of the techniques and
procedures necessary for effectively utilizing these strategies. It appeared that students
were not adequately trained to recognize keywords that lead to the identification of
main ideas, nor did they understand that keywords ultimately point to main ideas and
vice versa. Additionally, it was evident that participants struggled to make appropriate

predictions related to the reading text, which might be linked to a lack of interest in the
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material and insufficient engagement with the text. Furthermore, it was indicated that
more than one-third of the students did not utilize context clues to infer the meanings of
vocabulary. This could largely be attributed to their instructional experiences, which did
not incorporate these strategies. Overall, it was clear that most participants lacked

awareness of the effective application of these reading strategies.

The results of the data analysis of the questionnaire also revealed that 36.7% of
participants ‘sometimes' applied the strategy of ‘using contextual clues, such as suffixes,
prefixes, and semantic knowledge (synonyms, antonyms), to understand unfamiliar
vocabulary' associated with item number 11 in the questionnaire. This percentage
highlighted a significant gap in participants' strategic reading skills. It seemed that
participants did not possess the necessary skills to infer the meanings of complex words
by breaking them down into their constituent parts, such as prefixes and suffixes. This
knowledge gap might stem from a lack of instructional focus on this strategy in their
reading education. It was speculated that participants lack the knowledge necessary to
approximate the meanings of complex words by segmenting them into their constituent
parts, particularly suffixes and prefixes. Probably they had not received sufficient
explicit instruction or practice in employing morphological analysis and contextual
clues to decipher the meanings of unfamiliar words while reading.

The results adopted from the questionnaire further indicated that, for item number four,
the highest percentage (30%) on the Likert scale was associated with the response
choice of 'never.' This suggests that 30% of participants did not employ the strategy of
‘activating their background knowledge while reading a text.” Such a finding
highlighted a concerning level of passivity among participants in their independent
engagement with reading materials. It also pointed to a potential inability or
unwillingness to actively interact with the text, which might be attributed to a lack of
comprehension or an overreliance on teacher-led explanations. Additionally, this issue
could be linked to the observation that many EFL lecturers in Libya are not familiar
with the technique of creating mental images during reading and do not incorporate this

strategy into their instruction (Zraga, 2018).
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4.3 Data Analysis and Results of the Pre-Test

At the beginning of the analysis of the data obtained from the pre-test, it was essential to
evaluate the reliability of the test scale. This assessment ensured that the test accurately

measures what it is intended to evaluate.
4.3.1 The Reliability of the Scale

The reliability coefficient was measured using Cronbach’s a for the pretest. The results
indicated that the test showed acceptable internal consistency. The pretest had relatively
higher reliability, Cronbach’s o = .760 (see table 4.3). For educational research, this
value is considered acceptable and the scale is reliable (Kline, 1999).

4.3.2 Discussion of the Pre-Test Results

The pre-test was administered to answer the second research question of this study
which was: What are the most difficult reading strategies that the first-semester
students in the Department of English at the Faculty of Education at the University of

Benghazi encounter in comprehending English reading texts?

Data collected from participants' responses to the pre-test were analyzed in relation to
their individual scores for each question. The frequency of responses for each question
was calculated to assess the distribution of easy and difficult questions. Table 5 below
presents the frequencies of responses from the entire sample for each test question,
including the number of participants who responded, the highest score achieved, the
frequency of that highest score, and the corresponding percentages. This analysis
provided important insights into the performance levels of participants on the pre-test

items.

Table 5: Frequencies of Pre-Test Scores for the Sample Size

Whole Sample Size

Q N Highest score obtained Frequency %
Pre-test Q1 60 2 22 36.7
Pre-test Q2 60 2 24 40
Pre-test Q3 60 4 25 41.7
Pre-test Q4 60 1 18 30
Pre-test Q5 60 2 22 36.7

In Table 5 above, the results indicated that a significant number of participants (41.7%)

experienced difficulties in the strategy of 'recognizing the meanings of complex
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vocabulary derived from their morphological components," presented in the third
question in the pre-test. For instance, many participants could not recognize and
interpret the suffix -er in the word photographer as denoting a person who acts rather
than someone associated with the photograph itself. Additionally, they did not know
that the suffix -tion in the word explanation signified the process of explaining rather
than the action itself. This could be attributed to their limited vocabulary repertoire and
their lack of awareness regarding the potential benefits of incorporating prefixes and
suffixes in comprehending word meanings. Furthermore, it might be that the
instructional methods they received had not adequately emphasized the importance of
such techniques for understanding the meanings of complex vocabulary from their parts
(suffixes and prefixes). Students need to participate in vocabulary activities to expand
their lexicon and, consequently, improve their comprehension (Ahmed, 2015).
Moreover, students' complete reliance on school materials, coupled with a lack of
engagement in supplementary intensive reading practices, might have hindered the

growth of their vocabulary bank.

It was also revealed from the results of the pre-test that the two strategies of 'guessing
meanings of new words from context' and 'identifying main ideas' related to the first and
the fifth test questions respectively, ranked second among the most challenging reading
skills for participants giving an equal percentage of (36.7%) for both skills. It seemed
that students' vocabulary repertoire was below the threshold level which hindered their
ability to make educated guesses regarding the meanings of unfamiliar words. They
demonstrated difficulty in comprehending both the preceding and subsequent words
associated with the unknown terms, indicating a lack of understanding of the immediate
context. As a result, they found it challenging to infer meanings independently and often
resorted to seeking assistance from teachers or consulting dictionaries, rather than
engaging in independent deductive learning. Furthermore, participants' inability to
effectively identify the main ideas within reading texts could be attributed to a lack the
knowledge of how to construct the characteristics that define these ideas. Students
might not have received sufficient training to effectively identify the main idea within a
reading passage. It appeared that they required intensive practice in classrooms on how
to construct meanings related to the main ideas and how to differentiate between main

ideas and supporting details. This strategy is essential for enhancing their
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comprehension and analytical abilities in reading (Advocates of the constructivist
theory: Jonassen, 1991; Richardson, 1997; Weimer, 2002).

Additionally, the results of the pre-test indicated that the strategy of ‘answering detailed
questions' related to the second question in the test ranked as the third most challenging
reading strategy for participants, with only 40% of correct responses. It was indicated
that only half of the participants (30 students) were able to accurately identify the
details required in the question. This might be attributed to their lack of knowledge
regarding effective reading strategies that would enable them to engage with the text in
a manner that enhances comprehension of certain details within the text. Furthermore,
students' difficulties in maintaining focus and concentration while reading could
significantly hinder their ability to identify specific details within the text. Contributing
factors such as large class sizes and limited time allocated for reading activities might
also restrict students' opportunities to thoroughly read, concentrate, and comprehend the
details of the reading passages.

Surprisingly, the skill of 'making inferences' presented in the third test question
appeared to be the least difficult among the assessed competencies, with a success rate
of 41.7%. This suggests that less than half of the student population possesses the
ability to reflect on the content they have read and formulate reasonable inferences
based on their understanding. However, despite making inferences being considered the
least difficult reading skill for some participants, more than half of them continue to
struggle with this strategy presenting a percentage of (58.3%) of incorrect responses.
One interpretation for this difficulty could be largely associated with students’ lack of
engagement with the reading material. When students are not interested in what they are
reading, they often lack the aptitude to reflect on the content and draw meaningful
inferences (Cavilla, 2017). Furthermore, this might be attributed to the reading
instruction they had received might not had adequately emphasized the activation of
students' background knowledge which is a crucial process for understanding new
information (Advocates of schema theory including Alderson, 2000; Alptekin, 2006;
Carrell & Eisterhold, 1983; McKay, 1987).

4.4 Data Analysis and Results of the Experiment

Analysis of data obtained from the pre-test and post-test of the experiment was

administered to answer the third research question of this research which was: What
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effectiveness do teacher-centered and learner-centered approaches have in assisting the
First-semester students in the Department of English at the Faculty of Education at the

University of Benghazi to overcome their reading difficulties?

First, it was essential to conduct descriptive statistics to describe the characteristics of
the experiment's sample. This involved determining whether the observed results have
meaningful interpretations and contribute to the research question or not. The following

section provides the scientific evidence to support this experiment.
4.4.1 Descriptive Statistics

First, descriptive statistics were calculated to summarize the characteristics of the
experiment's sample. Table 6 below presents the number of participant (N), the mean

(M), and standard deviations (SD) for the variables examined in this study.

Table 6: Descriptive Statistics of the Final Scores for Both Groups

Group Test N M SD
Control group Pre-test 30 7.50 5.710
Post-test 30 13.07 3.850
Experimental group Pre-test 30 7.67 4.908
Post-test 30 20.87 5.947

The above table reports the total number of students who took the tests, as well as the
mean and standard deviation for each test. It is clear from the table that the sample size
was equal for both groups. It is also clear that a slight difference in the mean pre-test
scores between the control group and the experimental group, with scores of 7.50 and
7.67, respectively. This minor variation reflected a comparable level of reading
knowledge among the participants at the outset of the experiment. That is, this minor
difference in the pre-test scores between the two groups proved equality among
participants in their linguistic level which was crucial for ensuring that any differences
observed in the post-test scores could be confidently attributed to the experimental
treatment rather than pre-existing differences between the groups.

Furthermore, Table 6 reveals that the means were slightly different between the control
group and the experimental group in the pre-test scores, being 7.50 and 7.67,
respectively. The gap increased between them in the post-test scores, which were 13.07
and 20.87. this indicated that both groups improved and achieved better reading
knowledge.
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To reveal the significant mean difference between the two groups in the experiment, a t-
test statistical analysis was conducted

Table 7:The Groups Differences Using T-Test

N M T DF p
Pre-test 30 167 121 58 .904
Post-test 30 167 6.031 58 .000

Note. P-value was set on 0.05 (2-tailed).

The results of the t-test statistical analysis revealed that there was a statistically
significant difference between both groups (t (58) = 6.031, p <0.05).

4.4.2 Discussion of the Experiment Results

Results of data analysis obtained from the post-test were compared with that of the pre-
test to reveal the effectiveness of teacher-centered and learner-centered teaching
instructions in assisting participants overcome their reading difficulties. The results
revealed that the mean scores of both the control group and the experimental group in
the post-tests were higher than their respective pre-test scores, with values of 13.07 and
20.87, respectively (see Table 6). This indicated that both groups experienced
improvements in their reading comprehension abilities when their pre-test and post-test
results were compared. However, the focus of this experiment was to compare the
degree of effectiveness between teaching methods based on a learner-centered approach
and those based on a teacher-centered approach. The statistical analysis of the t-test
showed that the gap between the control and experimental groups widened in the post-
test scores (.121 for the control group and 6.031 for the experimental group), indicating
that the experimental group significantly outperformed the control group (see Table 7).

To enhance the clarity of the results of the data analysis, graphical representations of the
percentage-based analysis calculations for the pre-test and post-test results are presented

in the following section.
4.4.3 A Percentage-Based Analysis of Pre-Test and Post-Test Results

In this section, the researcher of this study reanalyzed the data obtained from the pre-
test and post-test using percentage-based analysis instead of a t-test. This approach
allows for a clearer understanding of the distribution of responses and provides insights

into the relative frequency of specific strategies employed by participants. By

171



presenting the results in terms of percentages, trends and patterns in the data that may

be overlooked in traditional mean comparisons are highlighted.

pre-test Post-test

Controlled group

pre-test Post-test

Experimental group

Figure 9: Percentages of the Scores of Groups in Pre-and Post-Tests

In Figure 9, the graphical representations of the pre-test on the left demonstrated that
both the control group and the experimental group achieved nearly identical percentages
of incorrect responses in the pre-test, with 69% and 68% of answers marked in red,
respectively. Additionally, the scores for correct responses, indicated in green, were
comparable, with percentages of 31% for the control group and 32% for the
experimental group. These findings of the pre-test suggested that participants of the
study exhibited similar levels of reading ability at the outset of the experiment and that
any changes observed in the post-test scores can be confidently attributed to the
intervention implemented during the experiment, rather than to any other external
variables.

The graphical representation of the post-test on the right indicated that both groups
demonstrated improved reading abilities as evidenced by the post-test results. For the
control group, the percentage of incorrect responses, depicted in red, decreased from
69% to 50%, while the rate of correct responses, shown in green, increased from 31% to
50%. Similarly, the experimental group experienced notable gains; the percentage of
incorrect responses fell from 68% to 28%, and the percentage of correct responses rose
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substantially from 32% to 72%. These results highlighted the effectiveness of the
interventions applied in enhancing reading performance for both groups. Figure 10

below illustrates differences in the performance of both groups in the post-test.

Post-test for Controlled group Post-test for Experimental group

Figure 10: Groups Differences Using Percentages

It is clear from Figure 10 above that the percentage of incorrect responses for the
experimental group, represented in red, was significantly lower at 28% compared to the
control group's 50%. Conversely, the percentage of correct responses for the
experimental group indicated in green, was higher at 72%, while the control group
achieved only 50%. These results clearly illustrated that the experimental group
exceeded the control group in terms of reading ability, highlighting the effectiveness of

the intervention implemented in the study.
Summary of the Chapter

In this chapter, the data analyses are presented and examined in detail. A comprehensive
overview of the results related to each research question is provided, laying the
groundwork for their interpretation and discussion. The chapter demonstrates a
systematic approach to data analysis, creating a solid foundation for clearly articulating
the findings and conclusions in the next chapter.
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Chapter Five: Findings, Conclusions, and Recommendations
5.1 Introduction

This chapter presents the findings and conclusions based on the results obtained from
the data analysis discussed in the previous chapter. It is structured to align with the
chronological order of the research methods used in the study. The findings are linked to
existing literature, along with conclusions and implications for practice. Additionally,
the chapter highlights the contributions to knowledge made by this study, addressing its
significance in the EFL context. Some limitations are acknowledged in this chapter.
Finally, it concludes with recommendations for teachers, learners, curriculum designers,
and decision-makers to enhance the improvement of English reading proficiency among
Libyan EFL students.

5.2 Findings of the Study

Based on the preceding discussions of data analysis and results presented in Chapter
Four, findings related to each research question of this current are presented in the

subsequent sections.
5.2.1 Findings Related to the First Research Question

To what extent the first-semester students in the Department of English at the Faculty of
Education at the University of Benghazi use reading strategies to overcome their

reading difficulties?

It was revealed that the extent to which Libyan EFL students use effective reading
strategies was below level. Many students rarely used skimming and scanning strategies
on the introduction and conclusion to grasp the overall structure of a text. Most of them
did not utilize word components to guess meanings. The majority of them struggled
with reading strategies needed to handle difficult vocabulary, such as figuring out word
meanings from context and inferring meanings from prefixes and suffixes. They also
had trouble recognizing keywords that help identify main ideas. Furthermore, they
showed clear deficiencies in using skimming and scanning techniques. Many lacked
knowledge of how to read with specific questions or purposes in mind. When they
encountered difficult words, they often gave up rather than continue to seek the overall

meaning.
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These Findings were in line with Rashed (2016) whose study revealed that EFL students
at Al-Zawia University in Tripoli, Libya struggled to understand an English passage
because of their deficiencies in reading comprehension strategies, and Elbleazi (2006)
who concluded that EFL Libyan students lacked training in reading strategies, leading to
poor reading comprehension. Further, the findings were consistence with Benrabha
(2015) whose findings indicated that Libyan EFL participants experienced reading

difficulties due to their inadequate activation of reading strategies.

Moreover, findings were also in alignment with Dallagi (2021) whose results revealed
that EFL Tunisian students exhibit reading difficulties because they were not fully
aware of the effectiveness of reading strategies. Also, Palaming (2018, p. 2510) found
that EFL Omani students have reading difficulties because they "lack the necessary
reading strategies that could aid them to understand what they read." Also, Abdul Samad
(2017) concluded that EFL learners experience difficulties in the reading sections of
TOEFL test assessments due to their lack of knowledge regarding the reading strategies
that should be employed, and Nezami (2012) revealed that insufficient utilization of
reading strategies during the process of comprehension, resulted in significant
challenges for EFL Arab students at Najran University in Saudi Arabia when attempting
to comprehend an English text.

Further, the findings were in line with Hidayati (2018) who concluded that a lack of
knowledge of strategies in reading comprehension was the main reason for EFL
Indonesian students. Also, Chandran and Shah (2019) found that the primary reasons for
reading difficulties faced in EFL reading comprehension in Malaysia included

unfamiliarity with the appropriate processes (strategies) for understanding text content.

Though not completely compatible, the findings of the questionnaire were partially in
alignment with the conclusions drawn by Mohamed (2016), Al-Beckay and Reddy
(2015), and Omar (2014), who attributed deficiencies in reading comprehension among
Libyan EFL students to a lack of awareness among many lecturers who tend to employ
traditional methods that might not adequately address reading strategies and the needs

of students in developing their reading abilities.

Moreover, a good number of empirical investigations have reached similar conclusions
and established a positive relationship between learning reading strategies and

overcoming reading comprehension difficulties among students (Alotaibi, 2022; Bagga
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and Mckee, 2023; Brookbank et al., 999; Chen et al., 2022; Eyupoglu, 2023; Hamid,
2022; Martin-Ruiz & Gonzalez-Valenzuela, 2022; Olson & Gee, 1991; Rraku, 2013;
Samarajeewa, 2023; Tadayonifar et al., 2021; Zraga, 2018).

5.2.2 Findings Related to the Second Research Question

What are the most difficult reading strategies that the first-semester students in the
Department of English at the Faculty of Education at the University of Benghazi

encounter in comprehending English reading texts?

Based on the discussion of data analysis and results obtained from the pre-test (see
Chapter Four), it was found that the most difficult reading strategy for the majority of
participants in this study was the ability to recognize meanings of complex vocabulary
derived from their morphological components, specifically suffixes and prefixes.
Furthermore, it was indicated that the strategy of guessing the meanings of new words
from context and identifying main ideas ranked simultaneously as the second most
difficult reading strategy for most participants in this study. In addition, results revealed
that the third most challenging reading strategy for participants was answering detailed
questions, and the strategy of making meaningful inferences was the fifth most difficult

reading strategy among a number of participants.

These findings were consistence with those of Benrabha (2015) and Rashed (2016)
which indicated that Libyan EFL students in the study encountered reading difficulties
in understanding main ideas, supporting details, implied meanings, conclusions, and
vocabulary. In addition, findings of the pre-test results showed similarities with Alghail
and Mahfoodh (2016) who noted that Libyan EFL students were experiencing reading
difficulties in working out the meaning of new words and identifying supporting ideas.
Findings also partially aligned with Ghwela et al. (2017) who noted that Libyan EFL

students had problems with predicting, summarizing, and making inferences strategies.

Furthermore, findings derived from the discussion of the pre-test results were
compatible with the results found by Abdul Samad et al. (2017) who revealed five main
reading difficulties experienced by undergraduate EFL students in comprehending a
reading text, they were as follows: First, answering implied detail questions correctly.
Second, answering stated detail questions correctly. Third, the use of context to give
meanings of difficult words. Fourth, answering main ideas' questions correctly. And

finally, determining meanings from word parts (Abdul Samad et al., 2017).
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Similarly, the findings of the pre-test were in line with Saraswati et al. (2021) who
conducted a study to examine the reading comprehension difficulties experienced by
EFL students in Indonesia. The study revealed that identifying the main idea posed the
greatest challenge for the students, with a difficulty percentage of 72%. This was closely
followed by the task of locating references, which had a difficulty percentage of 70%.
Difficulties in understanding vocabulary and finding specific information were reported
at 68% and 67%, respectively, indicating only a one percent difference between these
two aspects. Conversely, making inferences was identified as the least challenging
strategy, with a difficulty percentage of 63%. Likewise, Septia et al. (2022) examined
the difficulties EFL students encountered in learning reading comprehension at high
schools in Indonesia. Their study indicated that the challenges faced by students
included answering questions related to the main idea, with a difficulty percentage of
53.67%, followed by vocabulary issues at 47.84%, and difficulties in making inferences
at 45.34%. In addition, findings were in line with Ramadhianti and Somba (2023) who
found that the most difficult reading strategy for EFL Indonesian students were
distinguishing between the main ideas and supporting details, getting the main idea
between paragraphs, relating topic and background knowledge, understanding
vocabulary and inferring the text.

Moreover, findings related to the second research question were consistence with
Nurmalasari and Haryudin (2021) and Chawwang (2008) whose results indicated that
the most critical problems for EFL students were in identifying the meaning of difficult
words and topics, the main idea of the passage, and lack of vocabulary. Further, the
findings of the pre-test were in line with Palaming (2018, p. 2509) whose "research
findings revealed that the students had a hard time in understanding vocabulary in
context as well as in getting the main idea,” and Alotaibi (2022) and Alharbi (2022)
whose research indicated that the most significant reading problems among EFL Saudi
students were limited vocabulary and difficulties in understanding the meaning of the

text.

Moreover, the findings of the pre-test were in alignment with Hidayati (2018), whose
study revealed that EFL students mostly have reading difficulties in understanding
vocabulary, determining the main idea, and finding specific information in the texts.
Similarly, Al-Jarrah and Ismail (2018), Nurjanah (2018), and Qrgez and Rashid (2017)

identified that unfamiliar vocabulary was one of several factors contributing to the
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reading difficulties experienced by EFL students. Besides Chandran Shah (2019) found
that the primary challenges they faced in EFL reading comprehension in Malaysia

included unfamiliarity with vocabulary and difficulties in identifying the main idea.

Although not entirely compatible, findings from the discussion of the pre-test results
were partially similar to those of Palaming (2018) who concluded that EFL Omani
readers often struggled to grasp the gist of the texts they encountered due to a lack of
understanding and strategies necessary to tackle new, complex words. And Abugharsa
and Elamin (2024), Al-Khasawneh (2019), Benrabha (2015), Guna (2023), Ma and Lin
(2015), and Quinn et al. (2015) whose research indicated that knowledge of complex
vocabulary was crucial for EFL students' reading comprehension, as any deficiency in
this area adversely affects their ability to understand and interpret the meanings of
English texts. They also noted that as vocabulary complexity increased, learners faced

greater challenges in comprehending what they had read.

Interestingly, Findings of this study extended the findings of previous studies conducted
by Abdul-Samad (2017), Abugharsa and Elamin (2024), Alghail and Mahfoodh (2016),
Al-Khasawneh (2019), Alotaibi, (2021), Antoni (2014), Benrabha (2015), Chawwang
(2008), Ghwela et al. (2017), Mohamed (2016), Nurmalasari and Haryudin (2021),
Palaming (2018), Rashid (2016), Samad and Fitriani (2016), Saraswati et al. (2021), and
Septia et al. (2022).

5.2.3 Findings Related to the Third Research Question

From the discussion of the experiment results (see Chapter Four), it was found that both
the controlled and experimental groups, those taught using a teacher-centered approach
and those taught with a learner-centered approach, demonstrated improvements in their
reading comprehension abilities. However, participants who received learner-centered
instructional methods achieved superior results compared to those taught through
teacher-centered methods. These findings provide evidence for the effectiveness of the
Integral Three-Stage Learner-Centered Reading Model in helping EFL students
overcome their reading difficulties. The empirical evidence collected from this study
fulfills the conditions necessary for adapting any model in language teaching and
learning, which emphasizes that models require empirical support and logical

implications to be practical in the field (Grabe, 2009).
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Findings of the experiment in this study were consistent with those of Bashang and
Zenouzagh (2021, p. 40), who found that "the student-centered approach was
recognized as more suited for EFL teaching.” Also, the findings were in line with Al-
Zu’be (2013) and Lak, et al. (2017) who revealed that learner-centered instruction was
more effective than teacher-centered instruction in improving EFL learners' reading
comprehension performance. Furthermore, findings were in alignment with Huijie,
(2012) who concluded that EFL teachers should be fully aware of the necessity and
pressure of innovation in the present foreign language teaching, and adjust their roles in
language teaching classes timely to the new student-centered teaching pattern. In
addition, the findings of the experiment were in line with Ahmed (2013), and Geisli
(2009) whose findings indicated that the level of learning success achieved was notably
greater in the group that utilized student-centered approaches in contrast to the group

that employed teacher-centered methods.

On the other hand, the findings of this study were in contrast with Zohrabi et al. (2012)
who compared a learner-centered strategy with a teacher-centered approach in teaching
English grammar as a foreign language in an Iranian high school setting. The
researchers advocated for the use of a teacher-centered approach, arguing that it more
effectively supports Iranian EFL students in enhancing their grammatical skills

compared to the learner-centered approach.
5.3 Conclusions and Implications

Based on the findings of this research, it is evident that Libyan EFL students lack
knowledge of the appropriate use of essential reading strategies. Their application of
these key strategies when engaging with reading texts is quite weak. Additionally, the
most challenging reading strategy for these students is deriving the meanings of
complex words from their components; their understanding of how to use
morphological components of vocabulary to guess meanings is below the threshold
level. Most Libyan EFL students struggle to deduce meanings of new words using
contextual clues and exhibit a clear deficiency in recognizing the main ideas of given
texts. Furthermore, they face significant challenges in answering detailed questions and
identifying specific details within reading passages. Identifying implied details related

to various questions also poses a substantial obstacle to their reading proficiency.
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Additionally, it can be confidently concluded that the Integral Three-Stage Learner-
Centered Reading Model, specifically designed for this study, has effectively helped
Libyan EFL students overcome their reading difficulties. The model demonstrated
empirical effectiveness in increasing these students' reading proficiency and enhancing
their knowledge of how to apply essential reading strategies when engaging with texts.
Furthermore, the application of this model in the study has fostered a greater sense of

responsibility among students for their reading learning process.

This conclusion highlights the critical need to adopt this model in EFL reading
classrooms. It is suggested that by applying this model, EFL teachers can create a more
dynamic and interactive learner-centered environment in the Libyan EFL context. This
model addresses students' reading difficulties while empowering them to develop
essential reading strategies independently. Consequently, the study emphasizes the
necessity of applying this model in reading instruction to enhance students' reading
abilities in particular, and improve language skills and overall learning outcomes in

general.
5.4 Practical Considerations

This study has significant practical considerations for key stakeholders in the
educational system in Libya, including teachers, learners, curriculum designers, and
decision-makers. The findings of this research could facilitate practical transformative
changes to the current instructional methods employed in EFL reading lessons during

university education in Libya.

The researcher of this study emphasizes that there is a pressing need to practically
implement this Integral Three-Stage Learner-Centered Reading Model, as proposed
herein, as an instructional solution to help EFL Libyan students overcome their reading
comprehension difficulties. This model (see Figure 11 below) facilitates a step-by-step
transition toward a more learner-centered learning environment, enabling students to

progressively assume more active and responsible roles in their educational journeys.
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Pre-reading Stage:

Learner-Centered degree: The teacher is an
Introducer.  Students are active receivers.
Background schemata are highly activated.

While reading Stage:

Learner-centered  degree:
The teacher is a facilitator and
a guide. Students are active
constructors  of meanings.
- Content schema is activated.

Post-reading Stage:
Learner-centered degree: The teacher is a monitor.

Students are active reflectors. They relate personal
knowledge and experiences to the materials being
read.

Figure 11: The Integral Three-Stage Learner-Centered Reading Model

By placing learners at the center of the learning journey and encouraging their
application of diverse reading strategies, teachers can facilitate enhancements in
students' reading comprehension performance. It is essential for students to be
motivated to explore, plan, monitor, practice, and evaluate their reading activities. Such
engagement will not only increase their awareness of the reading strategies employed
but also contribute to the development of effective learning outcomes in general.

The Integral Three-Stage Learner-Centered Reading Model serves as a guide for
teachers to gradually implement varying degrees of learner-centered instruction across
three reading stages: pre-reading, while-reading, and post-reading. This model was
developed in response to the ongoing demands for more research aimed at improving
instructional practices in EFL classrooms in Libya (Ahmed, 2015; EI Mezughi, 2021,
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Zraga, 2018), as well as the need to motivate Libyan EFL teachers to refine their
teaching methods and enhance their professional qualifications, ultimately striving for
excellence in both teaching and learning (AlManafi, 2023; Elramli, 2023; Mohamed,
2016; Omar, 2018). Additionally, the model addresses the lack of knowledge and
proficiency in teaching reading among Libyan EFL teachers, which limit students'
reading abilities (Abosnan, 2016; Al-Beckay & Reddy, 2015; Algwil, 2024; AlManafi,
2023; Azzouz & Ben-Taleb in Omar, 2020; Belazi & Ganapathy, 2021; Elashhab, 2018;
Elmadwi & Shepherd, 1914; Elramli, 2023; Omar, 2020; Suwaed, 2011; Zeat, 2020;
Zraga, 2018). Furthermore, there is an ongoing demand for improved EFL reading
instruction that emphasizes the extensive practice of diverse reading strategies (Alotaibi,
2022; Dallagi, 2021; Tadayonifar et al., 2021).

Given that Libyan EFL classrooms are predominantly characterized by traditional
teacher-centered instruction (Abushina, 2017; Ahmed, 2013; Azzouz & Taleb, 2020;
Mohsen, 2014; Omar, 2014; Omar, 2020) where "it is the teacher who speaks and the
learners are merely passive listeners” (Hmaid, 2018, p. 692), and the fact that Libyan
students face significant learning difficultiezs because of they rely on teachers and their
tendency to adopt a passive role in the learning process (Algwil, 2024; Elmahjoub,
2014), a sudden and complete transition to a strong form of learner-centered teaching
would be impractical. Consequently, the researcher, in her model, advocates for a
gradual implementation of varying degrees of learner-centered teaching (Brandl, 2002;
Nunan, 2013; Weimer, 2002) throughout three reading stages (pre-reading, while
reading, and post-reading). In this framework, the teacher's role ranged from an
introducer to a facilitator and ultimately to a monitor and guide. This gradual
progression leads students to the final stage, where they assume the highest degree of
learner-centeredness and take full responsibility for their learning. By adopting this
gradual approach, learner-centered teaching can be effectively implemented within the
Libyan EFL context, as well as in other traditionally teacher-centered environments.

5.5 Contribution to Knowledge

The current study made a valuable contribution to the understanding of EFL reading
difficulties, both within the specific context of Libya and in broader EFL settings.
Building on prior research deepens our comprehension of the reading difficulties faced
by Arabic-speaking EFL students in Libya. The findings of this study were directly
relevant to both the EFL context in Libya and the broader EFL landscape.
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In non-Arabic-speaking EFL contexts, most published studies on reading difficulties
have primarily concentrated on identifying effective instructional techniques to address
these difficulties without proposing possible practical solutions, for example, Yang
(2021 Gedik and Akyolii (2022) within the EFL context of Turkey, Yang (2021), Qian et
al. (2023), and Zhong et al. (2024) in China. Additionally, some researchers
(Kheirzadeh & Tavakoli, 2012) have explored students' perceptions of reading
difficulties and have called for further investigation to provide empirical solutions for
these difficulties. Other studies have examined reading difficulties and recommended
updates to instructional approaches that emphasize reading strategies, as seen in
research by Al-Jarrah and Ismail (2018), Chandran and Shah (2019), Chua and
Sulaiman (2021), Nurmalasari and Haryudin (2021), Saraswati et al. (2021),
Tadayonifar et al. (2021), Hamid (2022), Septia et al. (2022), Guna (2023), and
Ramadhianti and Somba (2023).

In the EFL context for Arabic-speaking students, several studies have highlighted the
reading difficulties faced by learners and have called for enhanced instructional
methods that emphasize effective reading strategies to improve comprehension.
Research conducted by Zayyad (2009) in Palestine, Abdul Samad (2017), Alharbi
(2022), and Alotaibi (2022) in Saudi Arabia, Palaming (2018) in Oman, Al-Jamal et al.
(2013) and Qrgez and Rashid (2017) in Jordan, and Dallagi (2021) in Tunisia
collectively advocate for a more focused approach to reading instruction. These studies
stress the need for instructional strategies tailored to address the specific challenges
encountered by EFL learners in these regions.

In Libya, reading difficulties have become a significant concern among researchers.
Elbleazi (2006) emphasized the importance of reading strategies to assist Libyan EFL
students in overcoming these obstacles, although he did not discuss practical
implementation in classroom settings. Rashed (2016) and Elmahjoub (2014) further
highlighted the need for reading strategies without offering specific methods for
application. And Benrabha (2015) investigated the specific reasons behind reading
challenges but failed to propose practical solutions. Alghail and Mahfoodh (2016) and
Ghwela et al. (2017) also focused on identifying reading difficulties without providing
remedial strategies. In contrast, Alagoriya and Elraggas (2022) examined whether
extensive reading courses using graded readers could alleviate reading challenges faced

by EFL students but did not address the underlying causes of comprehension
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difficulties. More recently, Algwil (2024) attributed some reading difficulties to a lack
of independent skills and autonomous learning, yet did not offer specific methodologies
for enhancing these competencies. Collectively, these studies underscore the need for
comprehensive instructional approaches that address both reading difficulties and

practical solutions.

To the best of the researcher’s knowledge, very few studies have provided empirical
solutions for EFL students' reading difficulties. This research made a unique
contribution by developing the Integral Three-Stage Learner-Centered Reading Model
specifically tailored to the dynamics and perspectives of the Libyan EFL context,
effectively addressing students' reading difficulties. This study helps to bridge a gap in
the literature concerning studies in EFL contexts more broadly. Consequently, this
research contributes to knowledge, being the first study to propose a learner-centered

model aligned with the ideologies of the Libyan EFL context.
5.6 Limitations of the Study

The study acknowledges several limitations that should be considered to enhance the
rigor and refinement of future research. First, this research focused solely on
quantitative methods. Future studies are encouraged to use qualitative research methods
to gain deeper insights into learners' perception regarding their reading comprehension
difficulties.

Second, while writing this research, particularly the literature review section, it proved
challenging to locate relevant studies specifically addressing the reading abilities of
first-semester EFL students in the English Department at the Faculty of Education in
Benghazi, Libya. Most available literature has concentrated on reading difficulties
among Libyan learners in secondary schools, preparatory programs, and primary
education, with very few evaluations of EFL students’ reading comprehension skills in
Libyan universities or studies focused on the development of English reading skills
among young Arab (Libyan) learners. Consequently, the studies included in this thesis
might not provide a comprehensive overview of the cognitive abilities and instructional
practices related to EFL reading comprehension for first-semester students in the
English Department at the Faculty of Education.

Third, during the procedures of this research method, most participants struggled to

understand the questionnaire items due to their low level of reading ability. This
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necessitated the need to rephrase the items to ensure understanding without influencing
their responses on the Likert scale. Also, during the pre-test phase, students asked for
explanation of the question entry so that they can respond accordingly. They also
requested translations and explanations for some words, indicating challenges with

vocabulary comprehension.

Forth, the majority of participants in this research were female, suggesting that a
significant proportion of English as a Foreign Language (EFL) learners in Libya are
female. This observation highlighted the need for more male students to specialize in
English and pursue careers as male English teachers. Only five participants involved in
the study were male, while 55 were female (see Chapter Three). Consequently, the

findings of this research cannot be generalized to both genders.

Despite these limitations, this present study aimed to contribute to the understanding of
reading difficulties experienced by Libyan EFL students. By examining the relationship
between various factors and reading difficulties, this research provided insights that
could inform reading teaching practices and assist students in overcoming their
difficulties in reading comprehension. The findings of this study are expected to serve
as a foundation for further research in this crucial area, ultimately leading to the
development of more effective instructional strategies and interventions to support EFL

students in their language acquisition and academic success.
5.7 Recommendations

To enhance the reading comprehension abilities among Libyan EFL students and to
reinforce the implementation of learner-centered teaching through the Integral Three-
Stage Learner-Centered Reading Model which has demonstrated effectiveness in
improving reading strategies among EFL Libyan students, the researcher, in this section,
presents a series of overlapping recommendations for learners, teachers, decision-
makers, curriculum designer, and future research that aligned with her research findings.
Additionally, the recommendations are informed by the researchers' own experiences in

teaching and learning reading comprehension within the Libyan context.
Learners:

1. Learners must recognize that the overall deficiencies in their EFL reading skills are,
in part, attributable to their efforts. It is their responsibility to enhance their reading

proficiency. It is essential to understand that reading skills are most effectively
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developed through personal practice and dedicated effort, rather than relying
exclusively on the guidance of teachers.

Learners should prioritize the development of their reading skills, acknowledging
its critical importance in achieving academic success (Nuttall, 1982). Proficient
reading is foundational not only for understanding course materials but also for
engaging with a wide array of texts across various disciplines. Proficiency in
reading enables students to critically analyze information, synthesize ideas, and
effectively communicate their thoughts. Furthermore, strong reading skills facilitate
independent learning, allowing learners to explore topics beyond the classroom and
deepen their knowledge base. By dedicating time and effort to enhance their
reading abilities, learners position themselves for greater success in their
educational pursuits and future endeavors.

Reading should be guided by specific purposes to enhance attentiveness and
comprehension (Longan, 2002). Learners need to read with purpose in mind. They
should understand that the primary purpose of reading is comprehension. Focusing
on grasping the content and meaning of a text enables learners to gain knowledge
and insights from the material.

Learners are highly advised to make a concerted effort to broaden their vocabulary
as a means of enhancing their reading skills. vocabulary has a prime influence on
reading skills (Alharbi, 2022). A rich vocabulary repertoire is fundamental to
effective reading comprehension, as it enables individuals to understand and engage
with a wider range of texts. When learners encounter new words, they not only
expand their linguistic repertoire but also gain access to more nuanced ideas and
concepts.

Reading for overall meaning is a crucial strategy that learners must recognize and
embrace. When faced with unfamiliar words, it is important for learners not to
become frustrated or overwhelmed. Instead, they should infer the meanings of these
words based on the surrounding context. If certain unfamiliar terms are deemed
insignificant, they can choose to disregard them, thereby preserving a coherent
understanding of the text as a whole. By focusing on the overarching message
rather than getting bogged down by individual words, learners can enhance their
reading efficiency and effectiveness.

Learners are recommended to cultivate the strategy of discerning between

important and unimportant details, as this ability is essential for enhancing reading
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comprehension. A crucial component of effective reading comprehension is the
capacity to differentiate between significant information and redundant details that
do not impede understanding. By honing this strategy, learners can focus on the
most relevant content, thereby improving their overall comprehension and retention
of the material.

Learners are highly encouraged to identify word behavior within sentences, such as
recognizing prefixes, suffixes, and changes in meaning or grammar. Developing
this strategy can significantly enhance their understanding of the overall meaning
conveyed in a sentence. By recognizing these linguistic elements, learners can more
effectively grasp the contextual significance and nuances of the words used,
ultimately leading to a more comprehensive comprehension of the sentence as a

whole.

Teachers:

8.

10.

11.

Theoretically, teachers are recommended to deeply understand the degree of their
involvement in learner-centered reading lessons as described in the model presented
in this study (see Chapter Three). They need to understand the basic concepts of a
teacher provider, facilitator, and guide roles. This is important because greater
teacher involvement can lead to a decrease in student participation in reading
classes.

Practically, in classroom reality, teachers are strongly encouraged to demonstrate a
commitment to the principles of learner-centeredness as outlined in the model
presented in this study. By preparing lesson plans that align with this proposed
model, teachers can ensure a rigorous application of learner-centered teaching
methodologies. Effective planning of EFL lessons is essential (EI Mezughi, 2021),
as it encourages students to gradually take responsibility for their own learning.
Teachers bear a critical responsibility in selecting appropriate topics that are
relevant to their student's needs and aligned with their linguistic abilities. Even
when following an officially provided curriculum, teachers may choose to
introduce certain topics in early lessons while postponing others based on their
students' language proficiency levels. This flexibility allows teachers to tailor their
instruction according to the specific requirements of their students.

Teachers are required to consistently remind students of the importance of taking
responsibility for their learning; this is a crucial task for educators. Little (1996)

stated that learners usually do not automatically take responsibility for their
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12.

13.

14.

15.

16.

learning and they need teachers to remind them in this regard. Consequently, by
shifting their traditional roles to that of organizers, facilitators, and monitors, as
described in the model developed in this study, teachers can help learners
understand that it is their responsibility to take the initiative in their learning. This
shift not only empowers students but also fosters a more engaged educational
journey.

In the teacher-provided pre-reading stage outlined in the model of this study, it is
crucial that teachers prepare students for successful comprehension of the text
(Nuttall, (2005; Weber,1984). Preparing informative, aesthetic, and recreational
questions at the outset of reading can capture students' interest and cultivate a love
for reading.

Teachers need to integrate technological advancements in EFL classes (Zeat, 2022),
as students had shown increased engagement when teachers incorporate videos,
pictures, and websites for brainstorming activities (Alivi, 2022). This is particularly
effective for activating students' background knowledge. Therefore, teachers are
recommended to carefully select videos, images, and websites that are closely
aligned with the upcoming reading material. By doing so, students can relate their
experiences to what they will read, which greatly fosters a more meaningful
learning experience.

Teachers are recommended to inform students that difficulties in reading may arise,
but there are effective strategies available to overcome these difficulties. This may
be more beneficial than solely focusing on teaching the meanings of specific words,
phrases, and concepts (Bliock, 1992). By adopting this mindset, teachers can create
a supportive and encouraging atmosphere that empowers students to take an active
role in improving their reading strategies.

In classroom settings, teachers are recommended to cultivate purposeful reading by
guiding students to understand why they are reading and what they aim to gain
from it. They should guide students to uncover the significance of their reading and
assist them in recognizing the embedded distinction between reading for main ideas
and reading for details.

In facilitating students' understanding of the underlying meaning of a reading text,
it is recommended that teachers consistently ask students what, why, and how
questions relevant to the reading material (Andy, 2021). This would enable students

to reach possible inferences and make suitable predictions, enhancing their
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comprehension of the text. What questions encourage students to identify key
information, such as main ideas, characters, or events. Why questions prompt
students to analyze the reasons behind certain actions or statements, fostering
critical thinking skills. How questions challenge students to explore the
relationships between different elements of the text and make logical connections
(Andy, 2021).

17. It is highly recommended that teachers assign students to groups of three or four at
the beginning of the course, allowing them to automatically know their group
affiliations for collaborative activities. This approach saves time, as it eliminates the
need to reassign students to different groups in each lesson. Pairing students to
foster communication is essential (Zraga, 2018). By establishing consistent group
assignments, students can concentrate on participation rather than determining
which group to join.

18. When workshops are announced, teachers are strongly advised to attend and should
not seek excuses for their absence. These workshops provide valuable guidance on
the effective implementation of learner-centered teaching. Additionally, teachers
should meet periodically to discuss their teaching experiences and exchange
thoughts and ideas that can benefit both educators and learners. This collaborative
approach ensures equity in teacher performance across different learner groups.
Specifically, when class sizes are minimized and the number of groups increases, a
corresponding number of teachers will be needed. These teachers must adhere to
the consistent instructional strategies agreed upon during the intensive workshops,

thereby promoting a cohesive learning environment.

Curriculum Designers:

19. In implementing learner-centered teaching, the processes of curriculum and course
designers at the university stage should be based on a survey of students’ real
language learning needs, while keeping in mind environmental and contextual
factors.

20. When selecting materials, curriculum designers should take into account several
factors, including the length of reading passages, paragraph complexity, language
complexity, information density, subject matter, and overall content. Utilizing
materials that are too complex or difficult for students' linguistic abilities can hinder

the effectiveness of learner-centered teaching. This is because such materials place
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21.

22.

23.

24.

an excessive burden on students to decipher unfamiliar words and texts, which can
overwhelm them and lead to frustration.

It is essential for EFL learners to receive strategy training activities within Libyan
curricula (Ghwela et al., 2017). Assigning reading activities that focus on practicing
various reading strategies in learner-centered classrooms can enhance
comprehension. Consistent exposure to diverse reading activities in the curriculum,
with students positioned at the center of the learning process, ultimately helps them
overcome their difficulties.

In designing reading activities, it is essential to consider the type of activity that
aligns with each degree of learner-centeredness outlined in the Integral Three-Stage
Learner-Centered Reading Model. This model emphasizes the importance of
structuring activities into three distinct phases: tarter activities for the pre-reading
stage, where students activate predictors and relate to their schemata for better
understanding; main activities for the while-reading stage, where students interact
with the text by activating their content schema to construct meaning and make
educated inferences; and closing activities for the post-reading stage, where
students become active reflectors, express their opinions, and summarize the
material.

Effective time management is crucial in the design of reading activities. It is
essential for curriculum designers to allocate approximate timeframes for the three
stages of reading activities: pre-reading, while-reading, and post-reading. This
allocation should consider the diverse performance levels and abilities of students,
ensuring that all learners have adequate time to engage with and complete each
activity. By thoughtfully distributing time across these stages, curriculum designers
can create a more inclusive learning environment that accommodates varying
student levels and needs.

To increase the effectiveness of the curriculum, designers should adopt a learner-
centered perspective in designing teacher guidebooks: Specifically, the roles of
teachers should be clearly articulated across three key stages: the teacher-
introduced pre-reading stage, the teacher-facilitated while-reading stage, and the
teacher-monitored post-reading stage. Each of these stages should be described and
presented in a step-by-step manner to ensure that teachers understand their
responsibilities and can effectively support student-centered learning throughout the

reading process.
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25. Curriculum designers are advised to revise or update the curriculum on a

semiannual or five-year basis to align with teachers' needs and their capacity to
achieve objectives within the designated time frame (EI Mezughi, 2021). This
flexibility encourages teachers to take their time and exercise patience when
implementing learner-centered teaching strategies in EFL classes in Libya.
Knowing that there is room for adaptation allows teachers to provide feedback to
curriculum designers, enabling them to accommodate and modify the curriculum
according to the specific demands of teachers. Moreover, this alleviates the pressure

on teachers regarding completing materials allocated for the course.

Decision Makers:

26.

217.

There is a need to increase the number of EFL classes, this adjustment would allow
students to feel more focused and relaxed during English lessons (Orafi, 2008;
Tomi, 2023). Limited time and number of lectures do not provide Libyan EFL
students with adequate opportunities for preparation, practice, and integration
(Asswail, 2020). Decision makers in English departments at Libyan public
universities should assign multiple reading lectures per week (instead of one lecture
per week), this is an effective way to build students' reading comprehension and
fluency. Concentrating on reading helps Libyan EFL learners improve their reading
difficulties, which will in turn enhance their overall learning of the English
language.

There is a pressing need to decrease the number of EFL students per class, as large
class sizes in Libyan schools significantly hinder effective teaching practices
(Abushafa, 2014; Asswail, 2020; EI Mezughi, 2012; Omar, 2020; Zraga, 2018). In
this context, "class size" refers to the number of students for which one teacher is
responsible (Mosteller, 1995). Large class sizes can adversely affect the level of
cooperation and interaction among students, as well as their engagement with the
teacher. This situation often leads to increased noise levels and instances of
disruptive behavior, which can limit the types and number of activities that teachers
can effectively implement within a given timeframe (Ehrenberg et al., 2001).
Additionally, larger class sizes may hinder a teacher's ability to focus on and
address the individual needs of each student. Therefore, the Libyan Ministry of
Education should tackle the issue of overcrowded classrooms by providing new

facilities that accommodate smaller class sizes. Such a change would enable
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28.

29.

30.

teachers to implement learner-centered instructional methods more effectively,
fostering a more conducive learning environment for students.

To successfully implement learner-centered teaching instructions within the
traditionally teacher-centered context of Libya (Abushina, 2017; Ahmed, 2013;
Azzouz & Taleb, 2020; Mohsen, 2014; Omar, 2014; Omar, 2020), decision-makers
should provide in-service and pre-service teachers with professional development
programs, such as courses, workshops, or seminars focused on learner-centered
instruction. These programs are essential for equipping educators with effective
strategies to foster this teaching approach. Research indicates that professional
development is one of the most effective means of improving teaching quality
(Elramli, 2023; Hirsh, 2001). The Ministry of Education should ensure that all EFL
teachers in Libya have access to appropriate training courses aimed at enhancing
their understanding of learner-centered methodologies and improving their
performance in both instruction and classroom management. These training
programs must focus on equipping teachers with the knowledge and skKills
necessary to navigate varying degrees of student-centeredness in their teaching
practices.

The implementation of learner-centered teaching needs collaborative work and
great efforts from all the parties involved in the educational context including
inspectors. They should ensure the implementation of learner-centered teaching in
reading classes; this necessitates that teachers exercise caution in its application.
When inspectors evaluate teachers on their application of learner-centered
principles throughout various reading stages, they not only highlight the importance
of learner-centered teaching but also motivate teachers to enhance their efforts in its
application. Therefore, the involvement of inspectors is crucial in ensuring the
effective implementation of learner-centered teaching practices.

It is urgent for the Ministry of Education to ensure the availability of teaching
resources in Libyan classrooms, as these resources are essential for the
effectiveness, smoothness, and enrichment of teaching. They facilitate the
introduction of topics and the illustration of unfamiliar vocabulary, thereby
promoting a more learner-centered approach to instruction. Furthermore, teaching
aids can save valuable lesson time that would otherwise be spent on manual
demonstrations. The absence of essential teaching tools, such as data projectors,

libraries, reliable internet connections, electricity, and electronic boards, will
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31.

32.

significantly hinder the learning processes for both students and lecturers. This lack
of resources poses considerable challenges to the development and implementation
of updated teaching methods in Libya (Wheida, 2023; Zeat, 2022; Zraga, 2018).
Language course evaluation should be conducted as a continuous and dynamic
process to ensure timely feedback. It is essential for decision-makers at Libyan
universities to regularly evaluate courses to adapt to the evolving needs of students.
Additionally, the appropriateness of the time allocated for each course must be
consistently assessed to prevent teachers from feeling pressured to skip units due to
time constraints.

Testing and examination techniques need to be revised so as to become consistent
with the learner-centered teaching approach, especially in terms of goals, outcomes
and contents. Thus, new specifications are needed to make testing items more
effective for assessing key strategies that prioritize student engagement and
understanding.

Future Research:

33.

34.

35.

36.

Due to the scope of the study, the present research accesses the reading difficulties
among Libyan EFL learners using quantitative research methods. This study leaves
gaps for other researchers to fill in through further qualitative investigations.

This study focused exclusively on EFL Libyan students. To enhance the external
validity of the findings, it is essential to replicate the research in diverse settings
that include students from various nationalities. A more comprehensive study will
deepen our understanding of how this model affects reading comprehension across
different pedagogical contexts, which necessitate distinct logistical approaches.
Additionally, conducting this research in varied contexts, such as English as a
Second Language (ESL), English for Specific Purposes (ESP), English for
Academic Purposes (EAP), and English for Occupational Purposes (EOP), may
uncover new insights into learner-centered teaching practices and their
effectiveness.

In recent years, the utilization of online reading classes has gained significant
popularity among language teachers and learners (Brandl, 2002), particularly
following the COVID-19 pandemic. Future studies may focus on examining the
implementation of the Integral Three-Stage Learner-Centered Reading Model in

EFL online reading classes, where both teachers and students engage in remote
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interactions. This exploration could provide valuable insights into the effectiveness
and dynamics of online learning environments in language education.

Future research could evaluate the effectiveness of the Integral Three-Stage
Learner-Centered Model in blended learning environments. This learning combines
face-to-face instruction in traditional classroom settings with online learning
facilitated through various training media, including technology, activities, and
diverse event types to enhance the achievement of course objectives (Belazi, &
Ganapathy, 2021).

Future researchers may also consider applying this model into integrated reading
and writing EFL courses to evaluate its broader applicability.

Future research on the effectiveness of this integral reading model is expected to
incorporate additional methodologies, including the use of a checklist to
systematically document the weekly progress of individual students in terms of
their participation and preferred strategies. Furthermore, other scholars may seek to
explore the disparities in the application of effective reading strategies between
male and female English as a Foreign Language (EFL) students, thereby
contributing to a deeper understanding of gender-related differences in reading
difficulties.

Another way to extend the findings of this study is to examine the effectiveness of
this model in developing other receptive skills, particularly English listening. Given
the importance of listening as a receptive skill in educational contexts, it would be
valuable to conduct research using experimental or longitudinal designs that
include an analysis of teachers' perspectives.

One area for future research needed to investigate the alignment of the target
curriculum with the proposed learner-centered instructional methods. By examining
how the existing curriculum can be adapted or redesigned to facilitate the
implementation of this instructional approach, researchers can identify potential
barriers and opportunities for effective integration. This alignment is crucial, as it
ensures that the curriculum not only supports learner-centered approaches but also
meets the diverse needs of students.

The present study examined the reading difficulties experienced by EFL Libyan
students and the underlying reasons for these difficulties. Further intriguing issues
with regard to this learner-centered reading model presented in this study include

focusing on the perceptions of EFL teachers in Libya regarding the concept of
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learner-centeredness, and the challenges that teachers encounter in effectively
implementing this approach within EFL reading classes.

43. A comparison of learners’ and teachers’ perceptions of learner-centered
implementation can cast further light on how it could unleash or handicap reading

learning among EFL learners.

195



References

Abbott, G., & Wingard, P. (1981). The teaching of English as an international

language: A practical guide. United Kingdom: Collins.

Abdelrahman, SHB., & Bsharah, M. (2014). The effect of speed-reading strategies on
developing reading comprehension among the 2nd secondary students in
English language. English Language Teaching. 7(6).
http://dx.doi.org/10.5539/elt.v7n6p168

Abdul-Samad, 1., Jannah, M., & Fitriani, S. (2017). EFL students' strategies dealing
with common difficulties in TOEFL reading comprehension section.
International  Journal of Language Education, 1 (1), 29-36.
https://doi.org/10.26858/ijole.v1i1.2869

Abidin, Z., Pour-Mohammadi, M., & Alzwari, H. (2012). EFL students' attitudes
towards learning English language: The case of Libyan Secondary School
students. Asian Social Science, 8(2), 119-134.
http://dx.doi.org/10.5539/ass.v8n2p119

Abgo, I., Kadiri, G., & Ekwueme, J. (2019). Investigating the impediments to reading
comprehension in Junior Secondary Schools: Evidence from JSSII students in
Nsukka Metropolis. Advances in Language and Literary Studies, 10(2), 2.
https://journals.aiac.org.au/index.php/alls/article/view/5519

Abosnan, S. H. (2016). The teaching of reading English in a foreign language in Libyan
universities: Methods and models (PhD thesis). University of Glasgow.
http://theses.gla.ac.uk/7829/

Abosnan, S., Al Jawad, A., & Maiter, A. (2020). Teaching reading comprehension at the
Libyan secondary schools: Case study on Alkufra secondary schools. In Y. Z.
(Ed.), Pedagogical issues in teaching and learning EFL in Libyan schools’
various settings (pp. 47-70). Berlin, Germany: Democratic Arab Center

Strategic, Political & Economic Studies.

Abugharsa, A., & Elamin, A. (2024). The relationship between reading comprehension
and vocabulary knowledge of Libyan EFL learners at Misurata
University. Scientific Journal of Faculty of Education, Misurata University-
Libya, 9(24), 86-102. https://journals.misuratau.edu.ly/edu/upload/file/R-2530-

196


http://dx.doi.org/10.5539/elt.v7n6p168
https://doi.org/10.26858/ijole.v1i1.2869
http://dx.doi.org/10.5539/ass.v8n2p119
https://journals.aiac.org.au/index.php/alls/article/view/5519
https://journals.misuratau.edu.ly/edu/upload/file/R-2530-

Abu Habil, S. M., & Abu Lifa, L. M. (2020). Classroom management problems and
coping strategies of Misurata Libyan secondary school EFL teachers. Faculty of
Arts Journal, (15), 1-8. https://doi.org/10.36602/faj.2020.n15.04

Abushafa, M. (2014). Changing practices in a developing country: The issues of
teaching English in Libyan higher education (Doctoral thesis, De Montfort
University). https://core.ac.uk/reader/228194800

Abushina, A. (2017). Quality and professional training for English teachers in a Libyan
university (Doctoral thesis, University of York).
https://etheses.whiterose.ac.uk/18715/1/PhD

Acevedo, C., & Rose, D. (2007). Learning to read, reading to learn — A middle years
literacy intervention project. The International Journal of Learning, 12(11), 73-
84. http://dx.doi.org/10.18848/1447-9494/CGP/v13i11/45095

Adams, D., & Hamm, M. (1994). New designs for teaching and learning: Promoting

active learning in tomorrow's schools. San Francisco: Jossey-Bass.

Afzal, N. (2019). A study on vocabulary-learning problems encountered by BA English
Majors at the university level of education. Arab World English Journal, 10(3),
81-98. http://dx.doi.org/10.24093/awej/vol10n03.6

Agnaia, A. (1996). Assessment of management training needs and selection for training:
the case of Libyan Companies. International Journal of Manpower 17(3), 31-
51. http://dx.doi.org/10.1108/01437729610119504

Ahmad, A. (2012). Use of short stories as a tool of teaching reading in English as a
foreign language. Journal of Educational Research, 15(2), 72-83.
https://www.proguest.com/scholarly-journals/use-short-stories-as-tool-teaching-
reading/docview/1465210834/se-2

Ahmed, A. (2018). Washback: Examining English language teaching and learning in
Libyan secondary school education (Doctoral thesis, University of
Huddersfield). The School of Education and Professional, the University of
Huddersfield https://core.ac.uk/download/pdf/163020964.pdf

197


https://core.ac.uk/reader/228194800
https://etheses.whiterose.ac.uk/18715/1/PhD
http://dx.doi.org/10.18848/1447-9494/CGP/v13i11/45095
http://dx.doi.org/10.24093/awej/vol10no3.6
http://dx.doi.org/10.1108/01437729610119504
https://www.proquest.com/scholarly-journals/use-short-stories-as-tool-teaching-reading/docview/1465210834/se-2
https://www.proquest.com/scholarly-journals/use-short-stories-as-tool-teaching-reading/docview/1465210834/se-2
https://core.ac.uk/download/pdf/163020964.pdf

Ahmadi, M., & Ismail, H. (2012). Reciprocal teaching strategy as an important factor of
improving reading comprehension. Journal of Studies in Education, 2(4), 153-
173. https://doi.org/10.5296/jse.v2i4.2584

Ahmadi, M., & Gilakjani, A. (2012). Reciprocal teaching strategies and their impacts
on English reading comprehension. Theory and Practice in Language Studies,
2(10), 2053-2060. http://dx.doi.org/10.4304/tpls.2.10.2053-2060

Ahmadi, M., Ismail, H., & Abdullah, M. (2013). The importance of metacognitive
reading strategy awareness in reading comprehension. English Language
Teaching, 6(10), 235-244. http://dx.doi.org/10.5539/elt.v6n10p235

Ahmed, A. (2013). Teacher-centered versus learner-centered teaching style. The
Journal of Global Business Management, 9(1), 22-34.
https://files.eric.ed.gov/fulltext/EJ1077125.pdf

Ahmed, A. (2015). Teaching vocabulary to fifth year pupils in Libyan Primary Schools
[Unpublished thesis]. University of Zawia.
https://dspace.zu.edu.ly/handle/1/531

Ahmed, A. (2018). Washback: Examining English language teaching and learning in
Libyan secondary school education (Doctoral thesis, University of
Huddersfield). https://core.ac.uk/download/pdf/163020964.pdf

Ajideh, P. (2003). Schema theory-based pre-reading tasks: A neglected essential in the
ESL reading class. Reading Matrix: An International Online Journal, 3(1), 1-
14. https://api.semanticscholar.org/CorpusiD:15836765

Alagoriya, Y., & Elraggas, A. (2022). Article on reading speed and comprehension. 4l
Lalel 4p 43l LS 11, https://doi.org/10.37376/fesj.vill.2596

Al-Beckay, E., & Reddy, S. (2015). Developing English reading skills among the young
Arab (Libyan) learners. International Journal of Education and Training, 1(1),

1-8. http://www.injet.upm.edu.my

Aldabbus, S. (2008). An investigation into the impact of language games on classroom
interaction and pupil learning in Libyan EFL primary classrooms (Doctoral
thesis, Newcastle University). Newcastle University
https://core.ac.uk/download/pdf/40056248.pdf

198


https://doi.org/10.5296/jse.v2i4.2584
http://dx.doi.org/10.4304/tpls.2.10.2053-2060
http://dx.doi.org/10.5539/elt.v6n10p235
https://files.eric.ed.gov/fulltext/EJ1077125.pdf
https://core.ac.uk/download/pdf/163020964.pdf
https://api.semanticscholar.org/CorpusID:15836765
http://www.injet.upm.edu.my/
https://core.ac.uk/download/pdf/40056248.pdf

Alderson, J. (2000). Assessing reading. Cambridge: Cambridge University Press.
https://doi.org/10.1017/CB09780511732935

Alexander, P., & Fox, E. (2004). A historical perspective on reading research and
practice. In Theoretical models and processes of reading (5th ed., pp. 33-68).
International Reading Association. https://doi.org/10.1598/0872075028.2

Alghail, A., & Mahfoodh, O. (2016). Academic reading difficulties encountered by
international graduate students in a Malaysian university. Issues in Educational
Research, 26(3), 369-386.
https://www.researchgate.net/publication/307013984

Algwil, K. (2024). Libyan EFL teachers’ beliefs about learner autonomy at a Libyan

university. Al-satil, 0(0). https://journals.misuratau.edu.ly/satil/upload/file/

Alhmali, J. (2007). Student attitudes in the context of the curriculum in Libyan
education in middle and high schools (Doctoral thesis, University of Glasgow).
https://core.ac.uk/download/pdf/370982.pdf

Al-Jamal, D., Al-Hawamleh, M., & Al-Jamal, G. (2013). An assessment of reading
comprehension practice in Jordan. Jordan Journal of Educational Sciences,
9(3), 335-344. Retrieved from https://www.academia.edu/77851356/

Al-Jarrah, H., & Ismail, N. (2018). Reading comprehension difficulties among EFL
learners in higher learning institutions. International Journal of English
Linguistics, 8(7), 32-41. http://dx.doi.org/10.5539/ijel.v8n7p32

Al-Khasawneh, F. (2019). The Impact of Vocabulary Knowledge on the Reading
Comprehension of Saudi EFL Learners. Journal of Language and Education,
5(3), 24-34. https://doi.org/10.17323/jle.2019.8822

Allan, K. (2009). Concise Encyclopedia of Semantics. Amsterdam: Elsevier Ltd.

Al Manafi, A., Osman, S., Magableh, I., & Alghatani, R. (2023). The effect of blended
learning on the primary stage EFL students’ reading comprehension
achievement in Libya. International Journal of Instruction, 16(2), 703-718.
https://doi.org/10.29333/i}i.2023.16237a

199


https://doi.org/10.1017/CBO9780511732935
https://www.researchgate.net/publication/307013984_
https://journals.misuratau.edu.ly/satil/upload/file/
https://core.ac.uk/download/pdf/370982.pdf
https://www.academia.edu/77851356/
http://dx.doi.org/10.5539/ijel.v8n7p32
https://doi.org/10.29333/iji.2023.16237a

Al Moghani, H-M. (2003). Students’ perceptions of motivation in English language
learning in Libya (Doctoral thesis, Durham University).
https://api.semanticscholar.org/CorpusiD:131222448

Alonazi, A. (2017). The role of teachers in promoting learner autonomy in secondary
schools in  Saudi  Arabia. English  Language Teaching, 10(7),
183. https://doi.org/10.5539/elt.v10n7p183

Alotaibi, A. (2022). Reading difficulties among EFL learners in Saudi Arabia (Master
Program of TESOL, King Saud University).
https:/files.eric.ed.gov/fulltext/ED622161.pdf

Alptekin C. (2006). Cultural familiarity in inferential and literal comprehension in L2
reading. System, 34(4), 494- 508.
http://dx.doi.org/10.1016/j.system.2006.05.003

Altun, M. (2023). The ongoing debate over teacher centered education and student-
centered education. International Journal of Social Sciences & Educational
Studies, 10(1), 106-110. https://doi.org/10.23918/ijsses.v10i1p106

Alyousef, H. (2005). Teaching reading comprehension to ESL/EFL learners. Language
Learning Journal, 5(1),143-154.
https://www.researchgate.net/publication/235771368

Al-Zu'be, A. (2013). The difference between the learner-centered approach and the
teacher-centered approach in teaching English as a foreign language.
Educational Research International, 2(2), 24-31.
http://www.erint.savap.org.pk/PDF/

An, S. (2013). Schema theory in reading. Theory and Practice in Language Studies,
3(1), 130-134. https://d0i0.4304/tpls.3.1.130-134

Anderson, N. (2002). The role of metacognition in second/foreign language teaching
and learning. ERIC Digest. Washington, D.C.: ERIC Clearinghouse on
Languages and Linguistics.

Anderson, N. (2003). Teaching reading. In D. Nunan (Ed.), Practical English language
teaching (pp. 67-86). New York: McGraw Hill Publishers.

200


https://api.semanticscholar.org/CorpusID:131222448
https://files.eric.ed.gov/fulltext/ED622161.pdf
http://dx.doi.org/10.1016/j.system.2006.05.003
https://doi.org/10.23918/ijsses.v10i1p106
https://www.researchgate.net/publication/235771368_
http://www.erint.savap.org.pk/PDF/
https://doi0.4304/tpls.3.1.130-134

Andy. (2021, April 11). The what how why of WHW: Introducing and using ‘what how
why’. Codexterous. https://codexterous.home.blog

Ansari, M. (2020, October 20). Criticism of cognitive psychology. Lecture Series-6,
B.A. lind Honors (Paper-IVth Systems in Psychology). Department of
Psychology, A.P.S.M. College, Barauni, L. N. University,
Darbhanga. https://apsmcollege.ac.in/glassimg/thumb

Arabsheibani, G., & Manfor, L. (2001). Non-Linearities in returns to education in
Libya. Education Economics, 9(2), 139-144.
https://doi.org/10.1080/09645290110056976

Aronsohn, E. (1996). Going against the grain: Supporting the student-centered teacher.

Corwin Press, Inc.

Asswalil, S. (2020). An investigation into the challenges EFL Libyan university students
encounter in English speaking classrooms (Master's thesis). University of
Zawia, Faculty of Acrts.
http://www.dspace.zu.edu.ly/bitstream/handle/1/1116/Samah%20Asswail%27s

%20Dissertation.pdf?sequence=1&isAllowed=y

Atkinson, D. (Ed.). (2011). Alternative approaches to second language acquisition.

Routledge: London.

Atwell, N. (1998). In the middle: New understandings about writing, reading, and

learning. National Council of Teachers of English, Boynton.

Auerbach, E., & Paxton, D. (1997). It’s not the English thing: Bringing reading research
into the BSL classroom. TESOL Quarterly, 31(2), 237-261. URL.:
http://www.jstor.org/stable/3588046

Azeroual, D. (2013). Investigating the reading difficulties of Algerians EST students
with regard to their general English knowledge. Arab World English Journal,
4(2), 203-212. https://awej.org/investigating-the-reading-difficulties-of-

algerian-est-students-with-regard-to-their-general-english-knowledge/

Azzouz, |., & Taleb, G. (2020). Irony of teaching a learner-centered curriculum to a
teacher-centered classroom: ‘English for Libya’ and the Libyan classroom

realities. In Y. Z. Omar (Ed.), Pedagogical issues in teaching and learning EFL

201


https://doi.org/10.1080/09645290110056976
http://www.dspace.zu.edu.ly/bitstream/handle/1/1116/Samah%20Asswail%27s%20Dissertation.pdf?sequence=1&isAllowed=y
http://www.dspace.zu.edu.ly/bitstream/handle/1/1116/Samah%20Asswail%27s%20Dissertation.pdf?sequence=1&isAllowed=y
http://www.jstor.org/stable/3588046
https://awej.org/investigating-the-reading-difficulties-of-algerian-est-students-with-regard-to-their-general-english-knowledge/
https://awej.org/investigating-the-reading-difficulties-of-algerian-est-students-with-regard-to-their-general-english-knowledge/

in Libyan schools’ various settings (pp. 192- 218). Berlin, Germany:
Democratic Arab Center Strategic, Political & Economic Studies.

Babbie, E. (1990). Survey research methods (2nd ed.). Belmont, CA: Wadsworth.

Badjadi, N. (2020). Learner-centered English language teaching: Premises, practices,
and prospects. IAFOR Journal of Education: Language Learning in Education,
8(1). https://files.eric.ed.gov/fulltext/EJ1245816.pdf

Bagga, R., & Mckee, A. (2023). Metacognition in oral health education: A pedagogy
worthy of further exploration. Medical Teacher, 1(8).
https://doi.org/10.1080/0142159X.2023.2287399

Baker, L. (2002). Metacognition in comprehension instruction. In C. Block & M.
Pressley (Eds.), Comprehension instruction: Research-based best practices (p.
77-95). New York: Guilford Press.

Baker, L. (2008). Metacognitive development in reading: Contributors and

consequences. In K. Mokhtari & R. Sheorey (Eds.), Reading strategies
of first and second — language learners: See how they read (pp. 25-42).
Nor-wood, MA: Christopher- Gordon.

Baker, L., & Brown, A. (1984). Metacognitive skills and reading. In P. D. Pearson
(Ed.), Handbook of reading research (pp. 353-394). New York: Longman.

Bakken, J. (2009). Improving Comprehension. In B. Algozzine, D. O'Shea, and E.
Obiakor, (Eds.), Culturally responsive literacy instruction (pp.118-139).
California: Crown Press

Banditvilai, S. (2020). The effectiveness of reading strategies on reading
comprehension. International Journal of Social Science and Humanity,10(2).
http://dx.doi.org/10.18178/ijssh.2020.vV10.1012

Barnard, R. (2002). Peer tutoring in the primary classroom: A sociocultural
interpretation of classroom interaction. New Zealand Journal of Educational
Studies,37(1), 57-72. https://hdl.handle.net/10289/448

Barnhart, C. (2008). The facts on file student’s dictionary of American English. Facts on
File, Inc.

202


https://files.eric.ed.gov/fulltext/EJ1245816.pdf
https://doi.org/10.1080/0142159X.2023.2287399
http://dx.doi.org/10.18178/ijssh.2020.V10.1012
https://hdl.handle.net/10289/448

Baron, K. (2006). Methods of foreign language teaching in the 19th and 20th century
(seminar paper). Santa Cruz: Grin Publish and find knowledge.

Barton, L. (1968). Libya English Teaching 27 August 1965 30 June 1968, Serial
No0.899/BMS.RD/EDM, FR/TA/Libya 24, UNESCO.
http://unesdoc.unesco.org/images/0000/000087/008728eb.pdf

Bashang, S., & Zenouzagh, Z. (2021). The effect of learner-centered instruction on
Iranian EFL learners' critical thinking and pragmatic competence. International
Journal  of  Humanities and  Social  Science, 8(5), 36-42.
https://doi.org/10.14445/23942703/1JHSS-V8I5P106

Batubara, F., Derin, T., Putri, N. S., & Yudar, R. S. (2020). Five factors influencing
the students’ motivation to learn English as a foreign language: A closer look
into Montessori classroom environment. REILA Journal of Research and
Innovation in Language, 2(2), 76-84. https://doi.org/10.31849/reila.v2i2.3165

Becker, W. (1977). Direct instruction model implementation manual: 1V. Guidebook for

parent workers. Eugene, OR: University of Oregon Follow Through.

Belazi, N., & Ganapathy, M. (2021). The Effects of the Station Rotation Model in
promoting Libyan students’ EFL writing: Blended Learning. AJELP: Asian
Journal of English Language and Pedagogy, 9(1), 111-127.
https://doi.org/10.37134/ajelp.v0l9.1.10.2021

Ben Hamid, N. (2010). Developing the oral skills through vocabulary: A case study of
some secondary school students in Tripoli. [Unpublished master's thesis].

Academy of Higher Studies, Ganzoor, Libya.

Benrabha, A. (2015). The Libyan students' problems in reading comprehension of
English explanation texts. (A thesis of Master Degree in English Language
Education, Semarang State University). https://lib.unnes.ac.id/26363/1/full.pdf

Bernard, R., & Li, Y. (Eds.). (2016). Teaching and learning in the 21st century:

Research and

Benson, P. (2011). Teaching and researching autonomy (2nd ed.). London and New
York: Routledge.

203


http://unesdoc.unesco.org/images/0000/000087/008728eb.pdf
https://doi.org/10.31849/reila.v2i2.3165
https://doi.org/10.37134/ajelp.vol9.1.10.2021
https://lib.unnes.ac.id/26363/1/full.pdf

Blair, B., Rupley, W., & Nichols, D. (2007). The effective teacher of reading:
Considering the “what” and “how” of instruction. The Reading Teacher, 60(5),
432-438. https://10.1598/RT.60.5.3

Block, E. (1986). The comprehension strategies of Second Language readers. TESOL
Quarterly, 20, 463-494. https://doi.org/10.2307/3586295

Blumberg, P. (2008). Developing learner-centered teaching: A practical guide for
faculty. San Francisco: John Wiley & Sons.

Borg, S., & Al-Busaidi, S. (2012). Teachers’ beliefs and practices regarding learner
autonomy. ELT Journal, 66(3), 283-292. https://doi.org/10.1093/elt/ccr065

Bouheedjam, D. (2015). Importance of reading activity in education.

https://www.researchgate.net/publication/314094530

Brakefield, K. (2011). An analysis of teaching style practices and their impact on
student engagement and academic performance (No. 3515975). Doctoral

dissertation, South Carolina State University.

Brandl, K. (2002). Integrating Internet-based reading materials into the foreign language
curriculum: From teacher- to student-centered approaches. Language Learning
& Technology, 6(3), 87-107. http://llt. msu.edu/vol6num3/brandl

Bright, J., & McGregor, G. (1970). Teaching English as a second language. London:

Longman.

British Council. (August, 2013). The English effect. http://www.britishcouncil.org/

Brooks, N. (1964). Language and language learning: Theory and practice (2nd ed.).
New York: Harcourt Brace.

Brookbank, D., Grover, S., Kullberg, K., & Strawser, C. (1999). Improving student
achievement through organization of student learning. ED435094.

Brown, H. Douglas. (1994). Teaching by principles: An interactive approach to
language pedagogy. Upper Saddle River, Prentice Hall Regents.

Brown, A. (1980). Metacognitive development and reading. In R. J. Spiro, B. C. Bruce,
& W. F. Brewer (Eds.), Theoretical issues in reading comprehension (pp. 453-

481). Hillsdale, NJ: Lawrence Erlbaum Associates, Inc.

204


https://10.0.6.62/RT.60.5.3
https://doi.org/10.2307/3586295
https://doi.org/10.1093/elt/ccr065
https://www.researchgate.net/publication/314094530
http://llt.msu.edu/vol6num3/brandl
http://www.britishcouncil.org/

Brown, H. (2000). Principles of language learning and teaching. New York: Longman.

Brown, H. D. (2001). Teaching by principle and interactive approach to language
pedagogy. New York: Longman Inc.

Brown, H. (2007). Principles of language learning and teaching (5th ed.). White Plains:

Pearson Education.

Bryman, A. (2012). Social research methods. (4th ed.). New York: Oxford University

Press Inc.

Budiharso, T. (2014). Reading strategies in EFL classroom: A theoretical review.
Cendekia: Jurnal Pendidikan Dan Pembelajaran, 8(2), 189-204.
http://dx.doi.org/10.30957/cendekia.v8i2.63

Buhlfaia, S. (2006). Historical background of Libyan mosque architecture: Assessment
and criticism of mosques in Ajdabiya city. (Master's thesis, Middle East
Technical University). https://etd.lib.metu.edu.tr/upload/12607855/index.pdf

Busa, J., & Chung, S. (2024). The effects of teacher-centered and student-centered
approaches in TOEIC reading instruction. Education Sciences, 14(2), 181.
https://doi.org/10.3390/educsci14020181

Buzzetto-More, N. (2007). Advanced principles of effective E-learning. California:

Informing Science Press.

Byrd, E., Carter, E., & Waddoups, S. (2001). Taking control of your college reading
and learning. Orlando, FL: Harcourt College Publishers.

Cain, K. (2010). Reading development and difficulties. United Kingdom: BPS
Blackwell.

Cain, K., Oakhill, J., & Lemmon, K. (2004). Individual differences in the inference of
word meanings from context: The influence of reading comprehension,
vocabulary knowledge, and memory capacity. Journal of Educational
Psychology, 96, 671-681. http://dx.doi.org/10.1037/0022-0663.96.4.671

Calvo, S. (2007-8). A learner-centered approach to the teaching of English as an L2. ES:
Revista de Filologia Inglesa, 28, 189-196.
http://uvadoc.uva.es/handle/10324/17350

205


http://dx.doi.org/10.30957/cendekia.v8i2.63
https://doi.org/10.3390/educsci14020181
http://dx.doi.org/10.1037/0022-0663.96.4.671
http://uvadoc.uva.es/handle/10324/17350

Campbell, D., & Stanley, J. (1963). Experimental and quasi-experimental designs
research. In N. L. Gage (Ed.), Handbook of research on teaching (pp. 1-76).
Chicago: Rand McNally.

Candy, P. (1989). Constructivism and the study of' self-direction in adult learning.
Studies in the Education of Adults, 21(2), 95-116.
https://doi.org/10.1080/02660830.1989.11730524

Carlson, R., Lundy, D., & Schneider, W. (1992). Strategy guidance and memory aiding
in learning a problem-solving skill. Human Factors, 34,129-145.
https://doi.org/10.1177/001872089203400201

Carrell, P., & Eisterhold, J. (1983). Schema Theory and ESL Reading Pedagogy.
TESOL Quarterly, 17(4). https://doi.org/10.2307/3586613

Carrell, P., Devine J., & Eskey, D. (1988). Interactive approaches to second language

reading. Cambridge University Press.

Carrell, P., Pharis, B., & liberto, J. (1989). Metacognitive strategy training for ESL
reading. TESOL Quarterly, 23, 647-678. http://dx.doi.org/10.2307/3587536

Carroll, J. (1966a). The contributions of psychology theory and educational research to
the teaching of foreign languages. In A. Valdman (Ed.), Trends in language
teaching (pp.93-106). New York: McGraw-Hill.

Carter, R., & Long, M. (1991). Teaching literature. New York: Longman Inc.

Carter, R., & Nunan, D. (2001). The Cambridge guide to teaching English to speakers

of other languages. Cambridge: Cambridge University Press.

Cavilla, D. (2017). The Effects of student reflection on academic performance and
motivation. Sage Open, 7(3). https://doi.org/10.1177/2158244017733790

Celce-Murica, M., & Olshtain, E. (2000). Discourse and context in language teaching:

A guide for language teachers. Cambridge: Cambridge University Press

Chandran, Y., & Shah, P. (2019). Identifying learners’ difficulties in ESL reading
Comprehension. Creative Education, 10, 3372-3384.
https://doi.org/10.4236/ce.2019.1013259

206


https://doi.org/10.1080/02660830.1989.11730524
https://doi.org/10.1177/001872089203400201
https://doi.org/10.2307/3586613
http://dx.doi.org/10.2307/3587536
https://doi.org/10.1177/2158244017733790
https://doi.org/10.4236/ce.2019.1013259

Chastain, K. (1988). Developing second-language skills, theory and practice (3rd ed.).

Harcourt brace Jovanovich, Inc.

Chawwang, N. (2008). An investigation of English reading problems of Thai 12th grade
students in Nakhonratchasima Educational Region 1, 2, 3, and 7 (Master's
thesis,  Srinakharinwirot  University).  Bangkok:  Graduate  School,
Srinakharinwirot University.
http://thesis.swu.ac.th/swuthesis/Eng%28M.A.%29/Nongnat_C.pdf

Chen, M. (2012). Effects of the order of reading text or viewing a film and L1/L2
captions on reading comprehension. Perceptual and motor skills: Learning and
memory, 115 (1), 18-26. http://dx.doi.org/10.2466/23.PMS.115.4.18-26

Chen, R., Sun, Y., Wei, X., & Ma, N. (2022). Effects of eye-movement information
feedback on L2 learners' metacognition and reading
comprehension. Proceedings of the 14th International Conference on Education
Technology and Computers. https://doi.org/10.1145/3572549.3572632

Cheng, W. (1985). Teaching reading comprehension in the Secondary ESL class.
CHUK Education Journal, 13 (1).

Chia, H. (2001). Reading activities for effective top-down processing. The Forum,
39(1). https://api.semanticscholar.org/CorpusiD:141101586

Chomsky, N. (1966). Topics in the theory of generative grammar. Mouton: The Hague.

Chua, P., & Sulaiman, N. (2021). Reading comprehension problems in English among
Malaysian primary year 4 ESL pupils. International Journal of Academic
Research in Progressive Education and Development, 10(2), 797-813.
http://dx.doi.org/10.6007/IJARPED/v10-i2/10101

Chun, D., & Plass, J. (2000). Networked multimedia environments for second language
acquisition. In M. Warshauer & R. Kern (Eds.), Network-based language
teaching: Concepts and practice (pp. 151- 170). New York: Cambridge

University Press.

Clarke, P., Truelove, E., Hulme, C., & Snowling, M. (2014). Developing reading

comprehension. Wiley: Blackwell.

207


http://thesis.swu.ac.th/swuthesis/Eng%28M.A.%29/Nongnat_C.pdf
http://dx.doi.org/10.2466/23.PMS.115.4.18-26
https://doi.org/10.1145/3572549.3572632
https://api.semanticscholar.org/CorpusID:141101586
http://dx.doi.org/10.6007/IJARPED/v10-i2/10101

Ciftci, H., & Uster, S. (2009). A comparative analysis of teaching vocabulary in
context and by definition. Procedia-Social and Behavioral Sciences, (1)1, 1568-
572. http://dx.doi.org/10.1016/j.sbspro.2009.01.275

Clark, K., & Graves, M. (2005). Scaffolding students' comprehension of text. The
Reading Teacher, 58(6), 570-580. http://www.jstor.org/stable/20205522

Cobb, T., & Stevens, V. (1996). A principled consideration of computers and reading in
a second language. In M. C. Pennington (Ed.), The power of CALL (pp. 115-
136). Houston, TX: Athelstan.

Coelho, E. (2012). Language and learning in multilingual classrooms: A practical
approach. Bristol: Multilingual Matters.

Cogmen, S., & Saracaloglu, A. S. (2009). Students’ usage of reading strategies in the
faculty of education. Procedia Social and Behavioral Sciences, 1, 248-251.
https://doi.org/10.1016/j.sbspro.2009.01.045

Cohen, L., Manion, L., & Morrison, K. (2000). Research methods in education (5th
ed.). London: Routledge. https://doi.org/10.4324/9780203224342

Cohen, L., Manion, L., & Morrison, K. (2011). Research methods in education (7th ed.).
New York: Routledge.

Collins, J., & O’Brien, N. (Eds.). (2003). The Greenwood dictionary of education.

Westport, Conn: Greenwood Press.

Conti, G. (1985). Assessing teaching style in adult education: How and why. Life Long
Learning, 8(8), 7-28. http://www.conti-creations.com/PALS-
Articles_Packet.pdf

Conti, G. (1989). Assessing teaching style in continuing education. In E. Hayes (Ed.),
Effective teaching styles (pp. 2-16). San Francisco: Jossey-Bass.

Conti, G. (2004). Identifying your teaching style. In M. W. Galbraith (Ed.), Adult
learning methods (3rd- ed., pp. 75-92). Malabar, FL: Krieger Publishing.

Cook, V. (1991). Second language learning and language teaching. London: Edward
Arnold.

208


http://dx.doi.org/10.1016/j.sbspro.2009.01.275
http://www.jstor.org/stable/20205522
https://doi.org/10.1016/j.sbspro.2009.01.045
http://www.conti-creations.com/PALS-Articles_Packet.pdf
http://www.conti-creations.com/PALS-Articles_Packet.pdf

Cook, V. (2005). Second language learning and language teaching. (4th ed.). London:
Hodder Education.

Cook, V. (2003). Applied linguistics. Oxford: Oxford University Press.

Cooper, J., Heron, T., & Heward, W. (1987). Applied behavior analysis. Columbus,
OH: Merrill.

Cooper, J., MacGregor, J., Smith, K., & Robinson, P. (2000). Implementing small-
group instruction: Insights from successful practitioners. New directions in
teaching and learning (81), 64-76. http://dx.doi.org/10.1002/t1.8105

Crandall, J. (2000). Language teacher education. Annual Review of Applied Linguistics,
20(2), 34-55. https://doi.org/10.1017/S0267190500200032

Creswell, J. (2007). Qualitative inquiry and research design: Choosing among five

approaches (2nd ed.). Thousand Oaks, CA: Sage Publications, Inc.

Creswell, J. (2009). Research design: Qualitative, quantitative and mixed methods
approaches (3rd ed.). Los Angeles, CA: Sage Publications, Inc.

Creswell, J. (2014). Research design: Qualitative, quantitative and mixed methods

approaches (4th ed.). Los Angeles, CA: Sage Publications, Inc.

Creswell, J., & Creswell, J. (2018). Research design: Qualitative, quantitative, and

mixed methods approaches (5th ed.). Los Angeles: Sage Publications, Inc.

Creswell, J. (2022). A concise introduction to mixed methods research (2nd ed.). SAGE

Publications, Inc.
Crystal, D. (2011). English as a global language. Cambridge University Press.

Dabarera, C., Renandya, W., & Zhang, L. (2014). The impact of metacognitive
scaffolding and monitoring on reading comprehension. System, 42, 462-473.
http://dx.doi.org/10.1016/j.system.2013.12.020

Dallagi, M. (2021). Recognition and application of reading strategies: Case of Tunisian
university learners. Journal of Practical Studies in Education, 2(2), 14-24.
https://doi.org/10.46809/jpse.v2i2.19

209


http://dx.doi.org/10.1002/tl.8105
https://doi.org/10.1017/S0267190500200032
http://dx.doi.org/10.1016/j.system.2013.12.020
https://doi.org/10.46809/jpse.v2i2.19

Dara, D. (2019). Investigating English reading comprehension problems of Cambodian
high school students. American International Journal of Social Science, 8(3).
http://dx.doi.org/10.30845/aijss.v8n3p8

Davis, J. (1989). Facilitating effects of marginal glosses on foreign language reading.
Modern Language Journal, 73, 41-48. https://doi.org/10.1111/j.1540-
4781.1989.th05308.x

Davies, F. (1995). Introducing reading. UK: Penguin English.

Derin, T., Putri, N. S., Nursafira, M. S., & Hamuddin, B. (2020). Discourse analysis
(DA) in the context of English as a foreign language (EFL): A chronological
review. Elsya Journal of English Language Studies, 2(1), 1-8.
https://doi.org/10.31849/elsya.v2i1.3611

Dorn, L. & Soffos, C. (2005). Teaching for deep comprehension: A reading workshop
approach. Maine: Stenhouse Publishers.

Dornyei, Z., & Dewaele, J. (2022). Questionnaires in second language research:

Construction, administration, and processing (3rd ed.). London, Routledge.

Duncan, D., & Werman, M. (2013, August 14). Education in Libya after Gaddafi. The
World. https://theworld.org/categories/politics/global-politics

Easterby-Smith, M., Thorpe, R., & Jackson, P. (2008). Management research (3rd ed.).
SAGE Publications Ltd.

Edrees, S. (2013). Libyan teachers’ attitudes and beliefs regarding the use of EFL
authentic materials within reading lessons at university levels in
Libya. International Journal of Learning and Development, 3(5),
121. https://doi.org/10.5296/ijld.v3i5.4484

Ehrenberg, R., Brewer, J., Gamoran, A., & Willms, J. (2001). Class size and student
achievement. Psychological Science in the Public Internet, 2(1), 1-30.
https://doi.org/10.1111/1529-1006.003

Elabbar, A. (2011). An investigation of influences affecting Libyan English as Foreign
Language University Teachers (LEFLUTS), teaching approaches in the
language classrooms (PhD dissertation, University of Glasgow, UK).
http://theses.gla.ac.uk/2983/

210


http://dx.doi.org/10.30845/aijss.v8n3p8
https://doi.org/10.1111/j.1540-4781.1989.tb05308.x
https://doi.org/10.1111/j.1540-4781.1989.tb05308.x
https://doi.org/10.31849/elsya.v2i1.3611
https://theworld.org/categories/politics/global-politics
https://doi.org/10.1111/1529-1006.003
http://theses.gla.ac.uk/2983/

Elabbar, A. (2016). Libyan political conflict: Effects on higher education
development. Scientific Research Journal (SCIRJ), 4(12), 1-
13. https://www.scirj.org/papers-1216/scirj-P1216379.pdf

Elabbar, A. (2017). National Libyan public education reform: Entire transformative
strategies, 2020-2026. American Journal of Educational Research, 5(10), 1044-
1057. https://doi.org/10.12691/education-5-10-6

El-Bajegney, I. (2006). Towards an Integrated Syllabus for first year students of the
English Department Garyounis University [Unpublished master's thesis].

Benghazi University.

Elbleazi, M. (2006). The effect of reading comprehension of prescribed texts on the
translation performance of English language students at Al Fateh University

[School of Language]. Academy of Graduate Studies).

El Daibani, A. A., & Elfeitouri, N. S. (2025). Investigating technology integration in
English language teaching in Libya: A TPACK framework perspective. In Y.
Omar (Ed.), Educational Studies and Issues in Teaching and Learning English
as a Foreign Language at Libyan Settings (pp. 7-36). Democratic Arab Center
for Strategic, Political & Economic Studies.

Ellis, R. (1997). Second Language Acquisition. Oxford introductions to language study.
Oxford, New York: Oxford University Press. ISBN 978-0-19-437212-1

Ellis, R. (1999). Learning a second language through interaction. USA: John
Benjamins Publishing.

Elmadwi, H., & Shepherd, R. (2014). A critical study of the problems faced by Libyan
students in Reading and Comprehension of English as a foreign language. IOSR
Journal of Humanities and Social Science (IOSR-JHSS), 19(1), 29-30.
https://iosrjournals.org/iosr-jhss/papers/\Vol19-issuel/Version-
12/F0191122933.pdf

Elmahjoub, A. (2014). An ethnographic investigation into teachers’ and learners’
perceptions and practices in relation to learner autonomy in a secondary
school in Libya (Doctoral dissertation, University of Sheffield).

http://etheses.whiterose.ac.uk

211


https://iosrjournals.org/iosr-jhss/papers/Vol19-issue1/Version-12/F0191122933.pdf
https://iosrjournals.org/iosr-jhss/papers/Vol19-issue1/Version-12/F0191122933.pdf
http://etheses.whiterose.ac.uk/

El Mezughi, K. (2021). Understanding Libyan teachers’ intentions and classroom
practices in teaching English as a foreign language (Doctoral thesis, University
of Denver) .Electronic Theses and Dissertations.
https://digitalcommons.du.edu/etd/1912

Elramli, S. (2023). Professional Development for English Language Teachers in Libya:

Beginning and Ambition. Faculty of Languages Journal, 2(28), 134-152.

Erten, I, & Razi, S. (2009). The effects of cultural familiarity on reading
comprehension. Reading in a Foreign Language, 21(1), 60-77.

https://www.scirp.org/reference/referencespapers?referenceid=3125060

Eskey, D. (2005). Reading in a second language. In E. Henkel (Ed.), Handbook of
research in second language teaching and learning (pp. 563-634). Lawrence

Erlbaum.

Eyupoglu, T. (2023). The impact of metacognitive strategy training in a game-based
learning environment for fifth-grade science (Doctoral dissertation, North
Carolina State University). Raleigh, North Carolina.
https://www.lib.ncsu.edu/resolver/1840.20/40275

Fadhel, K. (2002). Positivist and Hermeneutic paradigm, a critical evaluation under

their structure of scientific practice. The Sosland Journal, 21-28.

Fang, F. (2010). A discussion on developing students' communicative competence in
college English Teaching in China. Journal of Language Teaching and
Research, 1(2), 111-116. http://dx.doi.org/10.4304/jltr.1.2.111-116

Farrell, T., & Jacobs, G. (2010). Essentials for successful English language teaching.

London: Continuum Publishing.

Fasold, R., & Connor-Linton, J. (2006). An introduction to language and linguistics.

Cambridge: Cambridge University Press.

Fauzi, 1. (2018). The effectiveness of skimming and scanning strategies in improving
comprehension and reading speed rates for the students of English Study
Program. Register Journal, 11(1), 75-90.
http://dx.doi.org/10.18326/rgt.v11i1.101-120

212


https://digitalcommons.du.edu/etd/1912
https://www.scirp.org/reference/referencespapers?referenceid=3125060
https://www.lib.ncsu.edu/resolver/1840.20/40275
http://dx.doi.org/10.4304/jltr.1.2.111-116
http://dx.doi.org/10.18326/rgt.v11i1.101-120

Fisher, D., & Frey, N. (2012). Close reading in elementary schools. International
Reading Association, 66(3),179-188. http://dx.doi.org/10.1002/TRTR.01117

Fisher, D., Frey, N., & Lapp, D. (2012). Teaching students to read like detectives:

Comprehending, analyzing, and discussing text. U.S.A. Solution Tree Press.

Finn, J., Pannozzo, G., & Achilles, C. (2003). The ‘whys’ of class size: Student
behavior in small classes. Review of Educational Research, (73)3, 321-368.
http://dx.doi.org/10.3102/00346543073003321

Firth, A., & Wagner, J. (2007). On discourse, communication and (some) fundamental
concepts in SLA research. Modern Language Journal, 91(sl), 757-772
http://dx.doi.org/10.1111/j.1540-4781.2007.00667.x

Flick, U., Von Kardoff, E., & Steinke, I. (Eds.). (2004). A Companion to qualitative

research. London: SAGE Publications.

Furstenberg, G. (1997). Teaching with technology: What is at stake?. ADFL Bulletin,
28(3), 21-25. https://www.learntechlib.org/p/83527/

Gabriella, K. (2018). The significance of developing reading skill in translator and
language teacher training. New Trends and Issues Proceedings on Humanities
and Social Sciences, 5(3), 155-164.
http://dx.doi.org/10.18844/prosoc.v5i3.3920

Gadour, A. (2006). Libyan children's views on the importance of school factors which
contributed to their emotional and behavioral difficulties. School Psychology
International, 27(2), 171-191. http://dx.doi.org/10.1177/0143034306064549

Gadour, A. (2011). Power and struggle for education in Libya: An insider’s perspective.
In R. G. Sultana (Ed.), Educators of the Mediterranean...... Up close and
personal: critical voices from South Europe and the MENA region (pp. 121-
130). Rotterdam: Sense Publishers.
https://www.um.edu.mt/library/oar//handle/123456789/34483

Garrett, T. (2008). Student-centered and teacher-centered classroom management: A
case study of three elementary teachers. Journal of Classroom Instruction,
43(1), 34-47. https://files.eric.ed.gov/fulltext/EJ829018.pdf

213


http://dx.doi.org/10.1002/TRTR.01117
http://dx.doi.org/10.3102/00346543073003321
http://dx.doi.org/10.1111/j.1540-4781.2007.00667.x
https://www.learntechlib.org/p/83527/
http://dx.doi.org/10.18844/prosoc.v5i3.3920
http://dx.doi.org/10.1177/0143034306064549
https://www.um.edu.mt/library/oar/handle/123456789/34483
https://files.eric.ed.gov/fulltext/EJ829018.pdf

Gay, L., Mills, G., & Airasian, P. (2009). Educational research: Competencies for
analysis and application (9th ed.). Upper Saddle River, NJ: Merrill/ Pearson

Education, Inc.

Gayo, E., Deano, M., Conde, A., Ribeiro, I., Cadime, I., & Alfonso, S. (2014). Effect of
an intervention program on the reading comprehension processes and strategies
in 5th and 6th grade students. Psicothema, 26(4), 464-470.
http://dx.doi.org/10.7334/psicothema2014.42

Gedik, O., & Akyol, H. (2022). Reading difficulty and development of fluent reading
skills: An action research. International Journal of Progressive Education,
18(1), 22-41. DOI: 10.29329/ijpe.2022.426.2.
https:/files.eric.ed.gov/fulltext/EJ1332254.pdf

Gee, J. (2001). Reading as situated language: A socio-cognitive perspective. Journal of
Adolescent & Adult Literacy, 44(8), 714-725.
http://dx.doi.org/10.1598/JAAL .44.8.3

Geisli, Y. (2009). The effect of Student-centered instructional approaches on student
success. Procedia Social and Behavioral Sciences, 1(1), 469-473.
http://dx.doi.org/10.1016/j.sbspro.2009.01.085

General Information Authority (GIA). (2024). The sixth national report of the national
authority: Demographic transformations and sustainable development
(utilization of demographic dividend). Libyan General Information authority
2022.pdf

General People’s Committee of Education (GPCE) of Libyan Arab Jamahiriya. (2008).
The development of education: National report of Libya. Presented to the
International Conference on Education, 48th session (117 p.). Geneva.
https://unesdoc.unesco.org/ark:/48223/pf0000186123.locale=ar

Gettinger, M., & Seibert, J. (2002). Contribution of study skills to academic
competence. School Psychology Review, 31(3), 350-365.
http://dx.doi.org/10.1080/02796015.2002.12086160

Ghuma, M. (2011). The transferability of reading strategies between L1 (Arabic) and
L2. (Doctoral thesis, Durham University). https://etheses.dur.ac.uk/924/

214


http://dx.doi.org/10.7334/psicothema2014.42
https://files.eric.ed.gov/fulltext/EJ1332254.pdf
http://dx.doi.org/10.1598/JAAL.44.8.3
http://dx.doi.org/10.1016/j.sbspro.2009.01.085
https://unesdoc.unesco.org/ark:/48223/pf0000186123.locale=ar
http://dx.doi.org/10.1080/02796015.2002.12086160
https://etheses.dur.ac.uk/924/

Ghwela, M., Mustaffa, R., & Mohd Noor, N. (2017). Metacognitive reading strategies
of EFL Libyan university learners. International Journal of Social Science and

Humanities Research, 5(3), 332-339. www.researchpublish.com.

Gibbons, P. (2002). Scaffolding language scaffolding learning: Teaching second

language learners in the mainstream classroom. USA, Portsmouth: Heinemann.

Glenberg, A. (1977). What memory is for. Behavioral and Brain Sciences, 20(1),1-19.
https://doi.org/10.1017/S0140525X97000010

Goertzen, M. (2017). Applying quantitative methods to E-Book collections. Library
Technical report, 53(4). https://doi.org/10.5860/ltr.53n4

Goldman, S., Golden R., & van den Broek P. (2007). Why are computational models of text
comprehension useful. In F. Schmalhofer & C. Perfetti (Eds.), Higher level
language processes in the brain: Inference and comprehension processes (pp.
27-51). Psychology Press. https://doi.org/10.4324/9780203936443

Goodmacher, G., & Kajiura, A. (2010). Collaborative and communicative reading.

Polyglossia,18.

Goodman, K. (1967). Reading: A psycholinguistic guessing game. Journal of the
Reading Specialist, 6(4), 126-135.
https://api.semanticscholar.org/CorpusiD:145495692

Goodman, K. (1988). Interactive approaches to L2 reading. Cambridge: Cambridge
University Press.

Gover, A., Loukkola, T., & Peterbauer, H. (2019). Student-centered learning:

Approaches to quality assurance. European University Association.

Grabe, W. (1991). Current developments in second language reading research. TESOL
Quarterly, 25(3), 375-406. https://doi.org/10.2307/3586977

Grabe, W. (2009). Reading in a second language: Moving from theory to practice. New
York: Cambridge University Press.
https://doi.org/10.1017/CB09781139150484

Grabe, W. (2011). Teaching and testing reading, in the handbook of language teaching.

Sussex: Blackwell.

215


http://www.researchpublish.com/
https://doi.org/10.1017/S0140525X97000010
https://doi.org/10.5860/ltr.53n4
https://api.semanticscholar.org/CorpusID:145495692
https://doi.org/10.2307/3586977
https://doi.org/10.1017/CBO9781139150484

Grabe, W., & Stoller, F. (2002). Teaching and researching reading. Harlow: Pearson.
Longman. https://doi.org/10.4324/9781315833743

Graner, R. (1987). Metacognitive and reading comprehension. Norwood, NJ: Ablex.

Guba, E. (1990). The alternative paradigm. In N. K. Denzin & Y. S. Lincoln (Eds.),
Handbook of qualitative research (pp. 17-29). Sage Publications.

Guba, E., & Lincoln, Y. (1994). Competing paradigms in qualitative research. In N. K.
Denzin, & Y. S. Lincoln, Handbook of qualitative research, (3rd ed., pp. 105-
117). California: Sage. URL
https://api.semanticscholar.org/CorpusiD:54052490

Guna, A. (2023). Factors affecting EFL students' difficulty in reading
comprehension. International Journal of English Learning and Applied
Linguistics (IJELAL), 4(1), 78-87. http://dx.doi.org/10.21111/ijelal.v4i1.10935

Hadjerrouit, S. (2008). Using a learner-centered to teach ICT in secondary schools: An
exploratory study. Journal of Issues in Informing Science and Information
Technology, 5(3), 233-259. URL.:
https://api.semanticscholar.org/CorpusiD:17251923

Hashim, S. (1997). Review of teaching English in Libya—Textbooks used in preparatory
and secondary levels. In ESP in the Arab World: Reality check and prospects
(proceedings of the XVIIth MATE Annual Conference, Erfoud).

Hatch, J. (2002). Doing qualitative research in education settings. New York: State
University of New York.

Harmer, J. (1998). How to teach English. London: Longman.
Harmer, J. (2007). How to teach English (2nd ed.). Harlow: Pearson Longman.

Harriet, H. (2013). Outstanding in teaching in lifelong learning. Maidenhead: Open

University Press.
Hedge, T. (2003). Teaching & learning in the language classroom. UK: OUP.

Helman, A., Blair, T., & Rupley, W. (1981). Principles and practices of teaching
reading. Columbus, OH: Charles E. Merrill Publishing.

216


https://doi.org/10.4324/9781315833743
https://api.semanticscholar.org/CorpusID:54052490
https://api.semanticscholar.org/CorpusID:17251923

Henderson, S., & Buskist, C. (2011). Promoting the comprehension of teachers and
students using young adult literature. Theory into Practice, 50, 231-238.
http://dx.doi.org/10.1080/00405841.2011.584034

Hidayati, D. (2018). Students' difficulties in reading comprehension at the first grade of
SMAN 1 Darussalam Aceh Besar [Faculty of Education and Teacher Training,
Ar-Raniry State Islamic University]. https://repository.ar-
raniry.ac.id/id/eprint/2865

Hill, W. (1979). Secondary school reading: Process, program, procedure. Boston:

Allyn and Bacon.

Hirsh, S. (2001). We're growing and changing. Journal of Staff Development, 22, 10-
13. https://api.semanticscholar.org/CorpusiD: 150687787

Hmaid, Y. (2018). Problems facing Libyan learners of English. Journal of Academic
Research, 11, 627-653. https://lam.edu.ly/ar/images/acadj/issue11/25.pdf

Hoidn, S. (2016). Student-centered learning environments in higher education

classrooms. New York: Springer.

Hoidn, S., & Reusser, K. (2021). Foundations of student-centered learning and teaching.
In S. Hoidin, & M. Klemenci¢ (Eds.), The Routledge international handbook of
Student-centered learning and teaching in higher education. Routledge New
York.

Hogan, T., Bridges, M., Justice, L., & Cain, K. (2011). Increasing higher reading skills
to improve reading comprehension. Focus on Exceptional Children, 44(3),1-20.
http://dx.doi.org/10.17161/fec.v44i3.6688

Holec, H. (1981). Autonomy and foreign language learning. Oxford, England:
Pergamon Press for the Council of Europe.

Hollenbeck, F. (2013). Beyond talking about books: Implications of the reading
comprehension instruction and pedagogical beliefs of a special educator
perceived as effective. Learning Disability Quarterly, 36(2), 112-125.
https://psycnet.apa.org/doi/10.1177/0731948712451975

217


http://dx.doi.org/10.1080/00405841.2011.584034
https://lam.edu.ly/ar/images/acadj/issue11/25.pdf
http://dx.doi.org/10.17161/fec.v44i3.6688
https://psycnet.apa.org/doi/10.1177/0731948712451975

Hoy, A., Davis, H., & Anderman, E. (2013). Theories of learning and teaching in TIP.
Theory into Practice, 52(supl), 9-21.
http://dx.doi.org/10.1080/00405841.2013.795437

Huba, M., & Freed, J. (2000). Learner-centered assessment on college campuses:
Shifting the focus from teaching to learning. Allyn & Bacon, 160 Gould St.,
Needham Heights, MA 02494, http://assessment.uconn.edu/what/index.html

Hudson, T. (1982). The effects of induced schemata on the short circuit in L2 reading:
Non-decoding factors in L2 reading performance. Language Learning, 32, 1-31.
http://dx.doi.org/10.1111/].1467-1770.1982.tb00516.x

Hudson, T. (2007). Teaching second language reading. United Kingdom: Oxford

University Press.

Huijie, D. (2012). Teacher ’s Role in Students-Centered English Intensive Reading
Class in  China. Canadian Social Science, 8 (4), 62-66.
http://dx.doi.org/10.3968/].css.1923669720120804.1157

Hulme, C., & Snowling, M. (2011). Children's reading comprehension difficulties
nature, causes, and treatments. Current Directions in Psychological Science,
20(3), 139-142. https://psycnet.apa.org/doi/10.1177/0963721411408673

Hummel, K. (2014). Introducing second language acquisition: Perspectives and

practices. Wiley Blackwell.

Hutchinson, T., & Torres, E. (1994). The textbook as agent of change. ELT Journal, 48,
315-328. https://doi.org/10.1093/elt/48.4.315

Hyland, K. (1990). Providing productive feedback. ELT Journal, 44(4), 294-304.
https://www.academia.edu/22916566/Providing productive feedback

Ibrahim, Z. (2015). Teaching reading comprehension in Libyan Preparatory School.
Presented at 2nd International Conference on Language, Education,
Humanities and Innovation. University of Malaysia.

https://icsai.org/procarch/2iclehi/2iclehi-52.html

Jacobs, G., Renandya, W., & Power, M. (2016). Simple, powerful strategies for student
centered learning. Springer International Publishing.

218


http://dx.doi.org/10.1080/00405841.2013.795437
http://assessment.uconn.edu/what/index.html
http://dx.doi.org/10.1111/j.1467-1770.1982.tb00516.x
http://dx.doi.org/10.3968/j.css.1923669720120804.1157
https://psycnet.apa.org/doi/10.1177/0963721411408673
https://doi.org/10.1093/elt/48.4.315
https://www.academia.edu/22916566/Providing_productive_feedback
https://icsai.org/procarch/2iclehi/2iclehi-52.html

Jha, S. (2014). An ethnographic insight into the casual factors of degrading English
education in Ethiopia, Libya and India. International Journal of Language and
Linguistics, 2 (2), 44-55. DOI: 10.11648/.ij11.20140202.11.

http://creativecommons.org/licenses/by/4.0/

Jebiwot, K., Chebet, E., & Kipkemboi, R. (2016). Role of the Eclectic Method in
teaching and learning English in public primary schools, in Eldoret

East Sub County, Kenya. Journal of Literature, Languages and Linguistics, 25.

Jin, L., & Cortazzi, M. (2011). Re-Evaluating traditional approaches to second language
teaching and learning. In E. Hinkel (Ed.), Handbook of research in second

language teaching and learning (1st ed., pp. 18). Routledge.

Jincheng, Z., & Rahmat, H. (2022). Strategies using think aloud protocol.
International Journal of Academic Research in Business & Social Sciences,
12(10), 772-784. http://dx.doi.org/10.6007/IJARBSS/v12-i10/14990

Johnson, P. (1981b). Effects on reading comprehension of language complexity and
cultural background of a text. TESOL Quarterly, 15(2), 169-181.
https://doi.org/10.2307/3586408

Jonassen, D. (1991). Objectivism versus constructivism: Do we need a new
philosophical paradigm? Educational Technology Research and Development,
39(3), 5-14. https://doi.org/10.1007/BF02296434

Katheleen, Mc. (1986). Guide to college reading. Little Brown and Company.

Kara, S. (2015). Reading strategies: Prospective teachers and their teaching practices.
Journal of Education and Instructional Studies in the World, 5(3).

https://arastirmax.com/sites/default/files/filefield paths/03a.selma kara.pdf

Karbalaei, A. (2010). Iranian EFL and Indian ESL college students' beliefs about
reading strategies in L2. Network and Scientific Journals, 12(2), 51-68.
https://files.eric.ed.gov/fulltext/EJ1051514.pdf

Kellogg, G., & Howe, M. (1971). Using words and pictures in foreign language
learning. Alberta Journal of Educational Research, 17, 87-94.
https://api.semanticscholar.org/CorpusiD:141139251

219


http://creativecommons.org/licenses/by/4.0/
http://dx.doi.org/10.6007/IJARBSS/v12-i10/14990
https://doi.org/10.2307/3586408
https://doi.org/10.1007/BF02296434
https://arastirmax.com/sites/default/files/filefield_paths/03a.selma_kara.pdf
https://files.eric.ed.gov/fulltext/EJ1051514.pdf
https://api.semanticscholar.org/CorpusID:141139251

Keppel, G. (1991). Design and analysis: A researcher’s handbook (3rd ed.). Englewood
Cliffs, NJ: Prentice Hall.

Ketchum, E. (2006). The cultural baggage of second language reading: An approach to
understanding the practices and perspectives of a non-native product. Foreign
Language Annals, 39(1), 22-42. https://doi.org/10.1111/j.1944-
9720.2006.tb02247.x

Kheirzadeh, S., & Tavakoli, E. (2012). The causes of reading difficulty: The perception
of Iranian EFL post-graduate and under-graduate students. Journal of Language
Teaching and Research, 3(1), 147-152. https://doi.org/10.4304/jltr.3.1.147-152

Kintsch, E., & Van Dijk, T. A. (1978). Toward a model of text comprehension and text
production. Psychological Review, 85(2), 363-394.
https://psycnet.apa.org/doi/10.1037/0033-295X.85.5.363

Kirschner, P., Sweller, J., & Clark, R. (2006). Why minimal guidance during instruction
does not work: An analysis of the failure of constructivist, discovery, problem-
based, experiential, and inquiry-based teaching. Educational Psychologist,
41(2), 75-86. https://doi.org/10.1207/s15326985ep4102_1

Kivunja, C., & Kuyini, A. (2017). Understanding and applying research paradigms in
educational contexts. International Journal of Higher Education, 6(5), 26-29.
https://doi.org/10.5430/ijhe.v6n5p26

Kline, P. (1999). The handbook of psychological testing (2nd ed.). London: Routledge.

Knowles, M., Holton, E., Swanson, R., & Robinson, P. (2020). The adult learner: The
definitive classic in adult education and human resource development (9th ed.).

Routledge/Taylor & Francis Group.

Kopitski, M. (2007). Exploring the teaching of inference skills. School of Education and
Leadership  Student  Capstone Theses and  Dissertations.  340.
https://digitalcommons.hamline.edu/hse_all/340

Kothari, C. (2004). Research methodology: Methods and techniques. New Age

International

Kramsch, C. (2002). From Practice to Theory and Back Again. Language, Culture and
Curriculum, 15(3), 196-209. https://doi.org/10.1080/07908310208666644

220


https://doi.org/10.1111/j.1944-9720.2006.tb02247.x
https://doi.org/10.1111/j.1944-9720.2006.tb02247.x
https://psycnet.apa.org/doi/10.1037/0033-295X.85.5.363
https://doi.org/10.1207/s15326985ep4102_1
https://doi.org/10.5430/ijhe.v6n5p26
https://digitalcommons.hamline.edu/hse_all/340
https://doi.org/10.1080/07908310208666644

Krashen, S., & Terrell, T. (1989). The natural approach: Language acquisition in the
classroom. Pergamon: Prentice Hall.

Krejcie, R., & Morgan, D., (1970). Determining sample size for research activities.

Educational and Psychological Measurement.

Krosnick, J., & Presser, S. (2010). Questionnaire design. In J. D. Wright & P. V.
Marsden (Eds.), Handbook of survey research (pp. 263-314).

Kumar, R. (2014). Research methodology: A step-by-step guide for beginners. (4th ed.).
London: SAGE Publication Ltd.

Lak, M., Soleimani, H., & Parvaneh, F. (2017). The effect of teacher-centeredness
method vs. learner-centeredness method on reading comprehension among
Iranian EFL learners. Journal of Advances in English Language Teaching, 5(1),

1-10. http://www.european-science.com/jaelt

Lalicic, A., & Dubravac, V. (2021). The role of reading in English language classrooms.
MAP  Social Sciences, 1(1), 23-36. http://dx.doi.org/10.53880/2744-
2454.2021.1.1.23

Langan, J. (2002). Reading and study skills (7th ed.). New York: McGraw-Hill
Companies.

Lantolf, J. (2000). Socio-cultural theory and second language learning. Oxford: Oxford

University Press.

Larsen-Freeman, D. (2000). Teaching and principles in language teaching (2nd ed.).

Oxford: Oxford University Press.

Larsen-Freeman, D., & Anderson, M. (2011). Teaching and principles in language

teaching. Oxford: Oxford University Press.

Latiwish, M. (2003) Teacher’s training strategies. Benghazi: Garyounis University

Press.

Lather, P. (1986). Research as praxis. Harvard Educational Review, 56(3), 257-277.
https://doi.org/10.17763/haer.56.3.bj2h231877069482

Lattimer, H. (2015). Translating theory into practice: Making meaning of learner

centered education frameworks for classroom-based practitioners. International

221


http://www.european-science.com/jaelt
http://dx.doi.org/10.53880/2744-2454.2021.1.1.23
http://dx.doi.org/10.53880/2744-2454.2021.1.1.23
https://doi.org/10.17763/haer.56.3.bj2h231877069482

Journal of Educational Development,45, 65-76.
https://doi.org/10.1016/j.ijedudev.2015.09.012

Lea, S., Stephenson, D., & Troy, J. (2003). Higher education students' attitudes to
student-centered learning: beyond ‘educational bulimia'? Studies in higher
education, 28(3), 321-334. http://dx.doi.org/10.1080/03075070309293

Learning Point Associates. (2004). A closer look at the five essential components of
effective reading instruction: A review of scientifically based reading research
for teachers. Learning Point Associates.
https://files.eric.ed.gov/fulltext/ED512569.pdf

Lee, A., Kamler, B., & Aitchison, C. (2010). Publishing pedagogies for the doctorate
and beyond. USA: Routledge.

Lee, L., & Gundersen, E. (2011). Select readings: Teacher-approved reading for today's
students. Oxford: Oxford University Press.

Lemos, A., Sandars, J., Alves, P., & Costal, M. (2014). The evaluation of student
centeredness of teaching and learning: A new mixed-methods approach.
International Journal of Medical Education,5, 157-164.
http://dx.doi.org/10.5116/ijme.53ae.8f87

Lems, K., Miller, L., & Soro, T. (2010). Teaching reading to English language

learners: Insight from Linguistics. The Guilford Press: New York.

Leow, R. (2015). Explicit learning in the L2 classroom: A student-centered approach.

Georgetowm University. New York and London: Routledge.

Li, Y., & Wang, C. (2010). An empirical study of reading self-efficacy and the use of
reading strategies in the Chinese EFL context. The Asian EFL Journal, 12(2),
144-162. https://www.researchgate.net/publication/292808034

Lightbown, P., & Spada, N. (2006). How languages are learned, (3rd ed.). Oxford:

Oxford University Press.

Lightbown, P., & Spada, N. (2013). How languages are learned (4th ed.). Oxford:

Oxford University Press.

222


https://doi.org/10.1016/j.ijedudev.2015.09.012
http://dx.doi.org/10.1080/03075070309293
https://files.eric.ed.gov/fulltext/ED512569.pdf
http://dx.doi.org/10.5116/ijme.53ae.8f87
https://www.researchgate.net/publication/292808034_An_Empirical_Study_of_Reading_Self-Efficacy_and_the_Use_of_Reading_Strategies_in_the_Chinese_EFL_Context

Lin, L. (2015). Investigating Chinese HE EFL classrooms: Using collaborative learning
to enhance learning. London: Springer.

Lincoln, Y., & Guba, E. (Eds.). (1985). Naturalistic inquiry. Thousand Oaks: Sage.

Lincoln, Y., & Guba, E. (2000). Paradigmatic controversies, contradictions, and
emerging confluences. In N. K. Denzin & Y. S. Lincoln (Eds.), Handbook of
qualitative research (2nd ed., pp. 163-188). Thousand Oaks: Sage Publications
Ltd.

Lindsay, C., & Knight, P. (2006). Learning and teaching English: A course for
teachers. Oxford: Oxford University Press.

Lipka, O., & Siegel, L. S. (2012). The development of reading comprehension skills in
children learning English as a second language. Reading and writing, 25. 1873-
1898. http://dx.doi.org/10.1007/s11145-011-9309-8

Littlewood, W. (1981). Communicative language teaching. Cambridge: Cambridge

University Press.

Littlewood, W. (1996). “Autonomy”: An anatomy and a framework. System, 24(4), 427-
435. https://doi.org/10.1016/S0346-251X(96)00039-5

Littlewood, W., & Liu, N. (1996). Hong Kong students and their English. Macmillan
Publishers (China) Limited.

Liu, F. (2010). A short analysis of the nature of reading. English language teaching,
3(3), 152-157. https://doi.org/10.5539/elt.v3n3p152

Lo, J., Yeh, S, & Sung, C. (2013). Learning paragraph structure with online
annotations: an interactive approach to enhancing EFL reading comprehension.
System, 41, 413-427. http://dx.doi.org/10.1016/].system.2013.03.003

Logan, S., Medford, E., & Hughes, N. (2011). The importance of intrinsic motivation
for high and low ability readers’ reading comprehension performance. Learning
and Individual Differences, 21 (1), 124-128.
http://dx.doi.org/10.1016/j.1indif.2010.09.011

Lynch, D. (2010). Student-centered learning: The approach that better benefits

students. Virginia Wesleyaan Collage.

223


http://dx.doi.org/10.1007/s11145-011-9309-8
https://doi.org/10.1016/S0346-251X(96)00039-5
https://doi.org/10.5539/elt.v3n3p152
http://dx.doi.org/10.1016/j.system.2013.03.003
http://dx.doi.org/10.1016/j.lindif.2010.09.011

Ma, Y., & Lin, W. (2015). A Study on the relationship between English reading
comprehension and English vocabulary knowledge, Education Research
International, (9), 1-14. http://dx.doi.org/10.1155/2015/209154

Maasum, T., & Maarof, N. (2012). Empowering ESL readers with metacognitive
reading strategies. Procedia - Social and Behavioral Sciences, 69, 1250-1258.
https://doi.org/10.1016/j.sbspro.2012.12.058

Mackenzie, N. & Knipe, S. (2006). Research dilemmas: Paradigms, methods and
methodology. Issues in Educational Research, 16, 1-15.

https://www.iier.org.au/iierl6/mackenzie.html

Madaoui, R. (2013). Effects of pre-reading activities on EFL reading comprehension by
Moroccan college students. Higher Education of Social Science, 4(3), 9-19.
http://cscanada.net/index.php/hess/article/view/j.hess.1927024020130403.1132

Mart, C. (2012). Developing speaking skill through reading. International Journal of
English Linguistics,2(6). http://dx.doi.org/10.5539/ijel.v2n6p91

Martin-Ruiz, I. & Gonzalez-Valenzuela, M. (2022). Analysis of reading comprehension
and disabilities among teenagers. Anales de Psicologia, 38(2), 251-258.
https://doi.org/10.6018/analesps.419111

Martinez-Lage, A. (1997). Hypermedia technology in teaching reading. In M. D. Busch
& R. M. Terry (Eds.), Technology enhanced language learning (pp. 121-163).

Lincolnwood, IL: National Textbook Company.

Marsh, D. (2012). Blended learning: Creating learning Opportunities for language

learners. Cambridge: Cambridge University Press.

Marzban, A., & Adibi, A. (2014). The effect of teaching paragraph structure rules on
Iranian intermediate EFL learners’ reading comprehension ability. Theory and
Practice in Language Studies, 4 (2), 387-394.
http://dx.doi.org/10.4304/tpls.4.2.387-394

McCombs, B., & Whisler, J. (1997). The learner-centered classroom and school. San

Francisco, CA: Jossey-Bass.

224


http://dx.doi.org/10.1155/2015/209154
https://doi.org/10.1016/j.sbspro.2012.12.058
https://www.iier.org.au/iier16/mackenzie.html
http://cscanada.net/index.php/hess/article/view/j.hess.1927024020130403.1132
http://dx.doi.org/10.5539/ijel.v2n6p91
https://doi.org/10.6018/analesps.419111
http://dx.doi.org/10.4304/tpls.4.2.387-394

Mccombs, B. (2008). From One-Size-Fits-All to Personalized Learner-Centered
Learning: The Evidence. The F. M. Duffy Reports, 13(2), 1-12.
https://www.researchgate.net/publication/237640344

McDonough, J., & Shaw, C. (2003). Materials and methods in ELT: A teacher’s guide.
UK: Blackwell Publishing Ltd.

McGowan, S. (2007). Teaching styles of technical college core and occupational
faculty: Their relationship to student achievement (Doctoral dissertation,
Capella University). https://www.proguest.com/openview/4d00b13512fe10

McKay S. (1987). Cultural knowledge and the teaching of reading. In English Teaching
Forum, 25(2), 18-20. https://eric.ed.gov/?id=EJ838389

McKay, S. (2002). Teaching English as an international language: Rethinking goals

and approaches. Oxford: Oxford University Press.

McLeod, G. (2003). Learning theory and instructional design. Learning Matters, 2(3),
35-43. http://www.education.state.mn.us/MDE/Welcome/News/L earnMatter/

McNamara, D., Boonthum, C., Levinstein, I., & Millis, K. (2009). Evaluating self-
explanations in i-START: Comparing word-based and LSA algorithms.

Handbook of Latent semantic analysis. Psychology Press.

Medjahdi, W. (2015). Reading comprehension difficulties among EFL Learners: The
case of third-year learner sat Nehali Mohamed Secondary School [Unpublished
MED thesis]. University of Tlemcen. https://www.academia.edu/28626222/

Melandita, Y. (2019). Students’ difficulties in comprehending the English reading text
at the second semester of the eighth grade of SMP Darul Faslah Bandar
Lampung in the academic year of 2018/2019 [Undergraduate thesis], UIN
Raden Intan Lampung. https://repository.radenintan.ac.id/id/eprint/8042

Mermelstein, A. (2015). Asian EFL university students’ preference toward teaching
approaches. The CATESOL Journal, 27(2), 259-279.
http://dx.doi.org/10.5070/B5.36073

Merriam, S. (1998). Qualitative research and case study applications in education:
Revised and expanded from case study research in education. San Francisco:

Jossy-Bass Publishers.

225


https://www.researchgate.net/publication/237640344
https://www.proquest.com/openview/4d00b13512fe10
https://eric.ed.gov/?id=EJ838389
http://www.education.state.mn.us/MDE/Welcome/News/LearnMatter/
https://www.academia.edu/28626222/
https://repository.radenintan.ac.id/id/eprint/8042
http://dx.doi.org/10.5070/B5.36073

Mertens, D. (1998). Research methods in education and psychology: Integrating
diversity with quantitative and qualitative approaches. Thousand Oaks, CA:

Sage.

Miglietti, C. & Strange, C. (1998). Learning styles, classroom environment preferences,
teaching styles, and remedial course outcomes for underprepared adults at a
two-year college. Community College Review. 26 (1), 1-19.
http://dx.doi.org/10.1177/009155219802600101

Mikulecky, B. (2008). Teaching reading in a second language. Pearson Education.

Ministry of Education. (2018). English for Libya: Secondary 3 course book, literary
section. Garnet Publishing Ltd.

Mohamed, S. (1987). The communicative approach in language teaching and its
implications for syllabus design in Libya (Doctoral thesis, University of East
Anglia England). University of East Anglia School of Modern Languages and
European Studies. https://search.worldcat.org/en/title/1101309889

Mohamed, S. (2016). Evaluating EFL students’ reading comprehension skills with
reference to the Department of English at Zawia University, Libya. Liverpool
John Moores University (United Kingdom).
https://core.ac.uk/download/pdf/74237162.pdf

Mohammad, A. (2011). The effect of scaffolding on reading comprehension of 263
various text modes on Iranian EFL learners with different proficiency levels.
Social Sciences and Humanities, 2(4), 1-28.
https://www.researchgate.net/publication/49600339

Mohsen, A. (2014). Teaching English as a foreign language in Libya. Scientific
Research Journal (SCIRJ), [I(XI), 58-64. https://www.scirj.org/papers-
1114/scirj-P1114206.pdf

Mokhtari, K., & Reichard, C. (2002). Assessing students’ metacognitive awareness of
reading strategies. Journal of Educational Psychology, 94(2), 249-259.
http://dx.doi.org/10.1037/0022-0663.94.2.249

226


http://dx.doi.org/10.1177/009155219802600101
https://search.worldcat.org/en/title/1101309889
https://core.ac.uk/download/pdf/74237162.pdf
https://www.researchgate.net/publication/49600339_
https://www.scirj.org/papers-1114/scirj-P1114206.pdf
https://www.scirj.org/papers-1114/scirj-P1114206.pdf
http://dx.doi.org/10.1037/0022-0663.94.2.249

Moreillon, J. (2012). Reading comprehension at the core of the library program. School
Library Monthly, 29 (2), 5-8.
http://judimoreillon.pbworks.com/w/file/fetch/157370157/pdf

Mosteller, F. (1995). The Tennessee study of class size in the early school grades. The
Future of Children: Critical Issues for Children and Youths, 5(2), 113-127.
https://doi.org/10.2307/1602360

Murcia, C. (2001). Teaching English as a second or foreign language. Washington:

Heinle and Heinle Thomas Learning Inc.

Najeeb, S. (2013). The business of teaching English as a second language: A Libyan
case study. Procedia-social and behavioral Sciences, 70, 1243-1253.
http://dx.doi.org/10.1016/].sbspro.2013.01.184

Naidu, B., briewin, M., & Embi, M. (2013). Reading strategy: Tackling reading through
topic and main ideas. English Language Teaching, 6(11), 60-64.
http://dx.doi.org/10.5539/elt.v6n11p60

Nassaji, H. (2011). Issues in second-language reading: Implications for acquisition and
instruction. Reading Research Quarterly, 46 (2), 73- 184.
http://dx.doi.org/10.2307/41203420

Nassaji, H., & Fotos, S. (2011). Teaching grammar in second language classroom.

London: Routledge.

Neuman, S., & McCormick, S. (Eds.). (1995). Single-Subject experimental research:
Applications for literacy. Newark, DE: International Reading Association.

Nezami, S. (2012). A critical study of comprehension strategies and general problems in
reading skill faced by Arab EFL learners with special reference to Najran
University in Saudi Arabia. International Journal of Social Sciences and
Education, 2(3), 306-316. https://api.semanticscholar.org/CorpusiD:147811706

Nicol, D., & Macfarlane-Dick, D. (2006). Formative assessment and self-regulated
learning: A model and seven principles of good feedback practice. Studies in
Higher Education, 31(2), 199-218. https://doi.org/10.1080/03075070600572090

Nunan, D. (1988). The Learner-centered curriculum. Cambridge: Cambridge University

Press.

227


http://judimoreillon.pbworks.com/w/file/fetch/157370157/pdf
https://doi.org/10.2307/1602360
http://dx.doi.org/10.1016/j.sbspro.2013.01.184
http://dx.doi.org/10.5539/elt.v6n11p60
http://dx.doi.org/10.2307/41203420
https://api.semanticscholar.org/CorpusID:147811706
https://doi.org/10.1080/03075070600572090

Nunan, D. (1991). Language teaching methodology: A text book for teachers.
Macquarie University, Sydney.

Nunan, D. (2001) Designing tasks for the communicative classroom. Cambridge:

Cambridge University Press.
Nunan, D. (2003). Practical English language teaching. Boston: McGraw Hill.

Nunan, D. (2013). Learner-centered English language education: The selected works of
David. New York: Routledge.

Nurjanah, R. (2018). The analysis on students’ difficulties in doing reading
comprehension final test. Metathesis: Journal of English Language Literature
and Teaching, 2(2), 253-264. https://doi.org/10.31002/metathesis.v2i2.958

Nurmalasari, N., & Haryudin, A. (2021). The students' difficulties in learning reading.
PROJECT (Professional Journal of English Education), 4(1), 29-36.
https://doi.org/10.22460/project.v4il.p29-36

Nuttall, C. (1982). Teaching reading skill in a foreign language. London: Heinemann

Educational Books.

Olson, M., & Gee, T. (1991). Content reading instruction in the primary grades:
Perceptions and strategies. The Reading Teacher, 45(4), 298-307.
http://www.jstor.org/stable/44824497

O’Neill, G., & McMahon, T. (2005). Student-centered learning: What does it mean for
students and lecturers? https://www.researchgate.net/publication/241465214

Omaggio-Hadley, A. (2001). Teaching language in context (3rd ed.). Boston: Heinle &

Heinle.

Omar, M. (2018). Investigating Strategies Used by Libyan EFL Teachers in Teaching
Reading Comprehension at Sirte Basic Education Schools. Abhat Journal, (12),
465-455. https://doi.org/10.37375/abhat.vil2.729

Omar, S. (2013). The relevance of Libyan secondary school materials to the learners
and their needs. Scientific Research Journal (SCIRJ), | (V), 27-40.

https://www.scirj.org/rp/files/original/

228


http://www.jstor.org/stable/44824497
https://www.researchgate.net/publication/241465214
https://doi.org/10.37375/abhat.vi12.729
https://www.scirj.org/rp/files/original/

Omar, Y. (2014). Perceptions of selected Libyan English as foreign language teachers

reqgarding teaching of English in Libya (Doctoral dissertation, University of
Missouri Columbia). http://dx.doi.org/10.13140/RG.2.2.13680.40969

Omar, Y. (Ed.). (2020). Pedagogical issues in teaching and learning English as a
foreign language in Libyan schools' various settings. Berlin, Germany:

Democratic Arab Center Strategic, Political & Economic Studies.

Omar, Y. (Ed.). (2025). Educational studies and issues in teaching and learning English
as a foreign language at Libyan settings (1st ed.). Democratic Arab Center for

Strategic, Political & Economic Studies.

Orafi, S. (2008). Investigating Teacher's Practice and Beliefs in Relation to Curriculum
Innovation in English Language Teaching in Libya. (Doctoral dissertation,
University of Leeds. UK). https://core.ac.uk/reader/40043850

Orafi, S. (2022). English language curriculum reform strategies: A critical review.

ResearchGate. https://www.researchgate.net/publication/366386159

Orafi, S., & Borg, S. (2009). Intentions and realities in implementing communicative
curriculum reform. System, 37(2), 243-253.
https://doi.org/10.1016/j.system.2008.11.004

Orafi, S., & Abdullah, S. (2022). Contextual influences on English language teaching in
Libya. https://doi.org/10.37376/glj.vi52.1600

Ortega, L. (2009). Understanding second language acquisition. London: Hodder

Education.

Qrgez, M., & Ab Rashid, R. (2017) Reading comprehension difficulties among EFL
learners: A case of the first and the second years students at Yarmouk
University Jordan. Arab World English Journal (AWE), 8(3), 1-11.
http://dx.doi.org/10.24093/awej/vol8no3.27

Otman, W., & Karlberg, E. (2007). The Libyan economy: Economic diversification and
international repositioning. NY: Springer Science & Business Media.

Owen, E., Razali, A., & Elhaj, I. (2019). From the past to the present: A view of
teaching English as a Foreign Language (EFL) in Libya and the role of
Communicative Language Teaching (CLT) approach. International Journal of

229


http://dx.doi.org/10.13140/RG.2.2.13680.40969
https://core.ac.uk/reader/40043850
https://www.researchgate.net/publication/366386159
https://doi.org/10.1016/j.system.2008.11.004
http://dx.doi.org/10.24093/awej/vol8no3.27

Academic Research in Business and Social Sciences, 9(2), 459-476.
http://dx.doi.org/10.6007/IJARBSS/v9-i2/5580

Oxford, R. (1990). Language learning strategies: What every teacher should know.
New York: Newbury House.

Palaming, A. (2018). The relationship between reading comprehension and reading
strategies used by the students. International Journal of Research, 5(4).
https://edupediapublications.org/journals/index.php/IJR/

Pammua, A., Amir, Z., & Maasum, T. (2014). Metacognitive reading strategies of less
proficient tertiary learners: A case study of EFL learners at a public university
in Makassar, Indonesia. Procedia - Social and Behavioral Sciences, 118, 357-
364. https://doi.org/10.1016/j.sbspro.2014.02.049

Pang, E., Muaka, A., Bernhardt, E., & Kamil, M. (2003). Teaching reading. Educational
Practices Series, 12. International Academy of Education (IAE) and the

International Bureau of Education (IBE).

Park, Y., Ahn, S., Lee, J., Kim, H., & Choi, M. (2020). The positivism paradigm of
research. Journal of Academic Medicine, 95(5), 1-10.
https://journals.lww.com/academicmedicine/fulltext/2020/05000/the_positivism

paradigm_of research.16.aspx?WT.mc_id=EMXALLx20100222xxFRIEND

Patesan, M., Balagiu, A., Zechia, D., & Alibec, C. (2014). Critical reading. Revista
Academiei Fortelor Terestre, 1 (37), 62-67. Retrieved from https://doaj.org/

Patel-Junankar, D. (2017). Learner-Centered Pedagogy: Teaching and Learning in the
21st Century. In G. Kayingo & V. M. Hass (Eds.), The health professions
educator: A practical guide for new and established faculty (pp. 3-11).
Springer Publishing Company. https://doi.org/10.1891/978082

Pathan, M. (2012). Advantages of using short-stories in ELT classroom and the Libyan
EFL learners’ perceptions towards them for developing reading comprehension

skills. Arab World English Journal,4 (1), 28- 41. https://www.awej.org

Phillips, D., & Burbules, N. (2000). Post-Positivism and Educational Research.
Lanham, NY: Rowman & Littlefield.

230


http://dx.doi.org/10.6007/IJARBSS/v9-i2/5580
https://edupediapublications.org/journals/index.php/IJR/
https://journals.lww.com/academicmedicine/fulltext/2020/05000/the_positivism_paradigm_of_research.16.aspx?WT.mc_id=EMxALLx20100222xxFRIEND
https://journals.lww.com/academicmedicine/fulltext/2020/05000/the_positivism_paradigm_of_research.16.aspx?WT.mc_id=EMxALLx20100222xxFRIEND
https://doaj.org/
https://doi.org/10.1891/978082
https://www.awej.org/

Phillips, D. (2001). Longman complete course for the TOEFL test: Preparation for the
computer and paper test. New York: Addison-Wesley Longman, Inc.

Pica, T. (1987). Second-language acquisition, social interaction, and the classroom.
Applied Linguistics, 8(1), 3-21. https://doi.org/10.1093/applin/8.1.3

Piaget J. (1972). To understand is to invent. New York: The Viking Press.

Pintrich, P., Smith, D., Garcia, T., & McKeachie, W. (1991). A manual for the use of
the motivated strategies for learning questionnaire (MSLQ). Ann Arbor, MI:

National Center for Research to Improve Postsecondary Teaching and Learning.

Potter, W. (1996). An analysis of thinking and research about qualitative methods.

Mahwah, NJ: Lawrence Erlbaum Associates, Publishers.

Pradani, A. (2021). The Importance of Reading to Expand Knowledge. Retrieved
from https://www.researchgate.net/publication/352020734

Pressley, M. (2002a). Metacognition and self-regulated comprehension. In A. E.
Farstrup & S. J. Samuels (Eds.), What research has to say about reading
instruction (3rd ed., pp. 291-309). Newark, DE: International Reading

Association.

Pressley, M. (2002b). Metacognition and self-regulated instruction. In A. Farstrup & S.
Sanuels (Eds.), What research has to say about reading instruction (pp. 291-

309). Newark, DE: International Reading Association.

Pressley, M., & Afflerbach, P. (1995). Verbal reports of reading: The nature of

constructively responsive reading. Hillsdale, NJ: Erlbaum.

Pritchard, A. (2007) Effective teaching with internet technologies: Pedagogy and
practice. Thousand Oaks, CA: Sage Publications.

Priya, A. (2021). Case study methodology of qualitative research: Key attributes and
navigating the conundrums in its application. Sociological Bulletin, 70(1),94-
110. https://www.scribd.com/document/675573660/

Qian, Z., Lee, K., & Leeg, S. (2023). Academic reading challenges and strategies used by

Chinese undergraduate students in a selected private university in

231


https://doi.org/10.1093/applin/8.1.3
https://www.scribd.com/document/675573660/

Malaysia. Journal of Research Policy & Practice of Teachers & Teacher
Education, 13(1), 27-43. https://doi.org/10.37134/jrpptte.vol13.1.3.2023

Quinn, F. (2000) The principles and practice of nurse education (4th ed.). London:
Stainly Thornes.

Quinn J., Wagner R., Petscher, Y., & Lopez, D. (2015). Developmental relations
between vocabulary knowledge and reading comprehension: A latent change
score modeling study. Child Dev., 86(1), 159-75.
http://dx.doi.org/10.1111/cdev.12292

Rababa’h, G. (1991). The effect of using skimming and scanning on first secondary
scientific class students’ achievement in reading comprehension (Unpublished

master's thesis), Yarmouk University.
Ragin C. (1994). Constructing social research. Sage Publications.

Rajab, A., Rahman, A., Wahab, R., Nor, M., Zakaria, N., & Rajim, Z. (2017).
Metacognitive reading strategies among undergraduates. International Journal
of  Information and  Education  Technology, 7(7), 548-551.
http://dx.doi.org/10.18178/ijiet.2017.7.7.928

Ramadhianti, A., & Somba, S. (2023). Reading comprehension difficulties in
Indonesian EFL students. Journal of English Language Teaching and Literature
(JELTL), 6(1), 1-11. https://doi.org/10.47080/jeltl.v6i1.2477

Rashed, M. (2016). Difficulties that students face in English Department at Al-Zawia
University when comprehending a text. International Review of Social Sciences

and Humanities,11(1), 20-33. http://www.irssh.com/

Reigeluth, C., Beatty, B., & Myers, R. (Eds.) (2017). Instructional-design theories and
models, volume IV: The learner-centered paradigm of education. New York:

Routledge.

Richards, J. (2015). Key Issues in Language Teaching. Cambridge: Cambridge

University Press.

Richards, J. (2006). Communicative Language Teaching today. New York: Cambridge

University Press.

232


http://dx.doi.org/10.1111/cdev.12292
http://dx.doi.org/10.18178/ijiet.2017.7.7.928
http://www.irssh.com/

Richards, J., & Rodgers, T. (2001) Approaches and methods in language teaching (2nd
ed). Cambridge: Cambridge University Press.

Richards, J., & Rodgers, S. (2014). Approaches and methods in language teaching (3rd
ed.). Cambridge: Cambridge University Press.

Richards, J., & Rodgers, S. (2015). Approaches and methods in language teaching (4th
ed.). Cambridge: Cambridge University Press.

Richards, J., & Schmidt, R. (2002). Longman dictionary of language teaching and
Applied Linguistics (3rd eds.) London: Longman.

Richards, J., & Schmidt, R. (2010). Longman dictionary of language teaching and
Applied Linguistics (4th ed.). London & New York: Routledge.

Richardson, V. (1997). Constructivist teacher education: Building a world of new

understanding. London: The Flamer Press.

Ringler, L., & weber, C. (1984). A language —thinking approach to reading. San Diego:
Harcourt Brace Jovanovich, Ink.

Robb, T., & Susser, B. (1989). Extensive reading vs skills building in an EFL context.
Reading in a Foreign Language, 5(2), 239-251.
https://www.researchgate.net/publication/285364490

Rogers, T. (2001). Language teaching methodology. From

http://www.cal.org/resources/digest/rodgers.html

Roe, B., Smith, S., & Burns, P. (2005). Teaching reading in today’s elementary schools.
New York: Houghton Mifflin Company.

Rogers, C., & Freiberg, J. (1994). Freedom to learn (3rd ed.). Upper Saddle River, NJ:
Merrill Publishing.

Rogoff, B. (1990). Apprenticeships in thinking. New York: Oxford University Press.

Rosenblatt, L. M. (1978). The reader, the text, the poem: The Transactional theory of

the literary work. Carbondale, IL: Southern Illinois University Press.

Rothstein, C., & Trumbull, F. (2008). Managing diverse classrooms: How to build on

students’ cultural strengths. ASCD.

233


https://www.researchgate.net/publication/285364490
http://www.cal.org/resources/digest/rodgers.html

Ruddell, R., Ruddell, M., & Singer, H. (1994). Theoretical models and processes of

reading (4th ed.). Newark: International Reading Association.

Rumelhart, D. (1977). Toward an interactive model of reading. In: Theoretical models
and processes of reading (pp. 722-750). Newark, DE: International Reading
Association.
https://doi.org/10.1111/j.1540-4781.1989.th05321.x

Rumelhart, D. (1980). Schemata: The building blocks of cognition. In R. J. Spiro, B. C.
Bruce, & W. F. Brewer (Eds.), Theoretical issues in reading comprehension
(pp. 33-58). Hillsdale, NJ: Lawrence Erlbaum.
https://doi.org/10.4324/9781315107493-4

Rumelhart, D., & McClelland, J. (1982). An interactive activation model of context
effects in letter perception: Il. The contextual enhancement effect and some
tests and extensions of the model. Psychological Review, 89(1), 60-94.
https://psycnet.apa.org/doi/10.1037/0033-295X.89.1.60

Rustipa, K. (2010). Teaching communicative reading. Ragan Journal Pengembangan

Humaniora, 10(3). http://www.teachingenglish.org.uk/article/making-reading-

communicarice

Safadi, E., & Rababah, G. (2012). The effect of scaffolding instruction on reading
comprehension skills. International Journal of Language Studies (1JLS), 6(2),1-
38. https://www.researchgate.net/publication/319460072

Sangia, R. (2014). The process and purpose of reading. ResearchGate GmbH.
http://dx.doi.org/10.17605/OSF.10/ZQG6P

Samarajeewa, C. (2023). Metacognition in reading comprehension. Globus, 13(2),
38. https://doi.org/10.46360/globus.edu.220232005

Samuels, S., & Kamil, M. (1988). Models of the reading process. In P. Carrell, J.
Devine, & D. Eskey (Eds.), Interactive approaches to second language reading
(pp. 22-36). Cambridge: Cambridge University Press. (Reprinted from Samuels,
S. J., & Kamil, M. L. (1984). Models of the reading process. In P. D. Pearson,
P. Mosenthal, M. Kamil & R. Barr (Eds.), Handbook of reading research. New

York: Longman, Inc.).

234


https://doi.org/10.1111/j.1540-4781.1989.tb05321.x
https://doi.org/10.4324/9781315107493-4
https://psycnet.apa.org/doi/10.1037/0033-295X.89.1.60
http://www.teachingenglish.org.uk/article/making-reading-communicarice
http://www.teachingenglish.org.uk/article/making-reading-communicarice
https://www.researchgate.net/publication/319460072
http://dx.doi.org/10.17605/OSF.IO/ZQG6P

Saraswati, N., Dambayana, P., & Pratiwi, N. (2021). An analysis of students’ reading
comprehension difficulties of eighth-grade students. Jurnal IKA Undiksha,
19(1), 34-45. https://doi.org/10.23887/ika.v19i1.31826

Sarwar, Z. (2001). Adapting individualization techniques for large classes. In D. A. Hall
& A. Hewings (Eds.), Innovation in English language teaching: A reader (pp.
127-158). Routledge.

Savignon, S. (1983). Communicative competence: Theory and classroom practice.
Menlo Park: Addison-Wesley.

Savilie-Troike, M. (2012). Introducing Second Language Acquisition. Cambridge:
Cambridge University Press.

Septia, N., Indrawati, 1., Juriana, J., & Rudini, R. (2022). An analysis of students’
difficulties in reading comprehension. EEdJ: English Education Journal, 2(1),
11-22. https://doi.org/10.32923/eed].v2i1.2519

Shang, H. (2010). Reading strategy use, self-efficacy and EFL reading comprehension.
The Asian EFL Journal, 12(2), 18-42. https://www.asian-efl-journal.com/main-

editions-new/
Skinner, B. (1957). Verbal behaviour. New York: Appleton-Century-Crofts.

Skinner, B. (1986). Programmed instruction revisited. Phi Delta Kappa, 68(2), 103-
110. URL:https://www.passeidireto.com/arquivo/26765185/

Smith, F. (1972). Understanding reading: A psycholinguistic analysis of reading and
learning to read. American Educational Research, 1(9), 165-168.
http://www.jstor.org/stable/1162059

Smith, W. (1978). Cloze procedure as applied to reading. In: O. Buros, (Ed.), The Eight
Mental Measurements Yearbook. Highbury Park: Cryphon.

Smith, J. (1983, March). Quantitative versus qualitative research: An attempt to clarify
the issue. Educational Researcher, 6-13.
https://doi.org/10.3102/0013189X012003006

Snow, C. (2002). Reading for understanding: Toward a research and development

program in reading comprehension. Santa Monica, CA: RAND.

235


https://doi.org/10.23887/ika.v19i1.31826
https://doi.org/10.32923/eedj.v2i1.2519
https://www.asian-efl-journal.com/main-editions-new/
https://www.asian-efl-journal.com/main-editions-new/
https://www.passeidireto.com/arquivo/26765185/
http://www.jstor.org/stable/1162059
https://doi.org/10.3102/0013189X012003006

Solak, E., & Altay, F. (2014). The reading strategies used by prospective English
teachers in Turkish ELT context. International Online Journal of Education
and Teaching, 1(3), 78-89. https://files.eric.ed.gov/fulltext/ED553411.pdf

Stahl, S., & Kuhn, M. (2002). Making it sound like language: Developing fluency. The
Reading Teacher, 55(6), 582-584. http://www.jstor.org/stable/20205100

Staples, R. (2007). Early childhood education: An interpersonal encyclopaedia.
Westport: Greenwood Publishing Group.

Stay, R. (2012). Questionnaire designing for a survey. The Journal of Indian Society,
46(4), 37-1

Stanovich, K. (1986). Matthew effects in reading: Some consequences of individual
differences in the acquisition of literacy. Reading Research Quarterly, 21(4),
360-406. http://dx.doi.org/10.1598/RRQ.21.4.1

Stoller, F. (1997). Project work. A means to promote language content. Forum, 35(4), 1-

10. https://api.semanticscholar.org/Corpus

Stronge, J. (2007). Qualities of effective teachers (2nd ed.). Alexandria: ASCD.

Su, C. (2001). Evaluation of reading skills applied in the first-year college English
reading course. Presented at the Tenth International Symposium on English

Teaching, Taipei, Taiwan: Crane.

Sawani, F. (2009). Factors affecting English teaching and its materials preparation in
Libya. (Doctoral thesis, University of Essex).
https://www.academia.edu/16296431/

Suwaed, H. (2011). Teachers' cognition and classroom teaching practice: An
investigation of teaching English writing at the university level in Libya
(Doctoral thesis, University of Glasgow).
https://eleanor.lib.gla.ac.uk/record=b2884427

Swain, M., Kinnear, P., & Steinman, L. (2010). Sociocultural theory in second
language education. Bristol: Multilingual Matters.

https://api.semanticscholar.org/CorpusID:16665649

236


https://files.eric.ed.gov/fulltext/ED553411.pdf
http://dx.doi.org/10.1598/RRQ.21.4.1
https://api.semanticscholar.org/Corpus
https://www.academia.edu/16296431/
https://eleanor.lib.gla.ac.uk/record=b2884427
https://api.semanticscholar.org/CorpusID:16665649

Tadayonifar, M., Valizadeh, M., Entezari, M., & Bahraman, M. (2021). The impacts of
reading strategy instruction on improving the reading comprehension of
students with different learning styles. Language Learning in Higher
Education, 11(2), 413-432. https://doi.org/10.1515/cercles-2021-2024

Takac, V. (2008). Vocabulary learning strategies and foreign language acquisition:

Second language acquisition. Bristol: Multilingual Matters Ltd.

Tashakkori, A., & Creswell, J. (2007). The new era of mixed methods. Journal of Mixed
Methods Research,1(1), 3-7. http://dx.doi.org/10.1177/2345678906293042

Tarigan, G. (1990). Pengantar penelitian hukum. Jakarta: Indonesia University.

Talebi, S. (2013). Cross-linguistic transfer (from L1 to L2, L2 to L1, and L2 to L3) of
reading strategies in a multi-competent mind. Journal of Language Teaching
and Research, 4 (2), 432-436. http://dx.doi.org/10.4304/jltr.4.2.432-436

Tauber, R. (2007). Classroom management: Sound theory and effective practice (4th

ed.). Westport: Greenwood Publishing Group.

The Libya Update. (2024, April 13). UK issues travel warning for 18 countries
including Libya. Retrieved September 1%t ,2025 from

https://libyaupdate.com/uk-issues-travel-warning-for-18-countries-including-

libya/#

Thomas, S., & Farrell, C. (2009). Teaching reading to English language learners: A

reflective guide. California: Corwin Press.

Thriveni, C. (2002). Cultural elements in translation: The Indian perspective.

Translation Journal. 6(1). http://accurapid.com/journal/19culture.htm

Tierney, R., & Readence, J. (2005). Reading strategies and practices: A
compendium (6th ed.). Boston: Allyn & Bacon.

Toh, K. (1994). Teacher-centered teaching is alive and well. Teaching and
Learning,15(1), 12-7.

Tomi, N. (2023). An evaluation of the English for Libya textbook series at Libyan
primary schools: An evaluative study. Wadi Al-Nile Journal for Human, Social,

237


http://dx.doi.org/10.1177/2345678906293042
http://dx.doi.org/10.4304/jltr.4.2.432-436
https://libyaupdate.com/uk-issues-travel-warning-for-18-countries-including-libya/
https://libyaupdate.com/uk-issues-travel-warning-for-18-countries-including-libya/
http://accurapid.com/journal/19culture.htm

and Educational Studies (Peer-Reviewed Scientific Journal), 39(39), 369-412.
https://doi.org/10.21608/jwadi.2023.308285

Tracey, D., & Mandel, L. (2012). Lenses on reading: An introduction to theories and
models (2nd ed.). New York: Guilford Press.

Tudor, l. (1996). Learner-centeredness as language education.

https://api.semanticscholar.org/CorpusiD:60534952

United Nations Educational, Scientific and Cultural Organization. (1996). Education
advisory mission to Libya. Paris.
https://unesdoc.unesco.org/ark:/48223/pf0000102913 ara.locale=ar

United Nations Children's Fund. (2020). A boost for distance learning by school
children in Libya. https://www.unicef.org/libya/reports/boost-distance-learning-

school-children-libya

Ur, P. (1996) A course in language teaching: Practice and theory. Cambridge

University Press, Cambridge.

Vacca, J., Vacca, R., & Gove, M. (1991). Reading and learning to read. (2nd ed.).

Harper Collins Publishers.

Vandewalli, D. (2009). A history of modern Libya (2nd ed.). Cambridge University

Press.

Verghese, P. (2007). Teaching English as a second language (7th ed.). New Delhi:
Sterling Publishers.

Vygotsky, L. (1978). Mind in society. Cambridge, MA: Harvard University.

Wahyuningsih, D., & Muis, A. (2020). Male students' reading comprehension
difficulties AL-ISHLAH: Jurnal Pendidikan, 12(2), 360-371.
http://dx.doi.org/10.35445/alishlah.v12i2.265

Wallace, C. (2003) Reading. Oxford: Oxford University Press.

Walliman, N.  (2006). Social  research  methods. London: SAGE.
https://doi.org/10.4135/9781849209939

Weaver, C. (2002). Reading processes and practice. Heinemann: USA.

238


https://unesdoc.unesco.org/ark:/48223/pf0000102913_ara.locale=ar
http://dx.doi.org/10.35445/alishlah.v12i2.265
https://doi.org/10.4135/9781849209939

Wellman, B. (1998). Changing connectivity. Sociological Research Online, 4(4).

Weimer, M. (2002). Learner-centered teaching: Five key changes to practice. Jossey-

Bass.

Weimer, M. (2013). Learner-centered teaching: Five key changes to practice (2nd ed.).

Jossey-Bass.

Weinberger, E. & McCombs, B. (2003). Applying the LCPs to high school education.
Theory into Practice, 42(2), 117-126.
http://dx.doi.org/10.1207/s15430421tip4202 5

Wertsch, J. (1985). Vygotsky and the social formation of mind. UK: Harvard University

Press.

Wheida, A. (2023). Implementing English for Libya 21st century skills in first-year state
secondary  schools  (Master's  thesis, University — of  Tripoli).
https://uot.edu.ly/downloadpublication.php?file=aAh3KNQqr43321686126580 p

ub.pdf

Widdowson, H. (1979). The process and purpose of reading explorations in Applied

Linguistics. Oxford: Oxford University Press.

Widdowson, H. (1997). Approaches to second language teacher education. In G.
Tucker, D. Tucher, & D. Corson, (Eds.) Encyclopedia of language and
education, second language education (pp.121-129). Netherlands: Klumer.
https://rd.springer.com/chapter/10.1007/978-94-011-4419-3 12

Will, M. (2022). The school year is getting hotter. How does heat affect student learning

and well-being? Education Week. https://www.edweek.org/leadership/the-

school-year-is-getting-hotter-how-does-heat-affect-student-learning-and-well-

being/2022/09

Wilcox, C., & Williams, L. (1990). Taking stock of schema theory. The Social Science
Journal, 27(4), 373-393.

Wilhelm, J., Baker, T., & Hackell, J. (2001). Strategic reading: Guiding students to
lifelong literacy, 6-12. Portsmouth, NH: Boynton/Cook Publisher, INC.

https://digitalcommons.library.umaine.edu/fac monographs/223

239


http://dx.doi.org/10.1207/s15430421tip4202_5
https://uot.edu.ly/downloadpublication.php?file=aAh3KNqr43321686126580_pub.pdf
https://uot.edu.ly/downloadpublication.php?file=aAh3KNqr43321686126580_pub.pdf
https://rd.springer.com/chapter/10.1007/978-94-011-4419-3_12
https://www.edweek.org/leadership/the-school-year-is-getting-hotter-how-does-heat-affect-student-learning-and-well-being/2022/09
https://www.edweek.org/leadership/the-school-year-is-getting-hotter-how-does-heat-affect-student-learning-and-well-being/2022/09
https://www.edweek.org/leadership/the-school-year-is-getting-hotter-how-does-heat-affect-student-learning-and-well-being/2022/09
https://digitalcommons.library.umaine.edu/fac_monographs/223

Williams, E. (1996). Reading in the language classroom. London: Macmillan.

Wright, T., & Beaumont, M. (2015). Experiences of second language teacher

education. New York: Palgrave Macmillan.
Woolfolk, A. (2001) Educational psychology (8th ed.). Boston: Allyn and Bacon.

Yaghmour, K. S., & Obaidat, L. T. (2022). The effectiveness of using direct instruction
in teaching comprehension: Skill of Third-Grade students. International
Journal of Instruction,15(2), 373-392.
http://dx.doi.org/10.29333/iji.2022.15221a

Yang, S. (2021). Diagnosing reading problems for low-level Chinese as second
language learners. System, 97,
102433. https://doi.org/10.1016/j.system.2020.102433

Yin, R. (2003). Case study research: Design and methods (3rd ed.). Thousand Oaks,
CA: Sage.

Yin, R. (2009). Case study research: Design and methods (4th ed.). Thousand Oaks,
CA: Sage.

Yin, R. (2014). Case study research: Design and methods (5th ed.). Thousand Oaks,
CA: Sage.

Omar, Y. (Ed.). (2020). Pedagogical issues in teaching and learning English as a
foreign language in Libyan schools' various settings. Berlin, Germany:
Democratic Arab Center Strategic, Political & Economic Studies.

Omar, Y. (Ed.). (2025). Educational studies and issues in teaching and learning English
as a foreign language at Libyan settings (1st ed.). Democratic Arab Center for

Strategic, Political & Economic Studies.

Zayyad, M. (2009). The impact of mediated cognitive strategies on the reading
comprehension performance and self-efficacy of Palestinian-Arab middle
school students with LD: A mixed-methods research (Doctoral thesis, Boston
College). Boston College and Lynch  School of Education.
http://hdl.handle.net/2345/1419

240


http://dx.doi.org/10.29333/iji.2022.15221a
http://hdl.handle.net/2345/1419

Zhong, K., Wong, L., & Yong, M. (2024). Reading comprehension problems in Chinese
among children in a Malaysian international school. International Journal of
Academic Research in Progressive Education and Development, 13(3), 705-
725. https://doi.org/10.6007/IJARPED/v13-i3/21828

Yule, G. (2010). The study of language (4th ed.). Cambridge: Cambridge University

Press.

Zayyad, M. (2009). The impact of mediated cognitive strategies on the reading
comprehension performance and self-efficacy of Palestinian-Arab middle
school students with LD: A mixed-methods research (Doctoral thesis, Boston
College). Boston College and Lynch  School of Education.
http://hdl.handle.net/2345/1419

Zraga, A. (2018). An investigation of the relationships between Libyan EFL lecturers’
beliefs about the teaching and learning of reading in English and their
classroom practices in Libyan universities (Doctoral thesis, University of
London Metropolitan).
https://repository.londonmet.ac.uk/1559/1/Zraga%2CAhmedRashedAhmed_Ph
DThesis_Final.pdf

Zeat, T. (2022). Investigating Libyan EFL university teachers’ and students’ attitudes
towards using audio books for developing reading fluency [Unpublished
master's  thesis]. University = of  Zawia  Faculty of  Arts.
https://dspace.zu.edu.ly/bitstream/handle/1/2033/Final-draft-of-

thesis.pdf?sequence=1&isAllowed=y

Zhang, X. (2008). The effect of formal schema on reading comprehension: An
experiment with Chinese EFL readers. Computational Linguistics and Chinese
Language Processing, 13(2), 197-214. https://aclanthology.org/O08-4004

Zohrabi, M., Torabi, M., & Baybourdiani, P. (2012). Teacher-centered and/or student-
centered learning: English language in Iran. English Language and Literature
Studies, 2(3). 18-30. http://dx.doi.org/10.5539/ells.v2n3p18

241


https://doi.org/10.6007/IJARPED/v13-i3/21828
http://hdl.handle.net/2345/1419
https://repository.londonmet.ac.uk/1559/1/Zraga%2CAhmedRashedAhmed_PhDThesis_Final.pdf
https://repository.londonmet.ac.uk/1559/1/Zraga%2CAhmedRashedAhmed_PhDThesis_Final.pdf
https://dspace.zu.edu.ly/bitstream/handle/1/2033/Final-draft-of-thesis.pdf?sequence=1&isAllowed=y
https://dspace.zu.edu.ly/bitstream/handle/1/2033/Final-draft-of-thesis.pdf?sequence=1&isAllowed=y
https://aclanthology.org/O08-4004
http://dx.doi.org/10.5539/ells.v2n3p18

Appendices

242



Appendix A

Questionnaire Information Sheet

Questionnaire Information Sheet
Dear participants,

You are kindly being invited to take part in a research project entitled: Investigating
Reading Comprehension among EFL Libyan Students: A Case Study of the First-
Semester Students in the Department of English at the Faculty of Education at the
University of Benghazi. You are kindly requested to take time to read the following
information carefully and do not hesitate to ask any questions. Take time to decide

whether or not you wish to take part. Thank you for reading this.
Hana'a M. Hadaga.
What will the study involve?

The study will involve a questionnaire that participants need to answer all questions
involved. The questionnaire been chosen in this study is related to the reading strategies
that learners are expected to use while reading an English text. The aim behind
conducting this questionnaire is to find answers to the research question in this study:
To what extend do the first-semester students in the English Department at the Faculty
of Education at the University of Benghazi use reading strategies to overcome their
reading difficulties. The type of questionnaire is a close-ended one which consists of
questions with predefined response options, namely: never, sometimes, often, and
always. It consists of 14 items that are related to reading strategies students are expected

to implement while reading an English text.
How long will the questionnaire take?

It won’t take much time! Probably it will take you ten minutes to tick the choice that

best resembles the frequency of your reading strategy use.
Why have you been asked to take part?

You have been asked to participate in this since you are a student learning English and
is involved in the field of learning English as a foreign language. Your participation will

definitely be beneficial.
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Do you have to take part?

Your participation is voluntary. And you have the option to withdraw if you do not

wish to participate.

Confidentiality

I will ensure that no clues to your identity appear in the thesis. Your names will be
entirely anonymous. All the information that I will collect about you during the research
will be kept strictly confidential. You will not be able to be identified in the analysis of

the study.

Any further queries?

In case you have any problem or you wish to seek further information, you can contact

me.
Appreciate your participation,

Warm regards
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Appendix B

The Questionnaire

Read the statements then choose your preferred choice from the Likert-Scale

N | Statement Never | Sometimes | Often | Always
| use key words to search for main ideas.

2 | 1 skim or scan the text to search for the
idea.

3 | While reading, | have a purpose in my
mind and try to focus on what | read in the
passage.

4 | 1 use my background knowledge whenever
| read a text.

5 | I use prediction skills while 1 am reading a
text.

6 | Focusing on important information in a
text through skimming a whole text.

7 |1 guess a meaning of a text through
activating my background knowledge.

8 | I make a literal translation (English-
English translation)

9 | I read in details to answer questions.

10 | I use context clues to understand the
meaning of vocabulary.

11 |1 guess from (prefixes, suffixes) and
semantic knowledge (synonyms,
antonyms) to understand unfamiliar
vocabulary.

12 | | keep reading a text even | find difficult
words in the text.

13 | I read questions prior to reading a text.

14 | When a text becomes difficult, I repeat

reading text to increase my understanding
even when | find it difficult.
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Appendix C

The Pre-Test

Student's Name

A Reading Test

Read the article, then answer all the questions below:

HERE ARE many ways
in which you can Improve

your job prospects. One
of them s to take computer
classes. Computers are used
in more and more businesses,
and most job seekers should
be familiar with basic computer
programs. Learning new
computer skills can also help
you change careers, and the
number of people enrolling in
computer classes is increasing.
Depending on the
class they choose, students
can learn basic or more
advanced computer skills,
Classes that teach the use of
spreadsheets are popular,
since spreadsheets are used
In many businesses to show
Information in table form.
For example, spreadsheets
are very often used to
show financlal information.
Photographers and artists may
want to take classes in digital
graphic design. People with
‘these skills can help create
lllustrations for publishers
or advertising agencles, or
work In televislon. Classes
In web design, which teach

how to create and maintain
a company website, are
becoming more and more

" popular,

While computer classes
are a part of many university
programmes, you don't
have to be a student to take
a computer class. Many
universities offer continuing
education classes that you
can take In the evening.

There are also an Increasing
number of online classes that
you can take from home. The
advantage of these classes is
that you can study whenever
you want. If you decide to take
a class online, make sure you
get information about the site
that is offering the class. Some
are excellent and can help you
get a better job, but others
are not very good. Finally, if
you are very self-disciplined,
and can work without a
teacher, you can buy an app
about computers and teach
yourself, but explanations

can sometimes be quite
complex and need practical
demonstration,

Q1. Match the words and phrases in bold in the article above with their

definitions below. The words are: job seekers, spreadsheets, graphic design, web

design, and self-disciplined.
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1. Able to make yourself do things even when you don’t want to do them

2. A program that lets you arrange information in tables ...................

3. A person who is looking forajob .................cooiiiiiil

4. Creating a WebSite ........oovviiiiiiiiniiiiiiiiiianennnns.

5. Creating pictures for books, brochures, etc ...........................

Q2. Reread the article then give detailed answers to the following questions:

Give two reasons for improving computer skills?

Q3. Reread the article above, then choose (a) or (b) to say which inference you can

make from each paragraph:
Paragraph 2
a. Ifyou are a banker, you should learn to use spreadsheets.
b. More and more teachers are learning to use spreadsheets.
Paragraph 2

a.  Web design is easy.
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b. More and more companies have websites.

Paragraph 3

a. Students don’t have to take computer classes.

b. Many universities offer classes for people who work.
Paragraph 3

a. Some online classes won’t help you get a better job.

b. Online classes are always well taught.

Paragraph 3

a. Teaching yourself with an app is not easy.

b. The best way to learn about computers is to buy an app.

Q4. Determine the meaning of the following words from the words’ parts (suffixes

and prefixes):
Photographers .........cooviniiiiiii i
EXPlanatioNS ....o.uiet ittt
UNEMPIOYMENT ...ttt

Q5. Reread the article, then choose its main ideas:

a. ____ There are many types of computers nowadays.

b.  Learning computer skills are vital in the improvement of one’s career.
C. ____ The cost of computer classes is very high for students to pay.

d. __ Students can choose to learn simple or complicated computer skills.
e. __ Computer skills can be self-studied skills in evening or online classes.
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Appendix D

Key Answers of the Pre-Test

Q1 Key answers: 1. self-discipline 2. Spreadsheets 3. Job seeker 4. Web design 5.
Graphic design.

Q2 Key answers:

=

To improve job prospects./To help find a new career.

N

Because they can show information in table form./Because they are good for
showing financial information.

3. A publisher, advertising agency or TV station.

4. Because you can study whenever you want.

5. On acourse, online or from an app.

Q3 Key Answers

Paragraph 2: a If you are a banker, you should learn to use spreadsheets.
Paragraph 2: b More and more companies have websites.

Paragraph 3: b Many universities offer classes for people who work.
Paragraph 3: a Some online classes won’t help you get a better job.
Paragraph 3: a Teaching yourself with an app is not easy.

Q4: Key answers:

Photograph is an object, the suffix (er) gives it the meaning of a person.
Explain is a verb, the suffix (-tion) changes it into a noun.
Unemployment: means not employ , (-ment) makes it a noun.

Q5keyanswers:a.f b. T cF dT eT
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Appendix E

Samples of Participants' Responses to the Pre-Test

A Reading Comprehension Pre-test:

lﬂu

Ar'

Q1. Read the article below and then answer the questions below:

Work To Tmlav

_‘IO- www.ltcaresrs.co.uk

g IHIAleanyways how to create and maintain
N Inwhlchyoucan Iimprove a company website, are
3 your job prospects. One becoming more and more
§; of them Is to take computer * popular,
14 classes. Computers are used Wh'lle computer classes
3 hmoreandmorebuslnesses. yeamdmm
> and most job seekers should programmes, i
: , you don't
i be familiar with basic computer have to be a student to take
: programs. Learning new a computer class. Many
& computer skills can also help universities offer continuing
; YOU ShE08 carsers and . | . o oniions chasiet Hid
: number of people enrolling in can take In the i you
3 computer classes is increasing. There are also an Increasing
Depending on the classes
class they choose, students number of onine shet
can leam baslic or more you can take from home. The
advanced computer skils. advantage of these classes is
Classes that teach the use of that you can study whenever
spreadsheets are popular, you want. If you decide to take
since spreadsheets are used @ C1ass online, make sure you

in many businesses to show
information in table form.

For example, spreadsheets
are very often used to

show financial information.
Photographers and artists may
want to take classes In digital
graphic design. People with

get information about the site
that s offering the class. Some
are excellent and can help you
get a better job, but others

are not very good. Finally, if
you are very self-disciplined,
and can work without a
teacher, you can buy an app

‘these skills can help create about computers and teach
Hlustrations for publishers yourself, but explanations
or advertising agencles, or can sometimes be quite
work In television, Classes complex and need practical
in web design, which teach demonstration.

\ e
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A: Match the words and phrases in bold in the article above with thier definitions
below.

1. Able to make yourself do things even when you don’t want to do them

2. A program that lets you arrange inf

3. A person who is looking for a job .. p\r\\ G (5 )_9 v
4. Creating a website ... \W. &V .1 Ok €55.3.Y

5

. Creating pictures for books, brochures, e:y<§t \,; d\ SC 9 ’V\Co(
B: Reread the article then give detailed answers to the following questions:

1. Give two reasons for improving computer skills?

D: Reread the article, then choose (a) or (b) to say which inference you can make
from each paragraph:

Paragraph 2

. If you are a banker, you should learn to use spreadsheets.

b./ More and more teachers are learning to use spreadsheets.
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‘2

Paragraph 2
a. Web design is easy.
@ More and more companies have w: sites, — »
Paragraph 3 J\

Students don’t have to take computer classes.
0 Woik.

b. Many universities offer classes for people wh

Paragraph 3

a. Some online classes won’t help you get a better jol.

Onlinc classes are always well taught.
Paragraph 3
a. Teaching yourself with an app is not easy.
b. The best way to learn about computers is to buy mx
F: Determine the meaning of the following words from the words’ parts (suffixes

and prefixes):

/
Photographers ....... dev\TKﬂowX

==
explanations .......... LTI s £ )(

-
unemployment .......cooeeved ol ampempmnsessnst Dovsganss ,)( -2

G: Reread the article, then choose its main ideas:

% X There are many types of computers nowadays.
X’ b. Learning computer skills are vital in the improvement of one’s career.
/‘{— 5 _The cost of computer classes is very high for students to pay.

A/d/ L Students can choose to learn simple or complicated computer skills.

omputer skills can be self-studied skills in evening or online classes.
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Appendix F

The Post-Test

A reading Test

Students' Name: ..o

Read the article, then answer all the questions below:

Finding a Work

: \;_j;.__.;gﬁ,g};{_‘._l’zg‘jﬁ{‘l WWW.Careeraxperionce.co.uk

like me.

The library has a range of information for people
who are looking for the right career. Firstly,
there's a whole section of books about different
careers. They describe the varlous jobs and also
tell you what skills or qualifications you need to
do them. I've been taking a different book out
each week. It's really interesting. A lot of the
time we only think about the jobs that we often
hear about, but there are so many unusual jobs
around. And with new technology, new jobs are
appearing all the time. There are also books with
advice on how to find job vacancies and also
how to prepare for and get through interviews.

language Is in an interview and also how to look
businesslike. They explain how to write a good
CV too, which is really important.

" 3 If | need to learn new things or take extra
quallfications, | can get Information about
classes at the [|prary, too. They have some
school and college catalogues, and there are
computers where | can look for information
about evening and summer classes. | hadn't
realized there were so many different things |
could studyl Sincé | want to travel, I'm sure I'll
need better language skills, so | definitely need
to improve my English, and maybe learn another
language, too. In addition to Information about
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I've learnt a lot about how important body -

Whon | left school, | started working for a bank. | gave people information about their
accounts and cashed cheques. | enjoyed it for a while, but then | decided it wasn’t
what | wanted to do for the rest of my life.| had this idea that | would quite like a job
which Involved travelling. However, | didn’t know what sorts of jobs there were or what I
needed to study. So | started coming to the Central Library of Tripoli regularly to look for
Information that might help me. | was astounded by the help that is available to people

‘the classes, the library also has a lot of its own

materials to help me do this. It has books in
English, and also lets you borrow DVDs with
languagé-learning games and exercises. They
have information about language tests, and
practice books to help prepare for examinations
if you need the qualifications.

== Another important section at the library Is
its daily selection of newspapers and magazines.
| look through these to find job offers because
it's good to know what jobs are available. | also
look at interesting job sites on the internet. The
_librarlans have told me how to get information
about companies. | can find out where they are,
what they do and how big they are. This will be
useful information when | decide to apply for a
Jnéw Job. I'm sure all this research will pay off
and that one day | will have my dream Job. And it
will aII be thanks to the_llhm




Q1. Match the words and phrases in bold in the article above with their
definitions below. The words are: Astounded, body language, since, pay oOff,

Quialifications.
1. How a person sits and moves. .............c.cceeevvennnn...
2. From this period of time ...................
3. Will bring the right results ...............ccoviiiiiiiinn,
4. Feeling greatly surprised by something .................cccooiiiiiiiiinnan..
5. A special type of skill that makes someone suitable forajob .....................
Q2. Reread the article then give detailed answers to the following questions:

1. Why did the writer want to change his job??

Q3. Reread the article, then choose (a) or (b) to say which inference you can

make from each paragraph:
Paragraph 1
a. The writer wanted to change his job.

b. The writer liked to work in a bank.
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Paragraph 2

a. Because of new technology, life is becoming more complicated and it is difficult
to find a job.

b. Because of new technology it is easier to find jobs.

Paragraph 2

a. The writer is a good researcher.

b. The writer is afraid of taking decisions.

Paragraph 3

a. The writer was surprised that he should learn English.

b. The writer was surprised that there were different things to learn.
Paragraph 3

a. Newspapers and magazines tell where the companies are.

b. Newspapers and magazines tell how to get extra qualifications.

Q4. Determine the meaning of the following words from the words’ parts

(suffixes and prefixes):
Employment ..o
Information. ...
Disappearing ........co.eoiuiiiii i

Q5. Reread the article, then choose its main ideas:

a. ____ The writer reads newspapers to find out what is happening in the world.
b. __ The writer wants to get a new career.

C. ____ The writer is doing research to change his job.

d. _ The Central Library is the best place to look for information about jobs.
€. The writer is learning how to conduct interviews
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Appendix G

Key Answers of the Post-Test

Q1. Key answers: 1 body language 2. Since 3. Pay off 4. Astonished

qualifications

o~ w0 DN oE

Q2. Key answers:

Because it wasn’t the job that he wanted to do for the rest of his life.
To look for information that might help him.

Books in English and DVDs.

He looked through these to find job offers.

He wished that that one day he will find his dream job.

Q3. Key answers:

Paragraph 1: a

Paragraph 2: b

Paragraph 2: a

Paragraph 3: b

Paragraph 3: a

Q4. Employment : employ (verb) the suffix (-ment) changes it to a noun.
Information: inform (verb) the suffix (-tion) changes it to a noun.
Disappear: not appearing.

Q5. Key Answers: a F bT ¢T dT eF
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Appendix H

A Reading Comprehension Post-Test:

Samples of Participants' Responses to the Post-test

Q1. Read the article below and then answer the questions below:

Finding a Work

The library has a range of information for people
who are looking for the right career. Firstly,
there’s a whole section of books about different
careers. They describe the varlous jobs and also
tell you what skills or qualifications you need to
do them. I've been taking a different book out
each week. It's really interesting. A lot of the
time we only think about the jobs that we often
hear about, but there are so many unusual jobs
around. And with new technology, new jobs are
appearing all the time. There are also books with
advice on how to find job vacancies and also
how to prepare for and get through interviews.
I've learnt a lot about how important body
language Is in an interview and also how to look
businesslike. They explain how to write a good
CV too, which is really important.
~ 3 If | need to learn new things or take extra
qualifications, | can get Information about
classes at the |[brary, too. They have some
school and college catalogues, and there are
computers where | can look for information
about evening and summer classes. | hadn't
realized there were so many different things |
could studyl Sincé | want to travel, I'm sure I'll
need better language skills, so | definitely need
to improve my English, and maybe learn another

language, too. In addition to Information about
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LASE 2 ORPEn T RE e

When 1 left school, | started working for a bank. | gave people information about their
accounts and cashed cheques. | enjoyed it for a while, but then | decided it wasn’t
what | wanted to do for the rest of my life. | had this idea that | would quite like a job
which Involved travelling. However, | didn’t know what sorts of jobs there were or what |
needed to study. So | started coming to the Central Library of Tripoli regularly to look for
Information that might help me. | was astounded by the help that is available to people
like me.

the classes, the library also has a lot of its own
materials to help me do this. It has books in
English, and also lets you borrow DVDs with
languagé-learning games and exercises. They
have information about language tests, and
practice books to help prepare for examinations
if you need the qualifications.

== Another important section at the library is
its daily selection of newspapers and magazines.
| look through these to find job offers because
it's good to know what jobs are available. | also
look at interesting job sites on the internet. The

_librarians have told me how to get information

about companies. | can find out where they are,
what they do and how big they are. This will be _
useful information when | decide to apply for a
.new Job. I'm sure all this research will pay off
and that one day | will have my dream ]ob And it
will all be thanks to the.!lbmu.

R R AT




¢ Match the words and phrases in bold in the ith their definitions
below. The words are: Astounded, body language, since, pay off, Qualifications.

1. How a person sits and moves. )?DDLVLO\V\jmﬂj V
2. From this period of time Astaan
3. Will bring the right results ..{%.00.1¢.... 2.L.£ sl
4. Feeling greatly surprised by something . 50.0.23....... /‘< ................
5. A special type of skill that makes someone suitable for a job Quals El..C.OLW

B: Reread the article then give detailed answers to the following questions:

1. Why did the writer want to change his job??
\0 fenjoyzal....f\l-..FBk..u.u\«\J,e;.by.:l:...t\:\en.I...c{ec'\dzei...lk...:alasm’4: g
.w\fw«'t...l.w;aw{ad...to..o'.O...Fa\'...‘h\oc,,.kns.’c...o.(:....vxy...(.f;-._e.n/‘
2. Why did the writer go to the Central Library of Tripoli?
Tstarted...Caming. &o. 4w . Canthal. Libeaey... of Tipall..ragulat . £o lookeFor
nformation that wight belp.me.Duas. astounded iy, ghe. help. that.is . aVailolole.. to WWAE :
3. The library also has its own materials to help people. List two of them.
& Yas ooks w1 Eng ik, and.also. Lets. . Wou loakrow . DVDS. Mith. laeguag e =learniey . ganas and Dexercises.
4, Why did the writer look through the daily section of books and magazines? &~
Tlook +4h haxghh hise.. ta. Fud. job..offer 5 becanse. 1bs giacl ta. kol What jobos are
i 5. ‘What did the writer wish at the end of the article? \Vailal®

Eia.mil\..be..uﬁzfml...ix\fohmm{.im..u\\cu.I.a‘cc.Lcle.&.a..ap.{).\y.ﬁ:hu wewgolk

Tiasuke all tWs t'esea\\'c).\..wi\L...po.y..off..aml.:E\m.{..my..&wm..gnb...p.»\cl.ik wiWe tha
LI' ry-
C: Reread the article, then choose (a) or (b) to say which inference you can make
from each paragraph:

Paragraph 1

The writer wanted to change his job.
b. The writer liked to work in a bank.
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Paragraph 2

a. Because of new technology, life is becoming more complicated and it is difficult

to find a job. .
@ Because of new technology it is easier to W
Paragraph 2
(&, /The writer is a good researcher.
b. ' The writer is afraid of taking d&isV
Paragraph 3
a. The writer was surprised that he should lear &gi;h/
b. ) The writer was surprised that there were different to learn.
Paragraph 3

Newspapers and magazines tell where the companies m./
b. Newspapers and magazines tell how to get extra q

D: Determine the meaning of the following words from the words’ parts (suffixes
and prefixes):

; seech
@ Employmem...().‘A.E..{.L/.\Q..S..n—.b.c\{m».‘jf.....i.\o.c..{-%.tﬁ of 2fece

\-
Infonmtion..fuﬁél'.xt.s...wf)uc‘.kh..e:)%ijc...t\»\c ove.  Part of $[ee ch
Disappearing SMf’rE J RS %ng?@\f:f....mcax\.

F: Reread the article, then choose its main ideas:

a. X_ The writer reads newspapers to find out what is happening in the world.
; Z’I‘he writer wants to get a new career.

Vc/_.LThe writer is doing research to change his job.

pd/_LThe Central Library is the best place to look for information about jobs.
Ve./ __X_The writer is leaming how to conduct interviews.
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Appendix |

Reading Materials

Reading materials employed in the research were adopter from Select Readings,

Second Edition for Pre-Intermediate Level.

Pre-intermediate

-0 2oy »

Select Rg_a dln es

Teac her approved readrmg

LINDA LEE «» ERIX CUNDERSEN

OXFORD

Pre-intermediate

SECOND EDITON

€CtReadings

Te o< her approve

Sel

LINDA LEE » IRIX QUNDEIRSEN
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. Contents

Scope and Sequence

Series Overview

Chapter 1 Are You Getting Enough Sleep?

“What happens if you don’t get enough sleep? Randy
Gardner, a high school student in the United States,
wanted to find out”

Chapter2 Mika's Homestay in London

“What do you want for your nineteenth birthday?’ my
parents asked me. ‘A ring; I replied. However, instead
of a ring, my parents gave me a one-month homestay
in London.”

Chapter3 It's Not Always Black and White.

“You can find the names of colors in a lot of English
expressions. Many of these expressions, however, talk
about colors in very different ways.”

Chapter 4 Helping Others

“On the last day, all of us stood inside a room we had
built in just a week, feeling a sense of fulfillment.”

Chapter 5 Generation Z: Digital Natives

“Generation Z is connected to its music, videos, games,
and friends online all day, every day”

Chapter 6 How to Be a Successful Businessperson

“Here’s a story about one successful businessperson.
He started out washing dishes, and today he owns
168 restaurants.”

Chapter 7 The Growth of Urban Farming

“The answer for more and more people is to grow their
own food—even if they live in crowded cities.”
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Scope and Sequence
| Chapter | Content _____| Reading Skill__| Building Vocabulary _
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Chapter 2 Studying in an Laarning
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in London country

Chapter 3 ;
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Chapter 4 Identifying the topic ~ Using prefixes:

Helping Others Volteetng and main idea un-, im-, in-, ir-
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. digital media details about technology
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Chapter 6
How to Be

a Successful
Businessperson

Chapter 7
The Growth of
Urban Farming

vi

Building a successful
business

Growing food in
large cities

Making inferences

Understanding the
author’s purpose
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Series Overview
with Teaching Suggestions

Select Readings, Second Edition is a reading course for students of English. In
Select Readings, Second Edition, high-interest, authentic reading passages serve
as springboards for reading skills development, vocabulary building, and thought-
provoking discussions and writing.

The readings represent a wide range of genres (newspaper and magazine
articles, personal essays, textbook chapters, book excerpts, and on-line discussions)
gathered from well-respected sources, such as The Wall Street Journal and National
Geographic, and approved by experienced teachers.

General Approach to Reading Instruction

The following principles have guided the development of Select Readings,
Second Edition:

« Exposing students to a variety of text types and genres helps them develop
more effective reading skills. Students learn to handle the richness and depth
of writing styles they will encounter as they read more widely in English.

« Readers become engaged with a selection when they are asked to respond
personally to its theme. While comprehension questions help students see if
they have understood the information in a reading, discussion questions ask
students to consider the issues raised by the passage.

« Readers sharpen their reading, vocabulary-building, and language skills
when skills work is tied directly to the content and language of each
reading passage. This book introduces students to reading skills such as
skimming and scanning and vocabulary-building strategies such as learning
synonyms and understanding phrasal verbs. Each skill was chosen in
consultation with teachers to ensure that the most applicable and appropriate
skills were selected for students at the Pre-Intermediate level.

« Good readers make good writers. Reading helps students develop writing
skills, while writing experience helps students become better readers.

« Background knowledge plays an important role in reading comprehension.
An important goal of Select Readings, Second Edition is to illustrate how
thinking in advance about the topic of a reading prepares readers to better
comprehend and interact with a text.

Chapter Overview

Each chapter in Select Readings, Second Edition includes the eight sections
described below.

1. Opening Page
The purpose of this page is to draw readers into the theme and content of the
chapter with relevant artwork and a compelling quotation.

viii
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Teaching Suggestions:

« Ask students to describe what they see in the photo(s) or artwork on the
page and guess what the chapter is about. Have them read the quotation,
restate it in their own words, and then say if they agree with it. Finally, ask
what connection there might be between the image and the quotation.

« Call students’ attention to the Chapter Focus box. Give them a chance to
think about the content and skills they are about to study and to set their
own learning goals for the chapter.

. Before You Read

The first activity in each Before You Read section is designed to get students to
connect personally to the topic of the chapter and to activate their background
knowledge of the topic. A second activity or question in this section asks
students to further explore their knowledge of the topic by completing a task
with a partner. The third activity asks students to complete a Previewing Chart,
which provides specific tasks for previewing a text. The purpose of this chart
is to encourage students to make a habit of using simple previewing strategies
before they read any text.

Teaching Suggestions:

« Make sure that students understand the purpose of the Before You Read
activities. Explain that activating prior knowledge will help them to better
comprehend the reading passage.

. Reading Passage

In general, the readings become increasingly long and/or more complex as the
chapters progress. To help students successfully tackle each passage, we have
provided the following support tools:

Vocabulary glosses. Challenging words and expressions are glossed throughout
the readings. In most cases, we have glossed chunks of words instead of
individual vocabulary items. This approach helps students develop a better
sense of how important context is to understanding the meaning of new words.

Culture and Language Notes. On pages 141-153, students will find explanations
for cultural references and language usage that appear in blue type in the
readings. Notes are provided on a wide range of topics from scientific
information, to geographical references, to famous people.

Maps. Each location featured in a reading passage is clearly marked on one
of the maps found on pages 154-157.

Numbered lines. For easy reference, every fifth line of each reading passage
is numbered.

Recorded reading passages. Listening to someone reading a text aloud helps
language learners see how words are grouped in meaningful chunks, thus
aiding comprehension.
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Teaching Suggestions:

« Encourage students to read actively. Circling words, writing questions in
the margins, and taking notes are three ways in which students can make
reading a more active and meaningful experience.

« Play the recorded version of the reading passage and ask students to listen
to how the reader groups words together. As they listen to the recording,
students can lightly underline or circle the groups of words.

After You Read: Understanding the Text

Following each reading, there are two to three post-reading activities that give
students the chance to (a) clarify their understanding of the text, (b) practice
reading skills previously introduced, and (c) discuss the issues raised in the
reading. The first activity in this section is designed to give students practice
with the types of comprehension questions used on exams such as TOEFL®,
TOEIC®, and IELTS™. Questions are also labeled to highlight the reading
skill required to answer the question,

Teaching Suggestions:

« Get students to discuss their reactions to the readings in pairs or groups. The
process of discussing questions and answers gives students an opportunity
to check their comprehension more critically.

« If time permits and you would like students to have additional writing
practice, ask them to write a short essay or a journal entry on one of the
questions in the Consider the Issues section.

Building Vocabulary

Reading extensively is an excellent way for students to increase their
vocabulary base. Considering this, we pay careful attention to developing
students’ vocabulary-building skills in each chapter of Select Readings, Second
Edition. A variety of vocabulary-building skills are introduced and recycled
throughout the book. Each Building Vocabulary section starts out with a short
explanation and examples of the skill in focus. In the activities that follow the
explanation, students typically scan the reading to gather and analyze various
types of words and then use the words in a new context.

Teaching Suggestions:

« View the explanation and examples at the beginning of each Building Vocabulary
section before asking students to tackle the activities that follow. Encourage
them to ask any questions they have about the explanations or examples.

« Encourage students to keep a vocabulary notebook. Present various ways
in which students can organize the words in their notebook: by chapter, by
topic, by part of speech, etc.
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6. Reading Skill

At the beginning of each Reading Skill section, students encounter a short
explanation of the skill in focus and, when appropriate, an example of how

that skill relates to the reading in the chapter. The first task following this
explanation asks students to return to the reading to think about and use the
new reading skill. The new Apply the Reading Skill sections then give students
the opportunity to apply the strategy to a new short reading that is related to the
topic of the main reading passage.

Teaching Suggestions:

« Review the explanations and sample sentences at the beginning of each
Reading Skills section before asking students to tackle the questions
that follow. Encourage them to ask any questions they have about the
explanations or examples.

« Reflect with students on the ways in which they can apply the reading skills
they have learned in each chapter to other reading passages. Then have them
apply the new reading skill as they work with the second reading passage in
this section.

7. Discussion and Writing

At the end of each chapter, students have an opportunity to talk and write
about a variety of issues. The activities in this section provide students with
a chance to broaden their views on the topic of the reading and to address
more global issues and concerns.

Teaching Suggestions:

« When time permits, let students discuss a question a second time with
a different partner or group. This allows them to apply what they learned
in their first discussion of the question.

« Choose one or more of the questions in this section as an essay topic
for students.

8. Words to Remember

Each chapter ends with a list of Words to Remember. A majority of these words
are Oxford 2000 keywords, and many are also highlighted on the Academic
Word List. This section provides an efficient means for students to keep track
of important new vocabulary by chapter. In addition, the new Mini-Dictionary
on pages 158-164 features carefully crafted definitions of each Word to
Remember from the new Oxford Basic American Dictionary for learners

of English, giving students an alphabetical reference of the words and their
definitions all in one place.

Additional Resources for Teachers of Reading

o Teaching Second Language Reading by Thom Hudson
o Techniques and Resources in Teaching Reading by Sandra Silberstein
« Reading by Catherine Wallace
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Are You Getting
Enough Sleep?

“The amount of sleep required by the
average person is five minutes more.”

—Wilson Mizner, American playwright and
entrepreneur (1876-1933)
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Chapter Focus

CONTENT
The importance of sleep

READING SKILL
Previewing

BUILDING VOCABULARY
Using collocations



. Before You Read

A. Connect with the topic. Check (V') your answers to these questions
about sleep.

1. How many hours a night doyou  [J fewer than 6 hours
usually sleep? [J between 6 and 8 hours
] more than 8 hours

2. How do you feel when you wake [ great

up in the morning? ] okay
[ terrible
3. How often do you feel sleepy O often
during the day? (] sometimes

] almost never

B. Pair work. Compare answers to Activity A with a partner. Do you have
the same sleep habits?

Example

A: T usually sleep fewer than eight hours a night.
B: Me too!

A: 1 want to sleep more, but I'm too busy.

C. Preview the reading. Move your eyes quickly over the reading on
pages 3-4. Look at the reading for only 1-2 minutes. Then complete
the Previewing Chart below.

Previewing Chart

1. Title of the reading:

2. Names of people and placesin 3. Key words. (What words appear
the reading. (List 2 more.) several times? List 2 more.)

Randy Gardner ~ sleep

4. | think this reading is probably about

2 Chapter 1 | Are You Getting Enough Sleep?
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Reading Passage

Are You Getting Enough Sleep?

10

20

o
W

30

What happens if you don't get enough sleep? Randy Gardner, a high
school student in the United States, wanted to find out. He designed an
experiment' on the effects of sleeplessness? for a school science project.
With Dr. William C. Dement from Stanford University and two friends
watching him carefully, Gardner stayed awake for 264 hours and
12 minutes. That's eleven days and nights without sleep!

What effect did sleeplessness have on Gardner?
After 24 hours without sleep, Gardner started having
trouble reading and watching television. The words
and pictures were too blurry. By the third day, he was
having trouble doing things with his hands. By the
fourth day, Gardner was hallucinating. For example,
when he saw a street sign, he thought it was a person.
He also imagined he was a famous football player.
Over the next few days, Gardner’s speech?® became so
slurred that people couldn’t understand him. He also
had trouble remembering things. By the eleventh day,
Gardner couldn’t pass a counting test.* In the middle
of the test he simply stopped counting. He couldn’t
remember what he was doing.

When Gardner finally went to bed, he slept for 14 hours and
45 minutes. The second night he slept for twelve hours, the third night
he slept for ten and one-half hours, and by the fourth night, he had
returned to his normal sleep schedule.

Even though Gardner recovered quickly, scientists believe that
going without sleep can be dangerous. They say that people should not
repeat Randy’s experiment. Tests on white rats have shown how serious
sleeplessness can be. After a few weeks without sleep, the rats started
losing fur.® And even though the rats ate more food than usual, they lost
weight. Eventually,® the rats died.

oW E W N -

experiment  a scientific test

effects of sleeplessness  things that happen when you don't get enough sleep
speech  way of talking

a counting test  a test of saying numbers in order: 1, 2, 3, 4, etc.

fur  hair on an animal’s body

eventually after some time
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Has anyone stayed awake longer than Randy Gardner? Yes! According
to The Guinness Book of World Records, Maureen Weston from the
United Kingdom holds the record for staying awake the longest. She went
449 hours without sleep in 1977. That’s 18 days and 17 hours!

35 During your lifetime, you will likely spend 25 years or more sleeping.
But why? What is the purpose of sleep? Surprisingly, scientists don't know
for sure.” Scientists used to think we “turned our brains off” when we
went to sleep. Sleep researchers now know, however, that our brains
are very active when we sleep. Some scientists think we sleep in order

40 to replenish® brain cells. Other scientists think that sleep helps the body
to grow and relieve stress.” Whatever the reason, we know that it is
important to get enough sleep.

( ) Word Count: 427 Reading Time: Words per Minute:
.‘/ ¢ (Minutes) ¢ (Word Count/Reading Time)

About Sleep

Each night, we pass through'® five stages, or periods, of sleep. In Stage 1, we fall
asleep. We sleep lightly in Stage 2. We have deep, or sound, sleep in Stages 3 and 4.
Stage 5—REM (Rapid Eye Movement) sleep—is the most interesting stage. This is
the time when we dream. These stages last about one and one-half hours. After
each REM stage, we return to Stage 2 (light sleep) and begin the cycle again.

STAGE 1: Falling asleep. STAGE 2: Light sleep.

“

for sure  definitely

=

replenish  build new; renew

o

relieve stress  remove or get rid of tense feclings
pass through  experience

4 Chapter 1 | Are You Getting Enough Sleep?
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After You Read
Understanding the Text

A. Comprehension: Scanning for Details
Read each statement below and check (v/) True or False.

True False

1. Randy Gardner was a university student when he did (] (]
his experiment.

2. During the experiment, Gardner slept for several O O
hours every night.

3. During the experiment, Gardner had trouble speaking [ O
clearly.

4. It took two weeks for Gardner to recover from the O 0
experiment.

5. Going without sleep is not dangerous for white rats. O 0

6. Maureen Weston stayed awake a little over seven and O (]
one-half days longer than Gardner.

7. The author does not tell us how Gardner stayed awake O a
for eleven days.

8. According to this article, scientists are not sure why O O

we need to sleep.

B. Vocabulary
Underline these words in the reading passage on pages 3-4. Then match each
word with its definition to the right.

1. ___ blurry a. seeing things that aren’t really there
2. eventually b. not sounding clear

3. __experiment c. test done to prove something

4. ___hallucinating d. talking

5. slurred e. not looking clear

6. ___speech f. after a long time
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C. Consider the Issues
Work with a partner to answer the questions below.

1. What are the effects of sleeplessness? List three more ideas from the reading
passage.

Possible Effects Of Sleeplessness

« You might have trouble seeing clearly.
« You might

« You might

« You might

2. Think of three more possible effects of sleeplessness. Complete the
sentences below.

a. You could
b. You might
2

Compare ideas with a partner.

Example
A: You might have trouble driving a car.
B: That’s right. And you could have trouble ...

3. What is your opinion of Gardner’s experiment? Check (v) one or more
statements or write your own.

[ Ithink it was a dangerous experiment.

[J Ithink it was an interesting experiment.

[J Idont think the experiment was very scientific.

]
Share your opinion with your partner.
Example

I think Randy Gardner’s experiment was interesting because I learned a lot
about the importance of sleep.

6 Chapter 1 | Are You Getting Enough Sleep?
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Building Vocabulary

Using Collocations

A collocation is a set—or chunk—of two or more words that are often used
together. For example, it's natural for native speakers to say sleep schedule,
but not sleep timetable or sleep program. Remembering collocations as
chunks of words (sleep + schedule) makes it easy for you to recall and

use them correctly.

We form collocations by combining different parts of speech. Below are
some examples of collocations that include sleep:

go without sleep sleep soundly sleep schedule
get enough sleep sleep well

go/ get to sleep

fall asleep

A. Use the words in the box below to form collocations and complete the
sentences.

enough fall schedule soundly to without
1. Whattimedoyouusuallygo __ sleep?
2. Whattimedidyougo ___sleep last night?
3. How long does it takeyouto _____ asleep?
4. How long can you go sleep?
5.Doyouusuallyget _ sleep on weeknights?
6. Doyousleep _______ every night?
7. Do you have a regular or irregularsleep 7
8. Do you have the samesleep _______ every day?

B. Pair work. Ask a partner the questions in Activity A.

Example
A: What time do you usually go to sleep?
B: I usually go to sleep at 10:30.
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Reading Skill

Previewing

Pre means before. View means to look at. Before you read something, it’s
important to look it over, or preview it. This will help you understand the
reading better. When you preview a reading, you:

1) Identify the topic. To do this:
« read the title.
« look quickly over the reading for the names of people and places.
« look quickly for key words (words that appear several times).
« look at any pictures or charts.

2) Think about what you already know about the topic.

3) Ask yourself questions about the topic.

A. Analyze the Reading
Look at the title, the names of people, and the key words in the paragraph
below. Then answer the questions.

REM (Rapid Eye Movement) Sleep

People sleep
REM (rapid eye movement) sleep
REM sleep researchers.
Researchers REM sleep brains Adults
REM sleep. Babies,
sleep REM. researchers REM sleep

babies’ brains

1. What do you know about the topic of the paragraph? Add one more idea to
the list.

« It gives information about sleep.
« It probably gives some scientific information.
« It may compare sleep in adults and babies.

2. What would you like to learn about this topic? Add two questions to the list.
« What is REM sleep?
« Is REM sleep necessary?

. 2

. ?

8 Chapter 1 | Are You Getting Enough Sleep?
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B. Apply the Reading Skill
Follow these instructions to preview the reading below.

1. Look only at the title of the reading. What do you think the topic of the
reading might be? List one more possibility.
« sleep problems around the world
« why people don't sleep

2. Look quickly over the reading. What names of people and places do you see?
List two more.

« adults » Hong Kongers .
« Portuguese « Koreans .

3. What words are repeated several times (key words)? List two more.
« world .

« sleep .

4. What do you think the topic of the reading is now? Complete the sentence.
I think this reading is probably about

5. What would you like to learn about this topic? Write two questions.

Sleepless Around the World Top 10 Night-Owl Places in the World
According to a survey conducted by Sleep | Sleep S
ACNielsen, 37% of adults around the Location between after | inight
world don't get to bed until after midnight. 12-1am. | 1am.
The biggest night-owls in the world are the 1. Portugal 47% 28% 75%
Portuguese, with 75% not getting to bed 2. Taiwan 34% 35% 69%
urltil after midnight. ’.lhe second.-ranked 3. Korea 43% 25% 8%
nlght-O\vls are the szuwzj\nese,‘wnh (39% 4. Hong Kong 5% aT% %
going to bed after midnight. Following :
closely behind are the Koreans (68%) and 5. Spain 45% 20% 65%
Hong Kongers (66%). 6. Japan 34% 26% 60% l‘
Of the top ten night-owl places in the 7. Singapore 2% 27% 54%
world, seven are in Asia. The other three 8. Malaysia 40% 14% 54%
are European countries known for late 9. Thailand 24% 19% 43%
nights and mid-day siestas. 10, ltaly 20% 0% 3%
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Mika'S Homestay Chapter
in London

Chapter Focus

CONTENT
Studying in an English-
speaking country

READING SKILL
Scanning for details

BUILDING VOCABULARY
Learning compound words

“We travel to learn.”

—Maria Mitchell, American astronomer (1818-1889)
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. Before You Read

A. Connect with the topic. Imagine you are going to study in another
country. Check (v/) and write your answers to the questions below.

1. Have you ever studied in another [J Yes, I have.
country? [J No, I haven't.

2. Would you like to study abroad?  [J Yes, I would.
[J No, I wouldn't.

3. What foreign country would you
prefer to study in? Why?

B. Pair work. Take turns asking and answering the questions above.

Example

A: Have you ever studied in another country?
B: No, I haven't. What about you?

A: Yes, I have. I studied in Canada.

C. Preview the reading. Move your eyes quickly over the reading on
pages 13-14. Look at the reading for only 1-2 minutes. Then complete
the Previewing Chart below.

Previewing Chart

1. Title of the reading:

2. Names of people and placesin 3. Key words. (What words appear
the reading. (List 2 more.) several times? List 2 more.)

Lopdon  parents

4. | think this reading is probably about

12 Chapter 2 | Mika's Homestay in London
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Reading Passage M&Lﬁ

Mika’s Homestay* in London
by Mika Tanaka
| Mika Tanaka, a college student from Japan, had a wonderful homestay
in London. She lived with a British family and studied English for a month.

“What do you want for your 19" birthday?” my parents asked me.
“A ring,” I replied. However, instead of a ring, my parents gave me a one-
month homestay in London.
y ' Maps

On February 11, I left Japan. On the plane, I worried about being all pages 154, 155

alone? there—a stranger to London. But when I met the Flannery family

; ST W o a3 mic ot 3 ’
(my host family), their warm welcome® made me feel at ease. Both my Giltiraara

host father and mother were very kind and treated me like their own Language Notes

I(

daughter. page 142

homestay period during which a visitor in a foreign country lives with a local family

all alone by myself; without someone I know

warm welcome  friendly greeting

treated me like their own daughter were kind and good to me, like | was their own daughter

N
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20

30

4(

é) Word Count: 449 Reading Time:
4

Getting Ready to Go

Before going to London, I did some research on English schools
in London and chose Oxford House College, mainly because it had
reasonable fees. Also, there weren't many Japanese students at Oxford
House.

I took my parents’ advice and requested that my homestay family have
both a mother and a father, be native-born, non-smoking, middle-class
British people, and live near a subway station. I later found that this was
very good advice, since some of my friends at the English school were
having problems with their host families.

Living in London

Potatoes! It took me a little time to get used to the many kinds of
potato dishes served: fried potatoes, steamed potatoes, sliced potatoes,
and different-colored potatoes. My host mother was a good cook. She
made delicious pasta and chicken dishes and even cooked rice for me.

Nadiege, a French girl, was another homestay student living with us,
and we went around London together. On Saturdays, my host family
would have a party at home with friends or family. When we returned
from touring London, Nadiege and I would join the party. On Saturday
evenings, Mr. and Mrs. Flannery would go to their favorite pub’ to spend
time together.

Although I selected a school with few Japanese students, there were still
at least two in each class. In class, I tried to speak a lot, but many Japanese
students didn’t use their English very much (even if they had large
vocabularies), and spoke only Japanese with their friends.

Sometimes, I asked other people their impressions of Japan. “Japanese
people work too hard,” said my French friend. My teacher thought that
Japanese people were very rich. I did not agree with these points,® but I
was interested in knowing what foreign people thought. One month
in London made me realize that speaking English was very important
because it is the language that people from many countries use the
most. I would like to be more open-minded about people from different
countries, like my host family is.

: Words per Minute:
¢ (Minutes) ¢ (Word Count/Reading Time)

5 pub place where people drink and sometimes eat, especially in Britain

6 points ideas

14 Chapter 2 | Mika's Homestay in London
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. After You Read

Understanding the Text

A. Comprehension: Scanning for Details
Read the statements and check (v') True or False.

True False
1. For her 19th birthday, Mika asked for a homestay 0O O
in London.
2. Mika went to England alone. O O
3. Mika lived with a host family for two months. 0 a
4. Mika decided to study at Oxford House College 0 (]
because it wasn't expensive.
5. Mika did things in London with the Flannerys’ O O
youngest daughter.
6. Mika's teacher thought all Japanese people were rich. 0 ]

B. Vocabulary
What is the meaning of each highlighted word in the passage? Circle your
answers below.

Before going to London, I did some research on English schools
in London and chose Oxford House College, mainly because it had
reasonable fees...

I took my parents’ advice and requested that my homestay family have
both a mother and a father, be native-born, non-smoking, middle-class
British people, and live near a subway station. I later found that this was
very good advice, since some of my friends at the English school were
having problems with their host families.

1. The word “reasonable” in the passage is closest in meaning to
(expensive / not expensive).

2. The word “requested” in the passage is closest in meaning to
(asked for / refused).

3. The word “native-born” in the passage is closest in meaning to
(born in Britain / born outside Britain).

4. The word “middle-class” in the passage is closest in meaning to
(over 50 years old / not rich or poor).

5. The word “found” in the passage is closest in meaning to
(heard / realized).
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C. Consider the Issues
Work with a partner to answer the questions below.

1. Do you think Mika Tanaka would agree or disagree with the opinions
below? Check (v') Agree or Disagree under “Mika.”

Mika Me
Opinions Agree Disagree | Agree Disagree
a. You should do some research ‘ '
before you travel abroad. = o L -
b. It's good to live with a host family. O O O O
¢. Traveling abroad is a good way to
learn English. = = = =

Do you agree with Mika’s opinions? Check (v') Agree or Disagree
under “Me.”

2. Mika made several important decisions before she went to London. For
each decision, list an advantage and a disadvantage.

Example

Mika’s decision: She decided to live with a family that had both a mother
and father.

Advantage: She would experience living with at least two British people.

Disadvantage: She would not experience a family setting different from
her own in Japan.

a. Mika’s decision: She decided to go to a school with few Japanese students.
Advantage:
Disadvantage:

b. Mika’s decision: She decided to go to London alone.
Advantage:
Disadvantage:

c. Mika’s decision: She decided to live with native-born British people.
Advantage:
Disadvantage:

16 Chapter 2 | Mika's Homestay in London
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Building Vocabulary

Learning Compound Words

Sometimes in English, two or three words are joined together to make a
new word. These compound words are usually nouns or adjectives. Some
are written as one word. Some are written with a hyphen (-) between
them. Some are written as two separate words.

birthday open-minded host family
homestay - native-born  high school

A. Complete the sentences with these compound words.

keyboard  airport  sister-in-law 19-year-old  post office

1. My host father took metothe _________ so I could buy some stamps
and send postcards to my friends back home.

2. My brother and are hosting two students from Thailand in
their home this summer.

3. When I did my homestay in France, I had a hard time using the

computer . Some of the letters are in different places than on
my American one.

4. When I arrived in Osaka for my homestay, my host family was at the
to welcome me.

5. Paulo was happy because his host familyhada ________son,
like him.

B. Write sentences about yourself using the compound words below.
1. (birthday)

2. (open-minded)

3. (high school)

4. (choose your own)

17
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Reading Skill

Scanning for Details

When you need to find specific information in a text, like the name of a
person or a place, or a keyword that is important to the story, you don't
have to read every word. Instead, you can move your eyes quickly over the
text to find the information. This is called scanning.

A. Analyze the Reading
Look at the questions below. Then scan (don’t read) the passage and find
the answers.

1. What date did Mika leave for her homestay?

2. What was the name of Mika’s homestay family?

3. What was the name of the other student who lived with Mika’s host family?

4. Where did Mika study?

5. How many other Japanese students were in Mika’s classes?

On February 11, I left Japan. On the plane, I worried about being all alone
there—a stranger to London. But when I met the Flannery family (my host
family), their warm welcome made me feel at ease...

Before going to London, I did some research on English schools in London
and chose Oxford House College, mainly because it had reasonable fees. Also,
there weren't many Japanese students at Oxford House...

Nadiege, a French girl, was another homestay student living with us, and
we went around London together. On Saturdays, my host family would have
a party at home with friends or family. When we returned from touring
London, Nadiege and I would join the party. On Saturday evenings, Mr. and
Mrs. Flannery would go to their favorite pub to spend time together.

Although I selected a school with few Japanese students, there were
still at least two in each class. In class, I tried to speak a lot, but many
Japanese students didn’t use their English very much (even if they had large
vocabularies), and spoke only Japanese with their friends.

18 Chapter 2 | Mika’s Homestay in London
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B. Apply the Reading Skill

Look at the topics below. Scan the passage and fill in information for each

topic. If there is no information about a topic, write no information.

909
Home News Business Sports Entertainment Health Blog A&E/Livi

My Homestay in France
by Amy Miller

Last summer, | went to France for a two-
month homestay. | left Boston and arrived in
Paris on June 15. | met my host family at the
airport. My host parents were Marc and
Gabrielle Lapierre. They also had a daughter,
Sophie, who was 14 years old.

The Lapierres lived in an apartment in Paris. It was very close to a subway station, so it was
easy for me to travel around the city. | visited all the famous sites in Paris. | study art history, so
the museums were my favorite places. Every evening | practiced speaking French with my host
family, and | also helped Sophie practice her English.

The food in Paris was amazing. | tried a lot of different dishes, but the crepes were my favorite.
You can buy crepes almost anywhere in the city. My favorite ones had tomatoes and cheese
inside, or chocolate. Gabrielle taught me how to make crepes, and now | make them at home.

| was sad when | left Paris on August 12, but I'll never forget my wonderful time there. Marc
and Gabrielle told me that they want to send Sophie for a homestay with my family and me in a
few years. | can’t wait!

1. Dates

. Cities

. Countries

. People

. Schools

. Languages
. Food

- - S I I

. Sports

19
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Mini-Dictionary
page 158

Discussion & Writing

1. If you went on a homestay, what would your ideal host parents be like?

Check (v) your answers below. Then add two more ideas.

My ideal host parents would ...

[J be native-born [J have children my age

[J berich [ be non-smokers

[J be good cooks [J like to have parties

[J be able to speak my language [ treat me like their son or daughter
[J not be able to speak my language O

[ livein a big home O

2. Write 4-5 sentences about your ideal host parents. Then read your

sentences to a classmate.

Example
My ideal host parents would be friendly. They would also live near a subway
station and have a daughter my age. They would . . .

. Pair work. What are some good reasons for studying abroad? Think of

a way to complete each sentence below. Then compare your ideas with
another pair’s ideas.

Example
It's a good idea to study abroad because you can learn to cook different
kinds of food.

It’s a good idea to study abroad because...

you can learn to

you can learn about

you can meet

you can try
NOUNS : VERBS : ADJECTIVES
advice : do (research) ¢ alone
impression  find : delicious
: (get) used (to) ¢ native
: realize : reasonable
: request :
: select
: treat (someone like)
¢ worry (about)

20 Chapter 2 | Mika's Homestay in London

285



It's Not Always Black s
and White.

Chapter Focus

CONTENT
English expressions with
color words

READING SKILL
Skimming

BUILDING VOCABULARY
Understanding idioms

“The color of truth is gray.”
—André Gide, French author (1869-1951)
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. Before You Read

A. Connect with the topic. How do different colors make you feel? Write

adjectives next to the colors. Use the adjectives in the box or your
own ideas.

angry excited calm happy sad nervous

Colors [ Adjectives

red
blue

green
yellow
black

B. Pair work. Compare your answers with a partner.

Example
A: Red makes me feel excited because...
B: That’s interesting. Red makes me feel angry...

C. Preview the reading. Move your eyes quickly over the reading on

pages 23-24. Look at the reading for only 1-2 minutes. Then complete
the Previewing Chart below.

Previewing Chart

1. Title of the reading:

2. Key words. (What words appear several times? List 5 more.)

red

3. | think this article is probably about

22 Chapter 3 | It's Not Always Black and White.
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Reading Passage DOWNLOAD

It's Not Always Black and White.

1

10

20

[
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30

You can find the names of colors in a lot of English expressions. Many
of these expressions, however, talk about colors in very different ways.
For example, the expression black and white can have different meanings.
If something is black and white, it means it is clear, easy to understand.
However, some people see everything in black and white, which means
that they judge everything they see as either good or bad. Some people
have to see something in black and white to know that it is true; this black
and white talks about seeing something printed, as in a newspaper. If
something is printed in a newspaper, it must be true, right?

‘The color red is often used to talk about things that are hot or
exciting. You can listen to red-hot jazz music or eat red-hot chili
peppers. If you roll out the red carpet for someone, you are giving
them a big welcome. On TV, you may see stars walking on the red
carpet at the opening night! of a Hollywood movie or at the Academy
Awards. After a big night like this, the stars often paint the town red,
which means that they celebrate and have fun, going to parties or
nightclubs all over town. However, red isn’t always fun.

If you do something embarrassing, like spill® coffee on your teacher’s
desk, perhaps your face is beet*-red. Your teacher’s face might be
red with anger,? too! Or if you see a person doing something bad
on purpose,’ like taking someone’s wallet, you can say that you
caught the person red-handed. Whether it’s good or bad, red
usually means something interesting is happening.

Blue is different. When people are blue, or
have got the blues, it means they feel sad. They
might listen to blues music, which usually tells
sad stories. Blue isn't always a sad color, though.
If something good happens to you when you're not
expecting it, like when you get a good idea, or if you B raand
run into® an old friend, you can say it happened out of Language Notes
the blue. page 143

I

opening night  the first night a new movie is shown
spill  drop something, usually liquid, by accident
beet  a small, round root vegetable that is often red
withanger angry, mad, or upset

on purpose intentionally, not by accident

runinto suddenly meet

23
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Green is another color that can have very different meanings. In the
past, being green was almost always something negative. For example, if
you ride on a boat and feel seasick,” your face may look green. If someone
has something nice that you really want, like a new car or an expensive
watch, you may also be green with envy.® Or if you are starting a new job,
your boss may say you are green, which means that you don’t have any
experience.

Now, however, green is usually good. Being green more often means
doing good things for the environment.” People who are good at growing
plants have a green thumb. Many companies are going green, which means
they are recycling'® more or are trying to use less energy. In fact, some
companies are moving to new, green buildings, which may use solar
power!! or grow plants on their roofs. So if someone asks you how green
you are, it probably means they want to know if you do good things for
the environment.

Learning new expressions with colors can be fun, but it's not always
easy. As you can see, their meanings can sometimes be very different. Try
looking for these expressions in the things you read. If you learn more
about how these expressions are used, you may add a little color to your
writing, or even pass your next English test with flying colors.?

G Word Count: 588 Reading Time: { Words per Minute:
=

(Minutes) (Word Count/Reading Time)

seasick  feeling sick to your stomach while riding in a boat

with envy  envious; wanting something that someone else has

environment  everything around you; it usually means the air, water, and land; the earth
recycling  using things again, like metal, glass, or paper

solar power energy from the sun

pass...with flying colors  do very well, be successful

24 Chapter 3 | It's Not Always Black and White.
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. After You Read
Understanding the Text

A. Comprehension

For each item below, fill in the correct circle.

1. Finding the Main Idea This reading is primarily about ___.
(@ learning the names of colors
@ how people feel when they see colors
© English expressions with colors in them

2. Scanning for Details According to the reading, if your face is red, it can
mean youare __.
@ angry or embarrassed
@ angry or happy
@ happy or embarrassed

3. Scanning for Details The following colors are mentioned in the
reading: ___.
@ black, white, red, purple, blue
@® black, red, blue, green, yellow
@ black, white, red, blue, green

4. Scanning for Details Being green ___.
@ is always good
® is always bad
@ can be good or bad

5. Scanning for Details In this article, the author shows that ___.
@ the expression “black and white” always has a bad meaning
® being blue means feeling sad
@ learning color expressions is necessary for taking tests

B. Vocabulary
Underline these words in the reading passage on pages 23-24. Then complete
the sentences.

embarrassing energy expecting experience judge

1. It was so when Haluk walked into the glass door.
2. Sheila is an important phone call this afternoon from her boss.

3. That man in the jeans and T-shirt is the president of the company. You
really can’t a person by what he’s wearing.

25
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4. Dennis has six years of working as a nurse in this hospital.

5. Wehavetotrytogetthe ___ we need from things other than oil.

C. Consider the Issues
Work with a partner to answer the questions below.

1. Read the situations. Which color expression from the reading completes
each sentence?

a. Peter didn't get the job. The manager told him that he was too
and they want someone with more experience.

b. T just got my first paycheck from my new job! Let’s go out and

c. Roberta seems really ever since she and her
boyfriend broke up. I wish I could make her feel better.

d. Is everything okay? I saw you in the office talking to Mark, and your face

was What did he do?
e. [ really liked riding the rollercoaster, but when we were done, Mike
looked . Poor guy.

Which words in the sentences helped you guess the right answers?

2. Take turns asking and answering these questions with a partner.
« Do you ever paint the town red?
« Do you like to eat red-hot chili peppers?
« Has your face ever been beet-red after doing something embarrassing?
« What kinds of things make your face red with anger?
« Does riding on a boat make you look green?
« Do you have a green thumb?
« Do you know any companies that are going green?

3. Look at your answers for Activity A on page 22. Think about how each
color makes you feel. Then choose three expressions using colors and write
a sentence using each one.

a.

b.

C.

26 Chapter 3 | It's Not Always Black and White.
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Building Vocabulary

Understanding Idioms

There are a lot of idiomatic expressions, or idioms, in English. Idioms are
expressions whose meaning cannot be easily guessed just from the words
in the idiom itself. The reading on pages 23-24 contains several idiomatic
expressions using the names of colors.

Examples

« see everything in black and white (judge people or situations too quickly)
« out of the blue (suddenly)

« going green (trying to do good things for the environment)

A. What do you think the expressions below mean? Read each sentence and
match the idiom with the correct meaning. Underline the words that
helped you guess the meaning.

1. Carl’s business was doing really well, but he lost some big customers
and now he’s in the red.
[J losing more money than he’s making
[J making more money than he needs

2. After the car accident, Sarah’s nose was black and blue for days.
[0 had too much makeup
[J was dark and bruised from being hit

3. I thought Max was a nice guy, but yesterday he really showed his true
colors. He yelled at Eric for making a really little mistake.

[0 showed what he’s really like
[0 showed that he likes to get angry

4. The manager gave us the green light for our new project. I can’t wait to
get started.

[J permission to move forward
[J alot of money

B. Do you know these idioms? Work with a partner to guess the meanings.
« blue-collar job / white-collar job
« tell a white lie
« once in a blue moon
« raise a red flag
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Reading Skill

Skimming

When you skim a reading selection, you read it quickly to learn about its
content and organization. You don't read every word. Instead, your eyes
move very quickly over the selection, trying to find general information.
For example, look at the reading on pages 23-24 again. Read very quickly.
How many colors does the reading talk about? You don’t have to read
every word to see the words black and white, red, blue, and green.

A. Analyze the Reading
Take just one minute to skim the Scope and Sequence on pages vi-vii. Then
answer the questions.

1. Which chapter(s) might have a reading about technology?

2. Which chapter(s) might be about a famous person?

3. Which chapter(s) might be about student life?

4. Which chapter(s) might be about business?

5. Which chapter(s) might be about travel?

6. Which chapter(s) might be about health?

Compare your answers with a partner. Which words in the Scope and
Sequence helped you find your answers? Write them below.

2
3
4,
5
6

28 Chapter 3 | It's Not Always Black and White.
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B. Apply the Reading Skill
First, read the questions below. Then take one minute to skim the article for
the answers. Discuss your answers with a partner.

What does your favorite color say about the kind of person you are? Some people
think that you can understand a lot about a person by his or her favorite color.

A person who likes red is usually strong and healthy. Red people like to see the good
things in other people and don't like to feel sad. They like to try new things and don't like
to stay home all day.

For a really fun time, talk to a person who likes orange. They like to be around friends
all the time and love parties. Orange people are strong, and they like a lot of drama in their
lives. Green people like to be around people, too, but sometimes they are too nice, which
is not always good.

|
People who like blue are also very loving people. They are calm and strong, and they ‘
like other people to see this. They are very different from those who like purple. Purple
people are funny, loud, and usually like art. They are happy to be different from others.

So, does your favorite color describe you? Try asking your friends and see if their color
matches their personality. Have fun!

1. What is the topic of the reading selection?
@ English expressions with colors
@ favorite colors and personality
@© feelings and emotions

2. Which words helped you find the answer to question 1?

3. Where would you probably see this kind of reading?
@ in an advertisement, to sell you something
@® in a textbook, for scientific information
@© in a magazine, for fun

4. Which words helped you find the answer to question 37

29
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Mini-Dictionary
page 158

Discussion & Writing

1. In the reading, you learned several expressions using color. Which
expressions have a positive meaning? Which are negative? Check (v)
your answers.

| 1. Do you judge each situation individually, or do you 0O O
| see everything in black and white?
2. Do you roll out the red carpet when people visit
O O
your home?

| 3. What do you do when you feel blue? (] O
| 4. Have you ever felt green with envy? O O
|
| 5. Thinking ) about the environment, how green are you? | O O

Tell a partner why you chose positive or negative for each item above.

2. Pair work. Take turns asking and answering the questions in the
chart above. Give examples or reasons for each answer. Write your
partner’s answers.

My Partner’s Answers
Question 1:

Question 2:

Question 3:

Question 4:

Question 5:

Share what you learned about your partner with other classmates.

Words to Remember

NOUNS : VERBS : ADJECTIVES
energy expect : embarrassing
experience : judge : negative
expression : pass (atest) :
meaning : recycle
wallet : runinto

 spill

30 Chapter 3 | It's Not Always Black and White.
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Helping Others

“When one helps another, both gain
in strength.”

—South American proverb

296

Chapter Focus

CONTENT
Volunteering

READING SKILL
Identifying the topic and
main idea

BUILDING VOCABULARY
Using prefixes: un-, im-, in-, ir-




. Before You Read

A. Connect with the topic. Read these dictionary definitions and answer the
questions below.

vol-un-teer / valan'tir/ noun a vol-un-teer / valen'tir/ verb to
person who says that they will do a job say that you will do a job without
without being forced or without being being forced or without being paid:
paid: They're asking for volunteers to I volunteered to do the dishes.

help at the children’s hospital.
from the Oxford Basic American Dictionary for learners of English

1. Think of something you volunteered to do for a friend, family member,
or organization. Who did you help? What did you do?

2. What volunteer organizations do you know? What do they do? Fill in
the chart below.

Name of Volunteer Organization | Purpose

B. Pair work. Discuss your answers to Exercise A with a partner.

C. Preview the reading. Move your eyes quickly over the reading on
pages 33-34. Look at the reading for only 1-2 minutes. Then complete
the Previewing Chart below.

Previewing Chart

1. Title of the reading:

2. Names of people and placesin 3. Key words. (What words appear
the reading. (List 2 more.) several times? List 2 more.)

Nishinomiya, Japan build

4. | think this reading is probably about

32 Chapter 4 | Helping Others
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Reading Passage Mlﬁi

Helping Others

by Mariko Asano

| Habitat for Humanity International—or Habitat—is a nonprofit
organization that helps people in need" build houses. Since 1976, volunteers
for Habitat have served more than 600,000 families worldwide. According to
Habitat, however, there are still more than 1.6 billion people in the world

5 without decent housing.? In the article below, Mariko Asano talks about her
experience as a Habitat volunteer. She has traveled to the Philippines three
times to help build houses for people who need them.

I am 24 years old, and I grew up in Nishinomiya, Japan. Several years
ago, | went to Negros Island in the Philippines as a Habitat volunteer.
This was the first of three trips I have taken to the Philippines as a . Map page 155
volunteer. For me, the idea of building somebody’s house abroad was very
exciting. The next year I returned to Negros Island as a Habitat volunteer. Giltiaang
This time I went as a student leader with 28 classmates from Kyoto Language Notes
University of Foreign Studies. page 144

I

! inneed needing help

2 decent housing housing of an acceptable standard; livable housing
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Both the staff and the families on Negros Island became dear friends
of the work team I led.? Meeting these people was wonderful for each
of us. Their lifestyle reminded us of the meaning and value of life. The
people also helped us appreciate the more valuable things in life, such as
spending time with your family, friends, and neighbors; developing close
relationships; helping each other; and appreciating what you do have.
‘These things are sometimes forgotten in an affluent* country like Japan.

We thought we came to the Philippines to help the Filipino people, but
they helped us to see something valuable. They generously offered their
food, space, and hearts® in a way we were unaccustomed to. (Would you
give up your bed for a stranger and sleep on the uncomfortable cement
floor at your own house?)

When I took my third trip to the Philippines as a Habitat volunteer, I
was assigned to® a house with young people from around the world. In my
group, there were Filipinos, Americans, Indians, Koreans, and Japanese.
We worked together to complete a house for a family we met on the site.”
On the last day, all of us stood inside a room we had built in just a week,
feeling a sense of fulfillment.® Even now we keep in touch across the
world. Some of us are actively involved in Habitat in different countries.

Habitat brings people together and helps us realize that people all
over the world care about each other. Habitat sends the very important
message that we can all be friends. Being involved with Habitat for
Humanity has changed my life. I've learned that I can make a difference®
in the world.

@ Word Count: 443 Reading Time: : Words per Minute:

> 4 § (Minutes)  (Word Count/Reading Time)

R

the work team Iled  the group of workers I was responsible for

affluent  wealthy

offered their food, space, and hearts gave us food, a place to stay, and kindness
assigned to  was sent to work in; was given a job in

on thesite  at the place (where they built the house)

sense of fulfillment  feeling of accomplishment

make a difference  do something important

34 Chapter 4 | Helping Others
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. After You Read
Understanding the Text

A. Comprehension

For each item below, fill in the correct circle.

1. Finding the Main Idea This reading is about _.
(A a woman’s experience traveling to the Philippines
(® giving money to people for housing
@ how helping people can change your life

2. Scanning for Details Which statement is true?
(A Habitat for Humanity is more than 30 years old.
@ The writer is an employee of Habitat for Humanity.
@ The writer has helped to build houses in more than one country.

3. Scanning for Details How many classmates went with Mariko on her
second trip?

® 24
@ 28
© 35

4. Scanning for Details Mariko Asano went to Negros Island with students from __.
@ Kyoto University of Foreign Studies
(® Nishinomiya, Japan
(© the Philippines

5. Scanning for Details On her second trip, Mariko ___.
@ slept on the floor of someone’s house
(® slept in a bed in someone’s house
© stayed in a small comfortable hotel

B. Vocabulary
Underline these words in the reading passage on pages 33-34. Then match
each word with its definition to the right.

1. ___ appreciate a. stay connected to someone by calling or writing
2. ___grewup b. friendships

3. keep in touch ¢. a group or team of people who work together

4. ___ relationships d. like, know the value of something

5. staff e. got older, changed from a child to an adult

35
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C. Consider the Issues
Work with a partner to answer the questions below.

1. In paragraph 3 (lines 15-21), what does Mariko Asano say are the valuable
things in life? List four things below.

Choose one of Mariko’s ideas and discuss why you think it is important.

Example

A: 1think it’s important to help each other because together we are
stronger.

B: Iagree. When we help another person, we become better people
ourselves.

2. In your opinion, what are some of the positive and negative things about
volunteering for Habitat? Add your ideas to the chart below.

Positive Things ‘ Negative Things

1. You can help other people. 1. You don't earn any money.
2. 2.
3. 3.

Based on the information in your chart, would you encourage someone to
volunteer for Habitat? Why or why not?

36 Chapter 4 | Helping Others
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Building Vocabulary

Using Prefixes: un-, im-, in-, ir-

You can change the meaning of many adjectives by adding a prefix that
means not: un-, im-, in-, ir-.

For example, the word unimportant means not important and the word
inactive means not active.

Examples

un- im- in- ir-
unaccustomed  immobile inconvenient irregular
uncomfortable  impermanent incomplete irreplaceable
unprofitable impossible inactive irresponsible
unwise immature inexperienced

unimportant independent

unhelpful

unsuccessful

unhealthy

A. Add the correct prefix (un-, im-, in-, ir-) to each adjective below to make
the meaning negative.

1. Is it _im possible to learn a new language in one year?

2. Do you think sleeping on a cement floor would be very
___comfortable?

3. Would you like to try living in a place that you're __accustomed to?

4. Do you think it’s difficult to work on a project with an __experienced
team of volunteers?

5. Do you think that working for a group like Habitat is an __regular
kind of job?

6. Do you think that money is __important for organizations like
Habitat?

7. Have you ever been asked to do a job so difficult that you thought it
was ___possible?

B. Pair work. Ask a partner the questions from Activity A.
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Reading Skill

Identifying the Topic and Main Idea

To identify the topic of a reading, ask: What is the reading about?

To identify the main idea of a reading, ask: What is the most important
thing the writer says about the topic?

Example

The topic of the reading on pages 33-34 is volunteering for Habitat.

‘The writer’s main idea is that volunteering to help other people can change
your life.

A. Analyze the Reading
Look back at the readings in Chapters 1, 2, and 3 and complete this chart.
(More than one answer may be correct.)

Chapter Title | Topic | Main Idea

1. Are You Getting Enough _éﬂﬂg_}!lﬂlﬂli_ﬂEEL ‘
Sleep? be bad f;
(pages 1-10) health

2. Mika's Homestay
in London
(pages 11-20)

3. It’s Not Always Black
and White.
(pages 21-30)

4. Helping Others volunteering for Habitat | Volunteering to help
(pages 31-40) other people can
change your life.

Compare your answers with a partner.

38 Chapter 4 | Helping Others
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B. Apply the Reading Skill
Read the two introductions below. Then answer the questions by filling in the
correct circle.

2
ORGAN lC FOODS @;W begins at the

To Buy or Not to Buy Many people
believe organic food is better for your
health than food grown the “traditional”
way. It is also more expensive. Farmers
who grow organic food do not use
chemicals like pesticides (chemicals used
to kill insects). But the U.S. government
says that organic food is not really
healthier than food which is grown in
the rtraditional way. Many people
disagree. In this articKu you will read an
interview with people on both sides of
this issue. Then you will have to decide
for yourself: is organic food really better

Supermarket

Some people spend a lot of money
on lotions, makeup, and hair
products to make themselves look
more beautiful. Here's something
they may not know: scientific studies
show that beautiful skin begins with
what we put in our mouths—not
what we put on our faces or hair. Read
this article to find out which foods
can make you more beautiful. Forget
the lotion, and try some broccoli

or.fiot instead!

1. The topic of Reading 1 is ___.
@ beauty
® food
@© health
® shopping

2. The topic of Reading 2is .
@ beauty
@® food
@© health
@ shopping

3. The main idea of Reading 1 is that ___.
@ organic food is healthier than other food
@® organic food is more expensive than traditionally grown food
@ organic food may or may not be better than traditionally grown food
@ organic food does not have pesticides

4. The main idea of Reading 2 is that __.
@ people should buy lotion and makeup at the supermarket
® people can make lotion and makeup from food
(© scientists are testing beauty products more than before
@ people can become more beautiful by eating certain foods
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Discussion & Writing

1. Group work. Which of the following volunteer opportunities would you

choose to do? Why?
a. reading to a blind person c. helping someone learn to read
b. cooking for a sick person d. serving food to homeless people

2. Being involved with Habitat was an important experience in Mariko Asano’s
life. Follow the steps below to write about an important experience in your life.

Step 1: Think of some important experiences in your life. List them on
a piece of paper.
Example

« meeting Tina

« going to Canada
« learning to drive a car

Step 2: Choose one of the experiences on your list. Collect information
about this experience in a chart like the one below.

Who? Where?
My mother In Los Angeles
taught me.
What?
Learning to
drive a car
When? Why important?
In 2005—I was 18. ApENL By feou/s

with my mother

Step 3: Write about your experience. Then tell a partner about it.
Example

Learning to drive a car was an important experience in my life. My mother
taught me to drive while my father was away on business. It was important
to me because I had the chance to spend a lot of time with my mother. ..

Words to Remember

Mini-Dictionary NOUNS : VERBS : ADJECTIVES

page 158 lifestyle | appreciate : close (relationship)
organization : offer ¢ uncomfortable
relationship . (keep in) touch i
volunteer : volunteer
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