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OZET

Bu calgmanin temel amaci hazirlik siniflarinda okuyan ¥ensosyal bilimler
ogrencilerinin kullandiklari okuma stratejilerini moaktir. Bu acidan, ¢aima Dokuz
Eylul Universitesi Yabanci Diller Yiiksekokulu hddrsiniflarinda okuyan fen ve
sosyal bilimler @rencilerinin kullandiklari okuma stratejilerindelaml bir farklihk
bulunup bulunmagini ve bu iki bélim @rencilerinin hangi okuma stratejilerini
kullandiklarini argtirmayr amaclamaktadir. Cgina ayrica cinsiyetin strateji
kullanimina olan etkisini de bulmay! hedeflemektedCalsmanin bir dger amaci
ise “Reading Keys” adli ders kitabinda yer verilsmatejileri incelemek ve ders
kitabinin hangi grup genciye hitap etgiini bulmaktir. Son olarak, ¢cama fen ve
sosyal bilimler @rencilerinin kullandiklari okuma stratejileri ilentarin okudgunu
anlama bgarilari ve ders kitabinin okugunu anlamadaki etkisi arasinda anlaml bir
farklilik olup olmadgini ortaya koymak icin tasarlanghr. Calsmayaizmir Dokuz
Eylul Universitesi Yabanci Diller Yiiksekokulu hadsrsiniflarinda okuyan dort yiiz
fen ve sosyal bilimler grencisi katilmgtir. Arastirmada kullanilan 6lgme araclari
Oxford, Chao, Leung ve Kim (2004) tarafindan hanan ve Uzungcakmak (2005)
tarafindan daha gecerli ve guvenilir veri almaknic¢itrkgceye cevrilen okuma
stratejileri anketi ve agirmacinin kendisi tarafindan ggilrilen okudiwgunu anlama

testidir. Toplanan veriler bir istatistik paket grami kullanilarak analiz edilstir.

Calgmadaki bulgular fen ve sosyal bilimlergr@ncilerinin farklh okuma
stratejileri  kullandiklarini  ve fen bilimleri gencilerinin sosyal bilimler
ogrencilerinden daha fazla okuma stratejisi kullafahk gostermektedir. Ayrica,
sonuclar fen ve sosyal bilimlergéencilerinin kullandiklari okuma stratejileri ile
“Reading Keys” adli ders kitabinda yer verilen ®jiéer arasinda yeterli uyumun
olmadgini ortaya koymaktadir. Buna ek olarak, cinsiyebkuma stratejileri
Uzerinde etkisinin oldiu ve bayan grencilerin erkek @rencilerden daha fazla
okuma stratejisi kullandiklari sonucuna vargmm Son olarak, sonuclar fen ve
sosyal bilimler grencilerin kullandiklari okuma stratejileri ile ottuklarini anlama
basarilari arasinda anlamli bir farklilik olgunu gostermektedir.
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Aratirmanin sonuclarina gore, sinamaci fen ve sosyal bilimlerggencilerinin
farkli okuma stratejileri kullandiklarinin ve cigstin okuma stratejileri tUzerinde
etkisinin old@gunun @retmenler tarafindan bilinmesi geregdktgibi bazi dnerilerde
bulunmustur. Ogretmenler @rencilerinin okuma sireclerini anladiklarindayretim
yontemlerini @rencilerin okumalarini kolaysairmak icin ayarlayabilirler. Buna ek
olarak, @rencilerin okuma durumlarina goéregrétmenler ve yazarlargencilere

uygun @retim materyallerini ve ders kitaplarini dizenleaidbr.
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ABSTRACT

The major purpose of this study is to find the use of reading strategies by
science and social science students in prep classa® this perspective, the study
aims to investigate whether there is a significdifference in the use of reading
strategies by students in science and social ssidepartments in prep classes of
School of Foreign Languages, Dokuz Eylul Universityd which reading strategies
these two department students use. The studyrksods to find out gender’s effect
on strategy use. Another goal of the study is tenidy the reading strategies
employed in the textbook “Reading Keys” and find adich group of students the
strategies in the textbook appeal to. Finally, shely is designed to reveal whether
there is a significant difference between the Useading strategies by science and
social science students and their achievement adimg comprehension and the
effect of textbook on comprehension. The study $esuon four hundred science and
social science students in prep classes of SchoBbreign Languages, in Dokuz
Eylil University in Izmir, Turkey. The research instruments are; a tpestire
modified by Oxford, Chao, Leung and Kim (2004) d@rghslated into the students’
mother tongue by Uzuncakmak (2005) to get moreabdi and valid data; and a
reading comprehension test developed by the rdsmaherself. The collected data

used a statistical package to analyze the results.

The findings of the study reveal that scienoe social science students utilize
different reading strategies and science studesgésmiore reading strategies than
their social science counterparts. Furthermorerdbalts indicate that there is not an
adequate correlation between the reading strategmsdoyed by science and social
science students and those utilized in the textiBaading Keys”. In addition, it is
concluded that gender has an effect on strategpndehat female students employ
more reading strategies than male students. Fjrithlyfindings demonstrate there is
a significant difference between the use of readimgtegies by science and social

science students and their achievement in reagimgprehension.
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According to research findings, the researgrervides some recommendations,
such as the teachers should be aware of the ditfsteategy use of their science and
social science students and the effect of gendeen/feachers understand students’
reading processes, they will be able to adjust tteziching skills to help students
read easier. Furthermore, according to studentsding situations, teachers and

authors can arrange the appropriate teaching ratemd textbooks for the students.



CHAPTER I: INTRODUCTION

Background of the Study

Learning strategies have turned out to bepulao field of study since they are
accepted as one of the major prerequisites forestst success. Various studies

show that applying learning strategies facilita@rhing.

In the area of learning a second languagenileg strategies are useful in all
types of language skills; listening, speaking, wgtand reading. To develop
effective reading, especially in prep classes ofersities, some special strategies of
reading are essential since the students will amteowarious academic texts related
to their fields of study. Achieving this aim is pdde with the use of reading
strategies which are the tactics used and contrddiereaders when engaging and
comprehending texts (Paris, Wasik, & Turner, 1981 addition, the students should
be able to understand and analyze foreign pubdicatduring their future academic
studies. Levine, Ferenz and Reves (2000:1) statethie ability to read academic
texts is considered one of the most importantskilat university students of English
as a second language (ESL) and English as a folegiage (EFL) need to acquire.
Shuyun and Munby (1996) note that, ESL academidimgais a very deliberate,
demanding and complex process in which the studmmsactively involved in a
repertoire of reading strategies. When readers wgrieo comprehension problems
they use strategies to overcome their difficult@sterent learners seem to approach
reading tasks in different ways, and some of theags appear to lead to better
comprehension. The hope is that if the strategiesare successful readers can be
described and identified, it may be possible tantdgss successful learners to

develop appropriate strategies.

The use of reading strategies not only desetbp students’ reading abilities but
also promotes their achievement. At the same timdbooks are for assisting and
concretizing learning. Thus, textbooks should idelthese various types of reading

strategies of the learners to obtain the goal aflieg. The textbooks should appeal



to both students from different fields of study bynploying different types of
strategies that the students may use. Therefoee,0bithe aims of this study is to
explore the reading strategies utilized in theldegk which is used by science and

social science students in prep classes.

Like learning strategies, reading strategies &ary individually. Students from
different departments may use different readingtstiies. These differences may be

due to their cognitive styles, personalities, geraihe so on.

There is much research about the use of rgadiategies by freshmen. However,
there is little research specifically aimed at stigating science and social science
students’ use of reading strategies. So, the aithisfstudy is to find out whether
there is a significant difference in the use arefjfiency of reading strategies by
these students from different fields of study. tldigion, there is not much research
aimed at exploring if and how second language repslirategy use at the university
level differs according to gender. In this studye researcher will try to cover the

effect of this factor.

Finally, all the research about the effetttlee use of reading strategies on
achievement shows that there is a positive reldigtween reading strategy use and
achievement. However, there is little researchiggmtly aimed at exploring the
effect of the reading strategies promoted in thdbtok on science and social
science students’ reading comprehension in pregseta Therefore, the researcher
aims to explore whether there is a significantedtéhce between the use of reading
strategies by science and social science studedtdheir achievement in reading
comprehension. The researcher also tries to irgagstiwhich group of students the

strategies utilized in the textbook appeal to.

To sum up, the purpose of this study is teestigate whether there is a
significant difference in the use of reading styae by students in science and social
science departments in prep classes of School @&idfoLanguages (SFL), Dokuz

Eylil University (DEU) and which reading strategidsese two departments’



students use. The study also aims at finding ondeges effect on strategy use.
Another aim of the study is to explore the readsitpategies employed in the
textbook “Reading Keys” and to find out which groopstudents the strategies in
the textbook appeal to. Finally, the study is destyto reveal whether there is a
significant difference between the use of readitrigtsgies by science and social
science students and their achievement in readngprehension and the effect of

textbook on comprehension.

Purpose of the Study

The present study focuses on the types ofingastrategies that science and
social science students use, how reading strateliffies according to the students’
departments and which department’s students thgegtes employed in the textbook
appeal to. The better understanding of the proseassderlying reading in a foreign
language and learners’ different reading stratecpesed by their fields of study and
gender can enlighten the teachers and the textatdes to reconsider the design of
textbooks and teaching materials to make it moner@gpiate for both types of

students.

In addition, another focus is on exploring teading strategies that are employed
in the textbook and comparing these with the sttgdéo find out which students the
textbook is suitable for. The study is also desijt@ reveal whether there is a
significant difference between the use of readitrigtsgies by science and social
science students and their achievement in readingpehension. Finally, the study

focuses on the effect of gender on students’ regstimtegies.

In general, the aims of the study are to batl

1. what types of strategies science and social scigtuckents use

2. whether there is a correlation between the reasdirggegies of the students
and the strategies utilized in the textbook

3. which students the reading strategies in the t@klappeal to.



4. whether there is an effect of gender on readirajesgly use
5. whether there is a difference between the use adimg strategies by the

students and their achievement in reading compeatien

Significance of the Study

This research can help students aware of Wiet reading behaviors are and
which reading strategies they use the most or eébstIfrequently when they read
English materials. Students can try to think abetether they can make some
changes in their reading behaviors or whether tagyenhance their use of reading
strategies. Secondly, the study can provide inftonafor students about the
strategies that other students employ when they Eeglish materials. Through that
transfer of information, students can learn appatprreading strategies that they can
employ to help them get the main point from thedneg texts. Thirdly, the study
provides some information for the teachers to ustded their students’ reading
behaviors and reading strategies. When teachergrstadd students’ reading
processes, they can try to adjust their teachinijs o help students read more
easily. The fourth significance of the study istth@achers can get some information
about differences in the use of reading stratemiedifferent fields of study and
gender. According to students’ reading situatideachers and authors can arrange
the appropriate teaching materials and textbookshi® students. Finally, the study
can be used as a reference for further researhbblpofuture researchers know what
recent students’ reading strategies are and letebearchers focus on the students’
weaknesses to provide more useful suggestions eawthing strategies for helping

those students who had reading difficulties in gl

Through this study, the researcher has exgebtd the EFL students and further
researchers can get some useful information torstadel which reading strategies
students in science social science departmentgep plasses should use, which
textbook is appropriate for them, how to improveitlachievement in reading and to
provide some good suggestions for further studieke field of reading.



Statement of the Problem

The most important feature of the nature efritading process in botf and 2¢
languages is its high degree of individuality. Readare characterized by their own
reading assets and their drawbacks. Reader’'s sulomatent or background
knowledge is an important tool for comprehensiortake place. Besides, reading
processes from the first languages do appearnsfaato the foreign language. Sarig
(1987) and Cheng'’s (1998) study showed that theotisérategies differ in fields of
study. Background knowledge has an importance ading comprehension. The
background experiences students bring to theirimgadffect how well they can
understand it (Stahl, Jacobson, Davis & Davis; 198Bese statements demonstrate
that science and social science students, as tney different subject content and
background knowledge, will have different readitrgtegies some of which may be
transferred from their first language. These dédfexes should be considered while
preparing a textbook. The book should include hgples of strategies which appeal

to both departments’ students.

There is little research specifically aimedimtestigating if and how second
language reading strategy use at the universitgl ldiffers according to gender.
Brantmeier (2000) suggested that passage conteglaied to reading success; males
do better on more science-oriented passages, Yemales achieve higher reading
scores on humanities-related topics. Phakiti's 808nd Poole’s (2005) study

supported this finding about gender difference.

Research has demonstrated that reading mobigiis affected by the use of
reading strategies. More successful readers use stoategies (Lee, 2006). The
strategies in the textbook should meet the needsotif students (Seliger, 1982).
Otherwise, the students may not be successfuinSlis study, the students’ reading
strategies and those in the textbook will be comgan see which group of the
students the textbook is more affective for. Oupestation is that, if the textbook



promotes science students’ reading strategies thst, rthat group will benefit more
from it.

So the researcher will find out whether thespnt study will support these
findings about the relationship between the stugled¢partments and the use of
reading strategies by first exploring science aadiad science students’ reading
strategy preferences. The researcher will alsooegpihe correlation between the
strategies utilized in the textbook and the stiate@f science and social science
students and explore which department studentgetktbook appeal to. Finally, a
reading comprehension test will be applied to teents and their strategy use and
achievement in reading comprehension will be coexbdo see whether there is a
significant difference between the use of readimngtasgies by the students and their

achievement in reading comprehension.

From this perspective, the reading strategiebe textbook which is used in prep
classes will be evaluated to find out whether ietaéoth science and social science
students’ needs. If it is not, remedial actions nha&ytaken such as changing or
adapting it to promote reading achievement and cehgmsion of both science and

social science learners.

Research Questions

The present study is based on the hypothkatsstudents in science and social
science departments in prep classes of School Hidgio Languages, Dokuz Eylul
University use different reading strategies. Thhs,textbook by mostly appealing to
one department’s students may affect science armals®cience students’
achievements differently. Another hypothesis ist,thle frequent use of reading
strategies by students has a positive effect orsti@ents’ achievement in reading
comprehension. It is not clear that gender hasff@eteon strategy choice and the

textbook appeals to both learners from differeanbhes.

The research question in this study is:



1. Is there a correlation between the reading strasegf the students in science
and social science departments in prep classeshanstrategies applied in the

textbook?

This study will also try to find answers toele questions stemming from the

main research question:

1. a) Which strategies are employeddgnce students?
b) Which strategies are employed by socialegestudents?
c) Is there a significant differertmetween the reading strategies of science

and social science students?

2. a) Which strategies are employedildg?y
b) Which strategies are employedbys?
c) Is there a significant differerimetween the reading strategies and

gender?

3. a) Which department’s students does the textbRekding Keys” appeal

to in terms of the reading t&gges promoted in it?

4. a) Is there a significant difference betweenube of reading strategies by
science and social science studentsheidachievement in reading

comprehension?

Assumptions

In this research the following aspects areemalito consideration as the main

assumptions.

1. The students who constitute the sample populatidheoresearch answered the
guestions of the given ‘Reading Strategies Scaild’ ‘Reading Comprehension

Test’ honestly and sincerely.



2. The variables that can not be controlled affectédraups of students in the

same way.

Limitations

This study includes the following limitations:

1. This study will be limited to science and sociaksce students in prep classes
of School of Foreign Languages, Dokuz Eylil Uniuwgrsin 2009-2010
Academic Year. As a result, the findings of thedgtwill be valid to the
students learning English as a second language.

2. This study will be limited to approximately 400 exace and social science
students in prep classes of School of Foreign Laggs. However, the results
may be applicable to other foreign language legremvironments.

3. The findings of the study are limited to the datthgred by data gathering

means used in this study.



CHAPTER Il: READING STRATEGIES

Strategy

There are many definitions of “strategy” highting different aspects. Seliger
(1991:11) uses the term “strategy” to denote genalsstract operations by which
the human mind acquires and organizes new knowledgi&g6z (1996:7) and
Anderson (2002:18) focus on the term “goal” whilefiding strategy. Acikgtz
defines it as the way that is followed to obtaimsthing or the application of a plan
which is developed to reach an aim whereas Andestates that strategies are
conscious actions that learners take to achievieediegoals or objectives. Grabe and
Stoller (2002:5) refer strategies as the abilitret are potentially open to conscious

reflection and use.

Another definition comes from Brown (1987:7@ho highlights the term
“problem solving” by defining that strategies apesific methods of approaching a
problem or task. They are “battle plans” that mighty from moment to moment,
day to day or year to year. For a process to bsidered as a strategy, it needs to be
observable or identifiable by the users when agk®dord, 1990; Schmidt, 1994).
With this definition, Oxford and Schmidt emphasizedifferent aspect of strategy.
Strategies vary intraindividually, each of us hawlwle host of possible ways to
solve a particular problem and we choose one ograéwof those in sequence for a

given problem.

Learning Strategy

There are several different definitions ofrfeag strategies made by several
researchers. While Brown (1987:83) defines learnstigategies as a particular
method of approaching a problem or task, a modeparation for achieving a
particular end, a planned design for controlling amanipulating certain information,

O’'Malley and Chamot (1990:1) state that learningatsggies are special ways of
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processing information that enhance comprehendearning or retention of the

information.

Like Brown, Woolfolk (1998:307) defines leargirstrategies as a kind of plan
which is used to manage learning aims. Still anottienension is made by
Somuncuglu and Yildinm (1999:32) who state that learnirigategies are the

necessary tactics and tools to manage indepenesmirng.

Weinstein and MacDonald (1986:257) definerieay strategies as the situations
and thoughts which the learners use while lear@nd which aim to affect the
learner’s coding process. A similar definition camfeom Davidson (1987) who
focuses on the retention of the knowledge. Davidsuds that learning strategies are
the methods which are used to facilitate the rexplbf the knowledge which is

produced and tried to be learned by the learner.

Finally, a detailed definition is made by Oxfq1990:1). She states that learning
strategies are special ways used by learners tdeaiching and make it more
efficient. The way learners approach a task antbparit and the outcome received
are affected by the strategies chosen by them writbly effectively learners apply
them. Strategies are especially important for liegrrbecause they are tools for
active, self-directed involvement, which is essanfior developing communicative
competence. Appropriate language learning stragegisult in improved proficiency
and greater self-confidence (Oxford, 1990:1).

Learning strategies developed by learners shmliwidual differences. These
differences come from mental, physical and psydjio#d levels of individuals. For
instance, students from different fields of study avith different brain dominances
use different strategies. Learning strategiesifatal learning and all the learners, to
some extent, have some learning strategies. Ifeiming strategies of the learners
in all skills are not explored or are ignored; thiéere will be a failure in their
achievement (Ertekin, 2006).
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The learners use some learning strategid®in lessons to enhance their learning
or to recall what they have already learned y#éteftextbook does not include these
strategies and if the teachers do not take thdBaatices into account; then all the

efforts for learning will be useless.

In language learning, strategies are usedaddithte learning in all four skills;
listening, speaking, writing and reading. In recgsdrs, reading has been considered
to be a critical skill, especially in academic oted classes for which students have
to do extensive reading to pursue their studiesesstully. The major interest in
reading comprehension has become reading stratagigshas been concluded that
successful readers differ from the less successfigls mainly in their strategic
approach towards the text they are reading. Thexefbelping readers employ
effective strategies is considered to be an esderdmponent of reading classes.
This study will analyze the reading strategies usdte textbook “Reading Keys” to
find out which department’s students the book alspea

Since the English-medium universities berfefitn academic materials written in
English, English reading proficiency becomes amregmély important requirement
for the students. In many parts of the world regdim a foreign language is often
important for academic studies, professional swasd personal development.
Especially reading in English is essential as nbshe academic and scientific texts
are published in English today. In addition, mamspjscts in science and social
science departments require students to have ihty &b read in English. Yet, it is
the common experience that most students fail &l redequately in the foreign
language and read with less understanding thannugbt expect them to have
(Alderson, 1984). This may be due to inadequateafiseading strategies, lack of
correspondence between brain dominances and Hiegés required for a text to be

understood in the textbook.

Everyone reads with some kind of purpose indnifor pleasure or to obtain
information, etc. — and effective reading means@eaible to read accurately and
efficiently, to understand as much of the passaggoa need in order to achieve

your purpose. In addition, it contributes to indegent learning regardless of the
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purpose of the reader (Murcia, 2001). Sometimespcehension failure happens and
the readers are unable to achieve their purposei@s, 2001). This failure may be
a simple matter of not knowing the meaning of adydaut it is just as likely to be a
deficiency in one or more of a number of specifeading strategies and the
strategies required for a text to be mastered fiaatly lack of harmony between the
strategies of the students and the strategies geplm the textbook. The students
are expected to understand what they read regardig¢be subject matter they study.
Understanding reading strategies necessitates dersianding of the nature of the

reading process.

Reading

There has been much discussion about the ggarfereading, its nature and the
skills required for effective reading to be achigvA significant body of literature
(Robinson, 1980; Carroll, 1980; Nuttal, 1982; Chrd989; Grabe, 1988) posits that
reading is not a passive process, but an activeepsoof communication whereby the
reader approaches the text for specific purpodes.rdaders’ involvement in the text
is of crucial significance as he/she should noeptpassively what is written, but
he/she should develop, modify and even reflectlboraome of the ideas displayed

in the text.

Widdowson’s (cited in Alderson & Urquhart, ¥985) definition of reading as
“the process of getting linguistic information vaint” is an attractive one, and a
useful corrective to more restricted approachessdPey (2002) defines reading as
more than simply decoding. Comprehension requioggel order (decoding) and
higher order (metacognitive) thinking. To perforngtter order thinking, readers

must interact with the text

Bernhardt (1991:6) who has a deeper descnigiates that reading process is an
intrapersonal problem-solving task that takes plaahin the brain’'s knowledge
structures. Casanave (1988), like other researctlmmphasizes “meaning” and
defines reading as a process with which readengeicise some strategies to work

with the meaning of the text and then make serms®a them.



13

According to Brumfit, reading is an extrematgmplex activity involving a
combination of perceptual, linguistic and cognitiakilities. Because reading is a
complex process, reading in any language is demgndCzicko, Faureau,
McLaughlin, Oller & Tullius as cited in Kern, 198®eading in a second or foreign
language can place even greater demands on thesgescinvolved in reading due to
the reader’s incomplete linguistic or cultural kdedge (Bouvet, 2000). Therefore,

reading skills and strategies are of significarpantance in such environments.

In the early 1970s, information processingties in psychology were applied to
reading, resulting in the development of two magading theories; the skills view
(bottom-up theory), and the psycholinguistic vigwpfdown theory). By the late
1970s, criticism of these two theories by both adlors and psychologists resulted in
the development of interactive theories of the ir@@rocess. From this perspective,
reading involved an interaction between the reaaher the text, the processing was
viewed as proceeding from both whole to part and @ whole (Campbell &
Malicky, 2002).

Alexander (2000) states that interaction, e form of previous knowledge
activation and subject interest positively influeaaccomprehension. The utilization
of reading comprehension strategies compels stsideninteract with the text, and

this interaction subsequently increases interest.

Being an important language skill, reading #ma&l processes involved in reading
have been commonly explored research areas inlldo#nd L2 contexts. From this

research have emerged three basic models of reading

Bottom-Up Reading Model:

The first and the oldest of the three moddisctv will be described is the bottom-

up reading model. Goodman (cited in Eskey, in Dukiskey & Grabe, 1986) refers

to this model as the “common sense notion” (p:1d)this approach, reading is
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meant to be a process of decoding; identifyingetseft words, phrases, and then
sentences in order to comprehend the meaning. Aicgpto Eskey (in Dubin, Eskey
& Grabe, 1986) in this model, the readers read bying their eyes from left to right
across the page and they first identify the lettdren combine the letters to form
words, then gradually combine the words into plsastauses and sentences. In
other words, bottom-up reading model sees the psook reading as decoding the
author’'s intended meaning through recognition af firinted letters and words
(Carrell, 1989). It is a process wherein the readeonstructs the message in a text
by first recognizing the smallest textual composeattthe bottom such as letters or
words. Then the reader moves to larger and larges pf the text at the top such as
phrases, clauses, sentences, intersential linkagasler to comprehend the written
work (Carrell, Devine & Eskey, 1988).

Such a view, however, raises as many questsng answers. The bottom-up
model suggests that a word will be recognized atter reader assembles it by
combining its letters. Nevertheless, a reader ean & word without understanding
its meaning. Moreover, if the reader decodes eatthrlseparately to form words,
phrases and sentences, this may make reading tw t&d comprehend the
information presented in the text (Nunan, 1991)ot#er objection to the bottom-up
theory of reading relies on the research showiad)‘ih order to assign a phonemic
value to a grapheme, it is often necessary to kmiee&v meaning of the word
containing that grapheme” (Smith, cited in Nuna®@91:65). What is more, research
done by Goodman and Burke (cited in Nunan, 199bygs that decoding is not
enough to explain the reading process. A processvRras miscue analysis shows
that deviations from the actual words of the texidm by the readers during reading
aloud are proved to be acceptable in terms of seosaihis would seem to suggest
that although readers do not decode the letteiermo words in some instances, they
are able to make sense of the text. Bottom-up ngaslrategies involve identifying
grammatical category of words, recognizing meartimgpugh word families and

formation, and paying attention to reference w@Bknett, 1988).



15

Top-Down Reading Model:

The shortcomings of the bottom-up model geedréhe emergence of the top-
down model of reading This model advocates “thectin of the fewest and most
productive elements from a text in order to makeseeof it” (Lynch & Hudson, in
Celce-Murcia, 1991:23). Top-down processing rejélaes notion that identification
of letters to form words, and the deviation of megrfrom these words is efficient
reading. On the contrary, it assumes that efficreraiding requires the readers to
make predictions and hypotheses about the texteobrity relating the new
information to their prior knowledge and by usirggfaw language clues as possible.
Similarly, Goodman (1970) describes reading asyatmsinguistic guessing game in
which the reader deconstructs a message which dé&s éncoded by a writer as a
graphic display. In this process, the reader’s paperiences and knowledge of the
language plays a critical role in the confirmatiminthese predictions by the reader
(Carrell, 1989). The reader is an active participan this process, bringing
hypotheses about the text, making predictions aimthithe information in the text to
confirm or disconfirm these predictions (Carrell adt, 1988; Urquhart & Weir,
1998).

The top-down model is influenced by schemaompewhich emphasizes the
importance of the reader’'s background knowledgthéreading process (Carrell in
Carrell, Devine & Eskey, 1988). According to thieory, in order to comprehend a
text, readers make use of both the text and ttemkdround knowledge. Therefore,
interaction with the background knowledge and thket is essential for efficient
reading. Carrell (in Carrell, Devine & Eskey, 198&ptes that “the process of
interpretation is guided by the principle that gverput is mapped against some
existing schema and that all aspects of that sclmeusa be compatible with the input
information” (p.76). This prevents the readers frdetoding every single symbol
and word while reading a text. Top-down readingatsggies include using
background knowledge, predicting, using titles aritustrations to help
comprehension, skimming and scanning (Barnett, 1988
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Interactive Reading Model:

The fact that both of the reading models wtaoh described above have certain
flaws has led to the emergence of the interactisdeh This model in contrast to the
top-down model, assumes a constant interactiondsgtwigher level and lower level
skills in processing information for the reconstroic of the meaning of the text
rather than overemphasizing the role of top-dowocessing skills in reading. In
other words, according to interactive model, regdmvolves the interaction of the
top-down and bottom-up processing of the text. &reme two types of interaction
according to this model: the interaction betweea tbader and the text, and the
interaction of the bottom-up and top-down procegsikills. The former emphasizes
the importance of the readers’ world knowledge bseat implies that the readers
assign meaning to the written material by usingrthackground knowledge. The
latter implies that both the identification skifjsesented in the bottom-up model and
the interpretive skills of the top-down model aeers as critical for the reading
process and thus, should both be used to undergtandxt better (Cohen, 1990). It
also includes an interaction between the readerwgles his/her prior knowledge and
the text. The readers’ affective state, languagepstence and prior knowledge of
content and of reading processes interact with $#xicture, tasks and contexts
(Goodman, Watson & Burke, 1996). Good readers aresidered as both good
decoders and good interpreters of the text (Ca8&isterhold, 1983).

Examples of bottom-up, local, language baseading strategies that focus
primarily on word meaning, sentence syntax, or teetails, and are associated with

attending to lower-level cues are:

* breaking lexical items into smaller parts;

* scanning for specific details;

* paraphrasing or rewording the original text;
» matching key words to key visuals;

» matching key vocabulary or phrases;

* using knowledge of syntactic structures or puattun; and
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» using local context cues to interpret a word luase.

Some top-down, global, knowledge-based reasirgjegies that focus primarily
on text gist, background knowledge, or discourggaoization, and are associated

with attending to higher-level cues include:

* recognizing the main idea, theme, or concept;

e integrating scattered information;

 drawing an inference,

* predicting what may happen in a related scenand;

* recognizing text structure.

Comprehension as the goal of reading requmnestal engagement with the
process of reading. To successfully read, readerst mtilize both cognitive and
metacognitive processes by switching back and fbetween what is known and
what is presented in the text while simultaneouslynparing the new information
and what is read with their world view (Yore, Biga%a Hand, 2003).

Successful readers do not read mechanicaltyublize top-down processing
strategies. (Block, 1986) They interact with thettealling upon their knowledge
and experience to interpret the new informatioreylise strategies more frequently
than less successful readers do. In addition, theydinate and shift those strategies
when appropriate. Successful readers are more adhe strategies that they use.
They can also distinguish between important infdromaand details as they read
(Duffy, 1993; Farrell, 2001).

In contrast, less successful readers eitheraldknow about strategies or mainly
engage in bottom-up strategies (Salataci & Aky8Q2). They usually process texts
in word-for-word reading (Auerbach & Paxton, 199F)oreover, less successful
readers use fewer strategies and use them lesstiwdfg in their reading
comprehension (Grabe, 1991).
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To sum up, good readers read for meaning, dioeyot waste time decoding each
letter or each word in the text. Instead, they takehole chunks of the text, relying
on their knowledge of the language and of the suibjeatter to make predictions as
to what is likely to follow and to interpret what meant. As the learners read and
their predictions get confirmed, the text makessseilo them. If their knowledge of
the language is adequate, if their reading strategie effective and if they can relate
information in the text to what they already knotgy have an ideal reading

situation.

This study is based upon the interactive the@herein reading is viewed as the
active construction of meaning from cues in thet tard from the reader’s

background knowledge.

Reading Strategies

Although reading strategies have been deflmedeveral researchers, a common
definition is not found in literature because oflack of consensus among
researchers. However, they are usually referreasttechniques used by readers to
comprehend texts better (Duffy, 2001). Another migbn again focuses on
“comprehension”. Reading strategies are tacticsl byereaders when engaging and
comprehending texts (Paris, Wasik & Turner, 19®Bading strategies, as noted by
Garner (1987), may be defined as an action orsefiactions employed in order to
construct meaning. Pearson and his colleagues (1®fihe reading strategies as
“conscious and flexible plans that readers apply atapt to a variety of texts and
tasks”. A similar definition which highlights therm “text” comes from Wei (2006)
who states that reading strategies are any praeéisaethe readers are conscious of

executing with the intention of constructing meanirom written texts.

Definitions of reading strategies all focus their role in the comprehension of
what one reads. For instance, Barnett (1988:15@ygeaeading strategies as “the
mental operations involved when readers approaeiteefficiently and make sense

of what they read”. In the light of these definftgoand arguments, the term ‘reading



19

strategy’ is referred for the purposes of this aesie as specific actions consciously
employed by the learner for the purpose of readdging beyond this definition,
researchers have determined different types ofingastrategies that successful
readers use such as top-down vs. bottom-up, lcgaghbal, direct vs. indirect,
word-level vs. text-level, metacognitive vs. cograt etc. which will be mentioned

in the next section.

Classification of Reading Strategies

The investigations of second language learmeasling comprehension strategies
have produced a wide variety of strategy invensoa@d classification schemes.
Nonetheless, one characteristic that is shared doyyrof the classification schemes
proposed in the L2 literature is that the readimngtegies are commonly divided into
binary categories. The binary categories are alllar in that they reflect strategies
that aid in the comprehension of smaller linguistnits versus those that aid in the
comprehension of larger linguistic units. Somela binary strategy classifications
include bottom-up vs. top-down, local vs. globahtad driven vs. concept-driven,
form-based vs. meaning-based, syntactic vs. seqat@coding vs. meaning-getting,
language-based vs. knowledge-based, word-levetexd:level, micro vs. macro,
analytic vs. synthetic, and analytic and vs. gloBéthough the terms that are used to
refer to either the bottom-up or top-down procedsage subtle differences, L2
researchers use these terms together and inteedialgg Thus, it is not uncommon
to find statements in the literature such as “nevéarners rely primarily on concept-
driven (top-down, global) processes when readingtste(Young & Oxford,
1997:47).

Above are reading strategy types accordirtheachronological order:

O’Malley, Chamot, Manzanares, Russo and Kugf®B85:561) identified two
types of reading strategies. These are:

1) Metacognitive Reading Strategies:



20

Metacognitive control means readers’ conscicostrol of their reasoning
processes (Carrell et al., 1989). Use of metacivgnstrategies leads readers to think
about their thinking. Use of metacognitive stragsgihelps much to comprehending

the meaning of a text. (Allen, 2003:322). Metactigaistrategies are:

a) setting goals for yourself
b) working with classmates
c) taking opportunities for practicing
d) evaluating what you have learned

e) making lists of vocabulary

2) Cognitive Reading Strategies:

Cognitive reading strategies involve directnipalation or transformation of the
learning materials throughout a learning or probatving process (Block, 1986).
They have a direct operation on the target langu@dken, 2003). Cognitive
strategies can be listed as follows:

a) using the titles to predict the text content
b) relating pictures or illustrations to the teghtent
c) skimming

d) taking notes

e) translating

f) using a dictionary

g) using background knowledge

h) summarizing

i) rereading

j) visualization

k) understanding organization

) classifying words

m) guessing the meanings of unknown words
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According to Sarig’s (1987) comparative stwdly-1 and L2, there are four types

of reading strategies:

1) technical aid such as skimming, scanning, uglagsary

2) clarification and simplification such as decaginrmeanings of words,
paraphrasing, syntactic simplification

3) coherence detection such as identification rf tgpe and use of prior content
schemata

4) monitoring moves such as mistake correctionwisig down, summarizing,

comparing main ideas and identification of misustirding

Barnett (1988) categorizes strategies inta two

1) Text-level strategies; such as skimming for hgva general understanding,
scanning for details, predicting the content, uding background knowledge and
titles for or pictures for comprehension.

2) Word-level strategies; such as identificationha grammatical category of words,
recognition of words through word families and wdi@mation and guessing

meanings from context.

According to Pritchard (1990) there are fiypds of reading strategies. These are:

1) developing awareness

2) accepting ambiguity

3) establishing intrasential ties (gathering infation, paraphrasing, etc.)
4) establishing intersentential ties (reading aheattapolating, etc.)

5) using background knowledge

El-Koumy (2004) mentions that reading stragegtan be divided into cognitive
and metacognitive styles. Cognitive strategies meaders have integration with

contents using strategies to help them understamadntents. Cognitive strategies
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include visualizing, predicting, scanning, summiagdz analyzing, making
correction, underlining and using mnemonics, etetddognitive strategies -often
referred to as self-regulation strategies- refershe reader’s knowledge about the
executive processes he or she employs before,gland after reading (p:16). There
were three main strategies in this area: plannisglf-monitoring and self-

assessment.

Abbott (2007) divides reading strategies it down and bottom up. Examples
of bottom-up, local, language based reading stiedetfpat focus primarily on word
meaning, sentence syntax, or text details, anasseciated with attending to lower-

level cues are:

1) breaking lexical items into smaller parts;

2) scanning for specific details;

3) paraphrasing or rewording the original text;

4) matching key words to key visuals;

5) matching key vocabulary or phrases;

6) using knowledge of syntactic structures or puatdn; and
7) using local context cues to interpret a worglmase.

Some top-down, global, knowledge-based reasirgjegies that focus primarily
on text gist, background knowledge, or discoursgawization, and are associated
with attending to higher-level cues include:

1) recognizing the main idea, theme, or concept;

2) integrating scattered information;

3) drawing an inference;

4) predicting what may happen in a related sceparid

5) recognizing text structure.

Rebecca Oxford (1990) makes a classificatioreading strategies. In this study

her classification will be used as it is the mastiaded of all. In addition, her reading
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strategies are more frequently employed in textbptikey are clear cut and finally
her classification includes all possible readingtsggy types that are used by learners
such as memory, cognitive, compensation, metadggnitsocial and affective.
According to Oxford, there are two types of readstigitegies. These are direct and

indirect strategies.

I. Direct Strategies For Dealing With Language:

Language learning strategies that directlyime the target language are called
direct strategies. All direct strategies requirentak processing of the language.

There are three types of direct strategies. These a

1. Memory Strategies; have a highly specific functibelping students store
and retrieve new information.

2. Cognitive Strategies; enable learners to understand produce new
language by many different means.

3. Compensation Strategies; allow learners to uselahguage despite their
often large gaps in knowledge.

1. Memory Strategies:

Memory strategies help language learnersofe with vocabulary difficulty.
They enable learners to store verbal material aed tetrieve it when needed for
communication. Memory strategies often involve ipgirdifferent types of material.
In language learning, it is possible to give vethhkls to pictures, or to create visual

images of words or phrases.

There are four types of memory strategies:

1. Creating Mental Linkages:
A. Grouping:
Grouping is classifying or reclassifyingdmiage material into meaningful units,

either mentally or in writing, to make the materglsier to remember by reducing
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the number of discrete elements. Groups can bedbasetype of word, topic,
practical function, linguistic function, similarignd so on. The power of this strategy
may be enhanced by labeling the groups, using gorero remember the groups, or

using different colors to represent different greup

B. Associating/ Elaborating:

Associating is relating new language infatimn to concepts already in
memory, or relating one piece of information to thieo, to create associations in
memory. These associations can be simple or complerdane or strange, but they

must be meaningful to the learner.

C. Placing New Words into a Context:

Placing new words into a context indicapdacing a word or phrase in a
meaningful sentence, conversation or story in otderemember it. This strategy
involves a form of associating/ elaborating, in e#hthe new information is linked

with a context.

2. Applying Images and Sounds:

Applying images and sounds involve remenmigeby means of visual images
or sounds.

A. Using Imagery:

Using imagery is relating the new languadermation to concepts in memory
by means of meaningful visual imagery, either i@ mhind or in actual drawing. This
strategy can be used to remember abstract wordsdnciating such words with a
visual symbol or a picture of a concrete object.

B. Semantic Mapping:

Semantic mapping refers to making an aearent of words into a picture,
which has a key concept at the center or at theang related words and concepts
linked with the key concept by means of lines aowas. It visually shows how
certain groups of words relate to each other.

C. Using Keywords:
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Using keywords is remembering a new wordibiyg auditory and visual links.
The first step is to identify a familiar word in @8 own language that sounds like
the new word- this is the “auditory link”. The secbstep is to generate an image of
some relationship between the new word and a fanolne- this is the “visual link.”
Both links must be meaningful to the learner.
D. Representing Sounds in Memory:

Representing sounds in memory representsemdering new language
information according to its sound. This is a brga@tegy that can use any number
of techniques, all of which create a meaningfulirabbased association between the

new material and already known material.

3. Reviewing Well:

Reviewing well implies that looking at néarget language information once is
not enough; it must be reviewed in order to be rabered.
A. Structure Reviewing:

Structure reviewing is reviewing in caréfuspaced intervals, at first close
together and then more widely spaced apart. Thé igooverlearning”- that is,

being so familiar with the information that it b@ses natural and automatic.

4. Employing Action:

Employing action strategies will appealdarners who enjoy the kinesthetic or
tactile modes of learning.

A. Using Physical Response or Sensation:

Using physical response or sensation megamsically acting out a new
expression or meaningfully relating a new exprassio a physical feeling or
sensation.

B. Using Mechanical Techniques:

Using mechanical techniques is identifiesl @sing creative but tangible

techniques, especially involving moving or changsognething which is concrete, in

order to remember new target language information.

2. Cognitive Strategies
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Cognitive strategies are unifies by a comnfanction: manipulation or
transformation of the target language by the lear@ognitive strategies are
typically found to be the most popular strategies tgpically found to be the most
popular strategies with language learners.

There are four types of cognitive strategiéhese are:

1. Practicing:
A. Repeating:

Repeating refers to saying or doing somethover and over; listening to
something several times; rehearsing; or imitatimgigve speaker.
B. Recognizing and Using Formulas and Patterns:

Recognizing and using formulas and patténdgcate being aware of and/or
using routine formulas such as “Hello, how are yoartd unanalyzed patterns such
as “Itis time to...”

C. Practicing Naturalistically:
This strategy is described as practicing tlew language in natural, realistic

settings; as in participating in a conversatioadreg a book or article.

2. Receiving and Sending Messages:
A. Getting the Idea Quickly:

Getting the idea quickly involves usingrskiing to determine the main ideas
or scanning to find specific details of intereshisl strategy helps learners to
understand rapidly what they hear or read in the laaguage. Preview questions
often assist.

B. Using Resources for Receiving and Sending Messag

This strategy is identified as using prant nonprint resources to understand
incoming messages or produce outgoing messages.
3. Analyzing and Reasoning:

This set of five strategies concerns ldgasalysis and reasoning as applied to
various target language skills. Often learners wse these strategies to understand

the meaning of a new expression or to create aaxgwnession.
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A. Reasoning Deductively:

Reasoning deductively is using generalsraed applying them to new target
language situations. This is a top-down strategglileg from general to specific.
B. Analyzing Expressions:

Analyzing expressions is determining theanieg of a new expression by
breaking it down into parts; using the meaningyvarous parts to understand the
meaning of the whole expression.

C. Analyzing Contrastively:

Analyzing contrastively means comparingredats of the new language with
elements of one’s own language to determine siitidarand differences.
D. Translating:

Translating is converting a target languagpression into the native language;
or converting the native language into the targegliage; using one language as the
basis for understanding or producing another.

E. Transferring:

Transferring is directly applying knowledgé words, concepts, or structures

from one language to another in order to understaiq@oduce an expression in the

new language.

4. Creating Structure for Input and Output:
The following three strategies are waygneate structure, which is necessary

for both comprehension and production in the newuliage.

A. Taking Notes:

Taking notes connotes writing down the maea or specific points. This
strategy can involve drafting notes, or it can casga more systematic form of
note-taking such as the shopping-list format, tbkenantic map or the standard
outline form.

B. Summarizing:

Summarizing is making a summary or abswéetlonger passage.

C. Highlighting:
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Highlighting is using a variety of emphagshniques such as underlining to

focus on important information in a passage.

3. Compensation Strategies

These strategies enable learners to use néne language for either
compensation or production despite limitations inowledge. Compensation
strategies are intended to make up for an inadeqguegtertoire of grammar and,
especially, of vocabulary.

Guessing strategies, sometimes called r@mi@ng”, stand for using a wide
variety of clues -linguistic and non-linguistic- guiess the meaning when the learner
does not know all the words.

Guessing is actually just a special casth®fway people typically process new
information- that is, interpreting the data by gsthe immediate context and their
own life experience. Compensation strategies fodpction help learners to keep on

using the language, thus obtaining more practice.

Guessing Intelligently In Listening and Reading:
A. Using Linguistic Clues:

Using linguistic clues refers to seekingl arsing the language-based clues in
order to guess the meaning of what is heard or medde target language, in the
absence of complete knowledge of vocabulary, granamaor other target language
elements.

B. Using Other Clues:

Using other clues includes seeking and gusines which are not language-
based in order to guess the meaning of what idh@aread in the target language, in
the absence of complete knowledge of vocabulagmgrar, or other target language

elements.

[I. Indirect Strategies for General Management edining:
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Indirect strategies are essential countetpalirect strategies. They support and
manage language learning without directly involvihg target language. Indirect
strategies are useful in virtually all languagenézg situations and are applicable to
all four language skills; listening, reading, spegkand writing.

There are three types of indirect stratedidese are:

1. Metacognitive Strategies:

Metacognitive strategies are actions wigohbeyond purely cognitive devices,
and which provide a way for learners to coordindtteir own learning process.
Language learners are often overwhelmed by too mmeskiness. With all this
novelty, many learners lose their focus, which caly be regained by the conscious
use of metacognitive strategies such as payingtaite and overviewing/linking

with already familiar material.

Other metacognitive strategies, like orgag, setting goals and objectives,
considering the purpose, and planning for a languagk, help learners to arrange

and plan their language learning in an efficieffeaive way.

1. Centering Your Learning:
A. Overviewing and Linking with Already Known Matat:

This strategy involves overviewing compnesieely a key concept, principle or
set of materials in an upcoming language activitg associating it with what is
already known.

B. Paying Attention:
Paying attention is deciding in advancedyg attention in general to a language

learning task and to ignore distractors.

2. Arranging and Planning Your Learning:
These strategies help learners to orgaamzeplan so as to get the most out of
language learning.

A. Finding Out About Language Learning:
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This strategy signifies making efforts bodf out how language learning works
by reading books and talking with other people.
B. Organizing:

Organizing is understanding and using caowkt related to optimal learning of
the new language; organizing ones schedule, pHysiwaonment, etc.
C. Setting Goals and Objectives:

This strategy implies setting aims for laage learning, including long term
goals or short term objectives.
D. Identifying the Purpose of a Language Task:

This strategy stands for deciding the psepof a particular language task
involving listening, reading, speaking and writing.
E. Planning for a Language Task:

Planning for a language task is planning flee language elements and
functions necessary for an anticipated languadedasituation.
F. Seeking Practice Opportunities:

This strategy is identified as seeking pnacticing opportunities to practice the
new language in naturalistic situations, such asgyto a second or foreign language

cinema, joining an international social club.

3. Evaluating Your Learning:

These strategies aid learners in checkiag tanguage performance.
A. Self-Monitoring:

Self-monitoring is identifying errors in derstanding or producing the new
language, determining which ones are importantking the source of important
errors, and trying to eliminate such errors.

B. Self-Evaluating:
Self-evaluating is evaluating one’s owngraess in the new language whether

one is understanding a greater percentage of eawtersation.

2. Affective Strategies:
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The term affective refers to emotions,tadies, motivations, and values. The
affective side of the learner is probably one oé thery biggest influences on
language learning success or failure. Good langlesyeers are of then those who
know how to control their emotions and attitudeswldearning. Negative feelings
can stunt progress; on the other hand, positivetiem® and attitudes can make
language learning far more effective and enjoyablitudes are strong predictors of
motivation in any area of life, and especially anduage learning. Attitudes and
motivation work together.

The language learner who is overtly anxiaudikely to be inhibited and
unwilling to take even moderate risks. Successfiniglage learning necessitates
overcoming inhibitions and learning to take reasdmaisks.

Tolerance of ambiguity may be related tolimginess to take risks. Moderate
tolerance for ambiguity tends to be open-mindedaaling with confusing facts and

events, which are parts of learning a new language.

1. Lowering Your Anxiety:
A. Using Progressive Relaxation, Deep Breathindvieditation:

These strategies involve using the techmigjualternately tensing and relaxing
all of the major muscle groups in the body, as waslthe muscles in the neck and the
face, in order to relax; or the technique of bregglueeply from the diaphragm.

B. Using Music:

This strategy refers to listening to sooeghmusic, such as classical concert, as a

way to relax.
C. Using Laughter:
This strategy includes using laughter ttaxeby watching a funny movie,

reading a humorous book, so on.

2. Encouraging Yourself:

This set of strategies is often forgotbgnlanguage learners, especially those
who expect encouragement mainly from other peopte @ not realize they can
provide on their own.

A. Making Positive Statements:
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This strategy connotes saying or writingipee statements to oneself in order
to feel more confident in learning the new language
B. Taking Risks Wisely:

Taking risks wisely is pushing oneself &kd risks in a language learning
situation, even though there is a chance of makingstake or looking foolish.
C. Rewarding yourself:

This strategy is giving oneself a valuabévard for a particularly good

performance in the new language.

3. Taking Your Emotional Temperature:

These strategies help learners to assessfélelings, motivations and attitudes
and in many cases relate them to language tasks.
A. Listening to Your Body:

Listening to your body signifies payingedition to signals given by the body.
These signals may be negative, reflecting streshey may be positive indicating
happiness.

B. Using a Checklist:

This strategy means using a checklist tecalier feelings, attitudes and
motivations concerning language learning in general
C. Writing a Language Learning Diary:

This strategy implies writing a diary orujoal to keep track of events and
feelings in the process of learning a new language.

D. Discussing Your Feelings with Someone Else:
This strategy is talking with another perdo discover and express feelings

about language learning.

3. Social Strategies:

Language is a form of social behaviorsicommunication, and communication
occurs between and among people. Learning a laeginag involves other people,
appropriate social strategies are very importattisprocess.

One of the most basic social interactionssking questions and this helps

learners get closer to the intended meaning argldius their understanding.
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To promote cooperative language learningtegries it might be necessary to
help learners confront and possibly modify theiltually defined attitudes toward

cooperation and competition.

1. Asking Questions:
A. Asking for Clarification or Verification:

This strategy connotes asking the speakeepeat, paraphrase, explain, slow
down, or give some examples; asking if a specitfierance is correct or if a rule fits

its particular case.

2. Cooperating With Others:

This set of two strategies refers to intére with one or more people to
improve language skills.

A. Cooperating with Peers:

Cooperating with peers indicates workinghwother language learners to
improve language skills. This strategy frequenthyalves controlling impulses
toward competitiveness and rivalry.

B. Cooperating with Proficient Users of the New gaage:
This strategy stands for working with natispeakers or other proficient users

of the new language, usually outside of the langudgssroom.

3. Empathizing With Others:
A. Developing Cultural Understanding:

This strategy signifies trying to empathwzigh another person through learning
about the culture and trying to understand thergtkeson’s relation to that culture.
B. Becoming Aware of Others’ Thoughts and Feelings:

This strategy implies observing the behesvaf others as a possible expression
of their thoughts and feelings; and when approgriaisking about thoughts and

feelings of others.
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CHAPTER Ill: LITERATURE REVIEW

This chapter describes a review of selecteddliure and issues relevant to the use
of reading strategies by students in science aodilsscience departments in prep
classes. The relevant issues include the effectgerider and the students’
departments on their use of reading strategies thadcorrelation between the
students’ reading strategies and those used inetktbook. The contents include
seven areas: (1) Research about reading strategggseral, (2) Reading strategies
and achievement, (3) Reading strategy researchiegrsity level, (4) Research on
the reading strategies of freshmen, (5) Readirgiegires and gender, (6) Reading
strategies and the textbook, (7) Reading strategiescience and social science

students.

Research about Reading Strategies in General

In this section, the research related to teegnl term of reading strategies will
be mentioned before covering the other specifieeisp There are many empirical
studies which focus on reading strategies and tleéationship with successful and
unsuccessful second language reading (Carrell,iPhad Liberto, 1989). Carrell
and her colleagues highlight the fact that lessesgful learners can improve their
skills by getting training in strategies which areed by more competent learners.
Successful learners are aware of the strategigsuseeand know why they use these
strategies (Green and Oxford, 1995). These leaarerable to adjust their strategies
according to language tasks and to their needeaaedrs. Less successful learners,
on the other hand, may not be able to choose theppate strategies or decide on
how to connect them to have a useful “strategyrchaithough they are able to
identify their own strategies (Block, 1986). Oveéranprovement in reading
comprehension is dependent on the improvementategies and explicit training of
strategies has often produced gains in compreheiisiagy and Herman, 1987).

Sarig (1987) investigates the contribution ldf reading strategies and L2

language proficiency to L2 reading, as well as ridationship between L1 and L2



35

reading strategies. Sarig’s subjects are 10 femate Hebrew readers who are
studying English as a foreign language. Subjedd scademic texts in L1 and L2
and are asked to self report their reading behavigarig classifies the data from the
think-aloud reports into four general types of bhets or responses: (1) technical
aid, (2) clarification and simplification, (3) catemce detection, and (4) monitoring
moves. Technical aid strategies include behavioch sas skimming, scanning,
skipping, marking the text, using glossary, andosth.

Strategies that involve syntactic simplifioati decoding meanings of words and
groups of words with the use of synonyms, and paesging are classified as
clarification and simplification moves. Coherenadatting moves include
identification of the text type, use of prior camteschemata, identification of people
and key information in the text, and reliance omtual schemata. Behaviors
involving active monitoring of text processing aiassified as monitoring moves,
and these include behaviors such as consciousifidatibn of misunderstanding,
change of planning the tasks, mistake correctitowieg down, and other direct

moves which are intended to monitor text processing

Sarig’s results reveal that her subjects tearstrategies from L1 reading into L2
reading, and that the same reading strategy typesuat for success and failure in
both languages to almost the same extent. Top-dglebal strategies lead to both
successful and unsuccessful reading comprehenslm.two language dependent
strategies, the clarification and simplificatiomaségies, contribute to unsuccessful
reading comprehension in both L1 and L2. Resulte atdicate that, most of the
strategies which are used during the reading comemton process are particular to
each reader, or that each individual reads difftyemnd uses different combinations
of strategies. These results do not duplicate Bso¢k986) where global strategies

lead to successful (not unsuccessful) reading cehgmsion.

In a qualitative study, Hosenfeld (1977) exassi successful and unsuccessful
readers to find out what types of cognitive operati they use to process written

texts. Participants are ninth grade students wh® laarning French. Before
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conducting her study, she classifies readers baisedtest of L1 reading. She selects
twenty native English speaking students who scbigd on the MLA-Cooperative
Test of Reading Proficiency, a standard test oivedanguage reading, and twenty
unsuccessful students with low scores on the sase tn an oral interview,
participants are asked to read a text and do thiokd reports, that is, are directed to
say in their first language whatever comes to timeind while processing each

sentence in the text.

Hosenfeld concludes that, the successful redd=ep the meaning of the passage
in mind while reading, skip words unimportant te tmeaning of the sentence, read
in “broad phrases,” use context to determine woedmmg, and have a positive self-
concept as a reader. Poor readers, on the othdr translate sentences and lose the
general meaning of the passage, rarely skip wdod& up unknown words in a
glossary, and have a poor self-concept as a redtlbile these results clearly
describe the strategies students use to procedsxhehey do not link the strategy
use to comprehension of specific paragraphs dnddext as a whole. The data only
focuses on sentence-level comprehension. The sestilthe study do not reveal

overall comprehension of the entire text.

Block’'s (1986) “general comprehension” andcdb linguistic” categories echo
Hosenfeld’'s (1977) binary classification of stragsg Block (1986) compares the
reading comprehension strategies used by nativésBrgpeakers and ESL students
who are enrolled in a remedial reading course at uhiversity level, and she
connects these behaviors to comprehension. Ahe@fptarticipants are designated as
non-proficient readers because they failed a cellegading proficiency test before
the study. Subjects read two expository passagkestsd from an introductory
psychology textbook, and are asked to do a thiokélwhile reading (they reported
after each sentence). After reading and retellaxhgassage, the participants answer
twenty multiple choice comprehension questions.yTaee allowed to consult the

passages while answering the comprehension qugstion
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Block develops a coding scheme to classifgtsgiies that consist of two types:
general strategies and local strategies. Generategtes include the following
behaviors: anticipate content, recognize text #ine¢ integrate information, question
information, distinguish main ideas, interpret te&t, use general knowledge and
associations to background, comment on behavior poocess, monitor
comprehension, correct behavior, focus on textusnng as a whole, and react to
the text. Local strategies are: paraphrase, remgagstion meaning of a clause or

sentence, question meaning of a word, and sohazabwulary problem.

Results demonstrate that language backgrowmativé speakers of Chinese,
Spanish and English) do not account for the ugeadfcular strategies. Of the 9 ESL
students in the study, the readers with higher cehgmsion scores on the retellings
and the multiple choice questions integrate newrmétion in the text with old
information, distinguish main ideas from detaikfer to their background, and focus
on the textual meaning as a whole, all classifetgeneral strategies.” On the other
hand, readers with low comprehension scores rateynguish main ideas from
details, rarely refer to their background, infregilye focus on textual meaning, and
seldom integrate information. Again, the particiizaare all from a remedial class
and have failed a reading proficiency exam. In otherds, the results show that,
more successful readers use their general knowlddges on the overall meaning
of text; integrate new information with old; differtiate main ideas from supporting

points. However, poor readers rarely do any ofdltiemgs.

Kern (1989) in his study applies various that&ud tasks and other measures to
investigate strategy training in learning and gugssvords in context among a
group of university students of French. He findst thtrategies for learning discourse
meaning are more effective than those for wordhwage level among these students,
and that strategy training is more effective witle tower-ability students than with
those of medium or high ability. Strategies ar® atore useful when combined with
other strategies. These results echo top-down atidrb-up strategies, here favoring
the top-down type; the relationship of strategy wa@ proficiency in the language,

and combination of strategies being more effedtias single-strategy use.
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Toriyama’s (1993) research which is similarthes study investigates whether a
classification scheme for learning strategies usddSL instruction is applicable to
strategies used in learning Japanese as a secagdalge. Four metacognitive
strategies are examined. These are directed attenselective attention, self-
monitoring, and self-management. Subjects areytsitidents of Japanese who are
enrolled in a college summer language school amfbipeing at three proficiency
levels; beginner, intermediate and advanced. Thewear a questionnaire concerning
their use of eight reading strategies; inferencikgyword method, grouping,
resourcing, transfer, elaboration, imagery, deducti

Results indicate patterns in the use of mefaitwe and cognitive strategies.
Students predominantly report using self-managemstategy and students at all
levels reported using inferencing. Lower level stig use imagery and elaboration
more than higher level students and higher levelesits use keyword, transfer and
deduction more than lower level students. Pre- sl tests indicate that advanced
students show much smaller achievement gains gegy use than do intermediate
students. It is concluded that a strategy clasgiio scheme based on the distinction
between cognitive and metacognitive strategies tayseful in linking specific

learning tasks with cognitive strategies.

In a study on the strategies which are usezbtoprehend and interpret L2 vivid
phrasal idioms, Liontas (1999) reports that L2 ezaduse a variety of reading
strategies to detect vivid phrasal (VP) idioms intten discourse. The strategies
learners use include word and idiom recognitiorxickd access and retrieval,
contextual and pragmatic support, background anddwknowledge, and formal
schemata. These processes cannot be categorizikdhastomous constructs as the
successful comprehenders use a combination of lootd and global strategies.
These findings suggest that if both global and llosrategies are used
simultaneously, the L2 learner will comprehend diyhrasal idioms. The results
echo Sarig's (1987) findings where global strategiged without local strategies do

not lead to successful comprehension. An importhstinction between the two
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studies is that Sarig's L2 participants are ESliniei@s, and Liontas utilizes L2
learners of Spanish, French and German at the nsitivéevel. Furthermore, Liontas
assesses the comprehension of VP idioms in additidhe comprehension of the
authentic passages. Nonetheless, both these stafigghute to the notion that both

bottom-up and top-down strategy use lead to suftdds®d comprehension.

Finally, a study by Bennett (2003), in whidie tMetacognitive Awareness of
Reading Strategies Inventory is used, reveals thidents rarely utilize
comprehension strategies when reading texts,aflaMokhtari and Sheorey (2002)
note that unskilled readers focus on decoding, atamonitor their reading, and are
unaware when they do not understand. This is stggdry responses Bennett (2000)
receives from her students. When students encouliffezulties in reading, they
occasionally reread, ask friends or teachers fdp,her ignore the problem
altogether. Students are also largely limited iairtistrategy use. DiGisi and Yore
(1992) state that the use and awareness of met#vegsirategies do not improve
with age or grade level. This indicates that umsdtiireaders with little to no

instruction in using comprehension strategiesi&sdyl to remain unskilled readers.

Research on the effects of cognitive strategie reading performance suggests
that relating the title, illustrations/ picturesdabhackground knowledge to the text,
skimming, using dictionary in appropriate contemsessing, remembering a word
through situations, rereading, using the first laage as a base, visualizing the
events, being careful about how the text is orgahiznaking notes and summaries
of the important information, and classifying wordse the strategies which help
readers to improve their reading ability signifidgrand therefore, these strategies
should not be neglected in the foreign and secanduage reading curriculum. As
Carrell (1985) puts forward, “strategy researchgests that less competent learners
are able to improve their reading skills throughirting in strategies” (p:648). In
helping readers develop effective reading strategibe first step should be
identifying what strategies the students are ajreasing; making them aware of
their strategies and the possible strategies thay ttan use to develop their
comprehension (Block, 1986; Oxford, 1990).
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Reading Strategies and Achievement

There is a great deal of research relatedhéorelationship between reading
strategies and achievement. In this study, thearesewhich dates back to twenty
first century will be referred in order to focus ¢ime most updated findings and

conclusions.

Phakiti’'s (2003) study is an investigationoinhe relationshipf test-takers’ use
of cognitive and metacognitistrategies to the EFL (English as a fordmmguage)
reading test performance. The study employs hao#ntitative and qualitative data
analysesThe 384 students who are enrolled in a fundameenglishcourse at a
Thai university take an 85-item, multiple-choreading comprehension achievement
test, which is followedy a cognitive-metacognitive questionnaire. Eightitese
students(4 highly successful and 4 unsuccessful) setected for retrospective
interviews. The resultsuggest that (1) the use of cognitive and metatiogni
strategiedias a positive relationship to the reading pestormance; and (2) highly
successful test-takersport significantly higher metacognitive stratagge tharthe
moderately successful ones who in turn repmter use of these strategies than the

unsuccessfukst-takers.

Al-Nujaidi‘'s (2003) study aims at examiningetirelationship between EFL
learners' reading strategies, vocabulary size raading comprehension. In addition
to providing descriptive information about eachiable in this relationship, the
study examines how certain learner variables swclgeamder and the amount of
extensive reading may impact this relationship. padicipants in the study are 226
(117 females and 109 males) first-year univerditgents enrolled in seven different
higher education institutions in Saudi Arabia. Rgants complete a reading
strategies survey and take a vocabulary size tdtnfitt, 2000) and a reading
comprehension test. Descriptive and inferentiatisties are used to describe the
participants' performance on the two tests andr tresiding strategy use, and to

assess the relationship between the study's thagevariables. Analysis of variance
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and t-tests are also used to examine gender arfetipnoy differences in the
participants' perceived use of reading strategwesiabulary size, and reading

comprehension.

The results show that in general, Saudi EFt-ffear university students have a
low reading ability and an estimated small vocatyutaze (500-700 word families),
which is far below the threshold level which is deeé for reading unsimplified
English texts. Except for a few strategies likdicai reading, summarizing, using
typographical aids, and noting text characteristies participants report using most
of the reading strategies with high and moderasgjiencies. They also report
significantly more frequent use of problem-solvisigategies. However, extensive
reading is found to be an unpopular activity amé&f. learners in Saudi Arabia.
Significant gender differences favoring females #&wend in the participants'
performance on the two tests and their reports esding strategies use. A
statistically significant relationship is found tveten the participants' vocabulary size
at the 2000 word level and their performance onrdeing comprehension test.
Participants with larger vocabulary size and higleading proficiency report using
reading strategies more frequently than less pesficstudents.

In another study, Kung (2007) investigates thmtionship between reading
comprehension and the use of reading strategien@ria®L college students in
Taiwan. Through different grade level studentstireg performances, the researcher
knows to some extent the reading strategies oEffle students and the strategy use
of different grade students. The study focuseshoeethundred and ninety-eight EFL
college students coming from seven colleges locetele north, central, and south

Taiwan and the research instrument is a readiagesgfies questionnaire.

The findings of study include the followingrst, most students think reading in
language learning is important, but they do notndpenore time for reading
activities; second, there are some significanedgihces between the use of strategies
and different grade students; third, higher graddents have more variety in using

reading strategies than lower grade students;Hpthe higher grade students tend to
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use integrated strategies more than lower grad#ests; and fifth, most students
think the strategies they use are useful for hglphem understand what they read

and indicate they would like to learn more stragsdrom teachers and other people.

According to the research findings, the redeer provides some
recommendations, such as teachers should be bgiders to help students
understand the importance of reading in languagenieg. They should not just
focus on teaching listening and speaking. Ratley should enhance the balance
development in integrated reading strategies tledp students read fluently any
English materials.

Reading Strategy Research at University Level

In this section, research related to the repdirategy research at university level
will be mentioned with several examples accordmghie chronological order. In a
study, Barnett (1988) examines reading strategibsclware used by students
learning French. She is primarily concerned with tbal and perceived strategy use
among university level students and how it affecsiprehension. She uses a “text-
level” and “word-level” coding scheme. By text-léwhe refers to the processes that
are used to read the passage as a whole, suclilizagibackground knowledge,
predicting, reading the title, skimming and scagniwhen students use word-level
strategies they use context to guess word meaniohgstify grammatical categories
of words, use reference words, and identify womhili@s (this classification of
“word-level” strategies is similar to local straieg} bottom-up strategies, and word-
solving strategies). Barnett utilizes two differegroups of students: one group is
taught reading strategies and the other is not. §thdents answer questions on
background knowledge before reading the passatpesasks both groups to read an
unfamiliar passage in French, and all studentsewatrecall in English. They
complete a multiple choice comprehension questioanehere they choose the best
continuing sentence. Finally, students answer Estpns about the types of reading
strategies that they use.
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Results reveal higher scores as both effestirategy use and perceived effective
strategy use have increased. Barnett concludestindeénts who are taught strategy
use do show a greater ability to read through ctriten do their more traditionally
taught peers, and that “students who use the gteatevhich are considered more
productive actually read through context better anderstand more than those who
do not use such strategies” (p. 156). Finally, B&rrconcludes that there is a
relationship between strategy use and reading ceimepsion level. The students
who consider context while reading comprehend rnitowa those who do not use this
strategy. Likewise, students who perceive theyprseductive strategies score higher
on the comprehension task than those students wimotd An important component
in the research methods of this study is that setoneents are directly taught

effective strategies. Most studies do not teseffects of instruction.

Carrell (1989) investigates metacognitive amass of strategy use among L2
readers in both their native language and secamgubge, and also investigates the
relationship between this awareness and their celnemsion. Her first group of
subjects is native Spanish speakers of intermediate high-intermediate levels
studying English as a second language at a uniydesiel institute. Her second
group consists of native English speakers lear@pgnish as a foreign language in
first, second, and third year courses. Carrelt fisks subjects to read two texts, one
in L1 and one in L2. She controls for content schiemas both texts are on the
general topic of “language.” The subjects then amswmultiple-choice
comprehension questions about the text which allewled by a strategy use
questionnaire. The questionnaire examines thedimgastrategies, and each item
asks for students to indicate their level of agreeihor disagreement (strongly agree
to strongly disagree) on a scale from one to fBfee structures the questionnaire to
include items concerning (1) confidence, (2) rep#&8) effectiveness, and (4)
difficulty. Carrell correlates strategy use withngarehension and concludes that the
ESL readers of more advanced proficiency levelcgee "global” or top-down
strategies as more effective. With the Spanish &2 group she finds that at the

lower proficiency levels subjects use more bottgmou“local” strategies.



44

Anderson (1991) examines individual differenae strategy use on two types of
reading tasks: standardized reading comprehensists and academic texts. The
subjects were 28 Spanish-speaking adult studeBt$ethales and 10 males) which
are enrolled in university-level English as a sectanguage courses. On the first
day of the study, Anderson assesses participagddimg comprehension skills with
a typical standardized test. Two different formsha Descriptive Test of Language
Skills-Reading Comprehension Test (DTLS) are rangiaassigned to participants;
the test consists of fifteen reading passages fedlchved by two to four multiple-
choice comprehension questions. The questions ategarized according to three
types of reading skills: understanding main ideasjerstanding direct statements,
and drawing inferences. On a different day, paréiots complete the second form of
the DTLS. A think-aloud protocol where participantsrbalize reading strategies is
administered with the second form. Subjects alsad revo passages from the
Textbook Reading Profile (TRP), which consist chdemic reading passages taken
from freshmen-level texts, and they answer multgbleice comprehension questions
for each passage. The strategies are categorizettheaollowing: supervising,

supporting, paraphrasing, establishing coheremzktest-taking.

The results of Anderson’s qualitative and ditative inquiries demonstrate that
for both the standardized reading comprehension aed the textbook reading,
participants who use more strategies tend to canemek better. Results also indicate
that there is not a statistically significant relaship between the number of
particular strategies which are reported and ove@inprehension scores on the

reading tasks.

Cheng (1998) studies reading strategies ahglidtual differences in a descriptive
study. The purpose of this study is to describe axyplain the types of reading
strategies used by native speakers of Chinese fraiwan as they read texts in
English. Three research questions are addresséhisinstudy: (1) What reading
strategies are used by Chinese ESL students frawahavhen they read an English
text? (2) How have sociocultural factors, partici@ducational factors, contributed

to the development of their reading strategies?WBgt other factors have also
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influenced the development of their reading stria&® Ten Taiwanese students
enrolled at the University of Kansas patrticipatehis study. The data are collected

through questionnaires, think-aloud procedures,iatedviews.

The major findings of the study are: (1) Altigh the participants share the same
language and cultural background, they exhibitedéht reading approaches when
reading texts in English. More specifically, theaee two distinctive patterns of
strategy use. One group of readers, the "nonintexga tends to use local, bottom-
up types of strategies. The other group of readées, integrators,” tends to rely
more on general or top-down types of strategieg. The English-learning
experiences of these participants suggest thasdb®cultural factors in a learning
context influence the aims or the reading purpagdbe learners and consequently
the strategies which are used to achieve thoseopesp These participants generally
go through three learning stages. In each of thenieg stages, they read English for
different purposes and thus use different strasegiecordingly. (3) In addition to
sociocultural factors, there are other factors whigight have also influenced the
development of the participants' reading stratedisse factors include personality,
exposure to strategy training, language proficiemegding interests, and academic
majors. Based on these findings, the researcherlubes that as language teachers,
we must not simply teach linguistic knowledge. Rathve should train students how

to use the second language as a tool to achiewadodl learning purposes.

Campbell and Malicky (2002) in their studyaexne the word identification and
comprehension strategies used by 344 adult basicaédn students. The findings
indicate that adults at all stages of literacy d@wament are able to make effective
use of their knowledge as they read, and that thezefew differences in reading
strategies used by adults at different levels aflieg proficiency.

Finally, Tercanhiglu (2004), in her study, reports the results ofirarestigation
which is conducted in a university in the Unitedngdom. The general research
guestion addressed in the study is: How do studsmpsoach the task of academic

reading? Data for this study comes from five sosireaidio taped interviews of 17
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postgraduate students; a demographic questionrtaeeAdult Survey of Reading

Attitude (ASRA); a reading efficacy belief instrunteand three texts that measure
reading comprehension. Results of the study raba&l a) ESL students rate anxiety
and difficulty highly, whereas, L1 students ratedalities on the ASRA as more

important; b) L1 students rate scores on both &ffjadtems on the reading efficacy
belief instrument higher than ESL students; c)rineavees from both groups show a
clear preference for cognitive strategies, followsd metacognitive and support
strategies (however, where L1 students report aighfrequent use of metacognitive
strategies, ESL students report more frequent dssupport strategies); and d)
reading comprehension scores are similar for bathugs of students on the

instruments used.

Research on the Reading Strategies of Freshmen

Although the literature of analyzing the rewgstrategies of students learning a
second language is quite broad, the research abaiyzing the reading strategies of
freshmen and prep school students is quite a feemefally the studies show that,
most college freshmen are passive readers wittfeictefe high school reading

strategies (Simpson and Nist, 2000).

In a study by Smith (1992), college studemtsiaterviewed about their college
reading experiences. One student says he skipsoowskims the material and takes
good notes in class, “It worked in high school tutloes not work in college”.
Another student says she reads college textboakslysl and sometimes twice,
whereas in high school she read everything oncefaine did not get it, she did not
care. Smith also finds that the students do notrstand textual aids. They do not
see the point of having diagrams, charts, pictuges, Students normally skip these
clues, especially tables and contents and guidstigme (Smith, 1992). Research on
college students’ strategy use has found that sicastegy use is limited to text-based
strategies, like re-reading (Wandersee, 1988). Afing to Nist and Mealey (1991),
using strategies help students prepare for testsramitor their text comprehension.
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In 1997, another study about the use of repsiirategies by university students at
METU is conducted bgahin. In this study, she investigates the relahgmbetween
education in reading in secondary and high schodl the reading strategy use of
freshmen students at METU while reading in EngliBata are collected from the
students through a three-part questionnaire amd #lioud protocols. The first part
of the questionnaire consists of questions reldatedthe reading practices in
secondary and high school. The second part inclagestions directed towards
reading strategies which are encouraged in preeusity education and reading
strategy use by the students at university whielireg English. The last part of the
questionnaire is related to reading practices igligh at university.

The findings of the study reveal that the studemtthis study are “usually or
always” encouraged to use reading strategies ionskecy and high school. With this
particular group of students this encouragemenvgedo have positive impact on
their strategy use at university and they use déimeesstrategies “usually or always” at
university while reading in English, even thougkythreport that practices related to

reading are not satisfactory in their pre-univgrsucation.

Wandersee (1988) studies the strategy use of freshmading textbooks and
finds that students alter their strategies moreegponse to the expected method of
evaluation than the type of text content. Wanderse finds that increasing the
attempts at a passage correlate with higher geperabnal achievement, only six
percent of students in the study try to connect mdarmation to prior knowledge,
and that only 30% of women and 17% of men focushenvalue of reading (why is
this important? How does this information applyn@?) Despite the findings of
other researchers regarding the development ofaogtdgtion with age, Wandersee

do not find a relationship between college level apecific strategy use.

Geridbnmez (1999) investigates the frequerfidy® use of reading strategies of
40 prep class students in Anadolu University. Thalents are all beginner level
students. Strategy teaching by teacher's modekngpplied to the experimental
group. The results show that both the reading cehgrsion and the use of reading

strategies improve in the experimental group wlnay are compared to the control
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group. The use of reading strategies by these gokpol students indicates that the
most frequently used reading strategies are sgtiategies. Other frequently used
strategy types are metacognitive, cognitive, corepeon and memory strategies.

The least used strategy type is affective strasegoeording to this research.

In another study, Dolly (2005) aims at invgating how college freshmen
mandated into a developmental reading course pertie¢ reading process, and how
these perceptions are affected by developmentalingacourse intervention. A
secondary purpose of this study is to determineutte of metacognitive reading
strategies by students who are required to takeweldpmental reading course.
Through pre-intervention and post-intervention sys/ interviews, note-taking logs
and observation of students engaging in the reaplingess, the study investigates
college students' perceptions of the reading peoga$or to and after course
intervention; and metacognitive strategies usedreading text prior to course

intervention, during course intervention and afi@urse intervention.

Forty-eight college freshmen attending a langeversity in Michigan complete
the survey which yields data relative to readirtgnests, beliefs about the purpose of
reading, strategic behavior and early literacy epees. Four students participate in
a case study component of the research by comgldgtimk-aloud audiotape
recordings of the reading situation, interviews aote-taking logs five times during
a 15-week semester. The survey data is analyzed) ukgscriptive statistics. The
case study data is categorized and analyzed usingvaluation guide which is

refined by the researcher.

Collectively, the four case study studentsorepand demonstrate increased
metacognitive behavior. These gradual changes sugp® researcher's belief that
the developmental reading course has positiveljpented students' awareness of
strategies as well as their ability to use stratdggihavior to comprehend academic
text. In this case, it seems the students' orgjuage serves as rehearsal for class
discussions as well as a facilitator of compret@nsas the students do not

demonstrate significant change in note-taking benav
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The survey data shows that students haveasetetheir questioning behavior,
and positive perceptions of themselves as rea&tuslent responses to one post-
survey question indicate a decreased perceptioutateEading as constructing
meaning; collectively as evidenced by the othevesyiresponses and the case study
data, clearly reading is a meaning making prod@gsbserving student behaviors in
authentic study situations, this study providescdpsve data pertinent to the

development of less skilled college readers intoens&illed college readers.

In another study, ¥iter, Saricoban, and Gurses (2005) aim at idengfywhat
strategies good readers employed in pre-, duringd post reading stages in
classroom language learning. The preparatory ELigl{gEh language teaching)
students at Ataturk University are administeredirarentory of strategy use. It is
found in the study that good readers differ in s@tnategies whereas the good EFL
(English as a foreign language) learners do ndediin pre-reading stage, but
differed in both while-reading stage and post negditage. The study concludes that
the ELT and EFL learners may have different readitrgtegies depending upon
their needs and interests.

Lee (2007) examines the differences in thérsplorted use of metacognitive
reading strategies by Taiwanese non-English mafet Eollege freshmen when
reading English expository texts. Another aim o tstudy is to investigate the
impact of rhetorical text structure (inductive wessdeductive) on the participants'
use of metacognitive reading strategies; to stuuy eéffects of rhetorical text
structure on the participants' reading comprehengaformance. One hundred and
sixty-three EFL college freshmen divided into fogmoups by level of English
reading proficiency read two expository texts ogeone week period. One text is
structured inductively and the other text dedudyivAfter reading each passage, the
participants complete the Survey of Reading StretedSORS) and a 10-item

comprehension test.



50

English reading proficiency is significantlyssaciated with the use of
metacognitive strategies (e.g. global, problem isglv and support reading
strategies), with the more proficient readers oflsh making greater use of the
metacognitive strategies than the less proficiesatders. In addition, text topic
appears to impact reading comprehension performavitie participants answering
more test items for the Chen Ho passage than fer Aiicient Romans selection.
Rhetorical text structure does not affect differ@hyt reading comprehension, as
originally hypothesized. EFL instructors might fecen teaching metacognitive
strategies to their students along with those tiadil activities designed to promote
decoding accuracy, fluency, and vocabulary knowdedg

Ozek and Civelek’s (2006) study is about whieading strategies are generally
employed by ELT students while reading a text, aich reading strategies are
needed to be developed to understand the textrbette therefore, to continue
academic studies successfully. The population isf $tudy is composed of the 1st
and 4th year students in ELT Department at Diclevehsity. Two different methods
are used to collect data. In the first part, a-sgtort questionnaire consisting of 25
items is administered to 185 students. In the sgart, Think-Aloud Protocol is
conducted with 23 subjects. Reading strategieseaatuated under three headings:

pre-reading, while-reading, and post-reading irnkaztrts.

The results of TAPs analysis reveal that thedents use only one strategy
namely, "relating the title to the text content"thre pre-reading phase. As for the
while-reading phase, the most effectively employ&dategies are: using the
dictionary parsimoniously, guessing the meaningaofvord from the context,
skipping some unknown words, thinking-aloud duriegding, and assimilating the
text with the background knowledgdowever, none of the post-reading strategies
are found to be used by the participants. The claltacted from the questionnaire is
analyzed statistically. The results of the analysidicate that there are some
significant differences on the effective use ofmitige reading strategies with regard
to students' gender, age, and proficiency in reggdichool source, and duration in

learning English.
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Reading Strategies and Gender

To date, little research has specifically alna¢ investigating gender differences
in the use of second language reading strategies.current study seeks to shed
more light on this area by investigating if and hescond language reading strategy
use at the university level differs according todger.

Starna (1990) explores and describes theenfle of gender differences on the
reading process of college students. Four studemts-males, two females--are
studied for a semester in a college writing coug&eadents complete the following:
reader-response papers, three formal papers thabamed on their earlier reader
responses, and a final paper in which they deschiee reading process. Students
are also interviewed during the semester and askstuss their personal histories,

reading interests, and previous writing courses.

The students' written responses and interveawsanalyzed for reading strategies
and compared to those identified and discussedréwiqus research studies on
gender and reading. The methods of the professwhiteg the course are also
analyzed. The results show that, the studentsonsgs either contradict or illustrate
the gender differences found in previous studies.tHhe two female students'
responses, additional reading strategies emerdmeer @ariables influencing reading
are also found in all of the responses. Among tlaeencultural, ethnic, and socio-

economic differences.

Further analysis shows a relationship betwibenprofessor's teaching methods
and the positive changes that have occurred irestadreading strategies over the
semester. Even though there are contradictionkisnstudy, the responses of these
students help to further confirm that males and adlesy use different reading
strategies. Research results imply that a largapkaof students needs to be studied
to establish more conclusive claims about the iorlahip between gender and
reading. And the influence of variables other tiggemder needs to be investigated.
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And if female reading strategies produce competeatlers, teaching implications
need to be considered.

Young and Oxford (1997) investigate the ddéfezes among 49 native English
speaking men and women (26 females and 23 malel relding two Spanish texts
and one English text. The different passages &entérom textbooks used at the
university-level courses of the participants angude topics such as economics, the
presence of foreign cultures in work, leisure, dmstory. The subjects read the
passages, rate their degree of familiarity withghssage topic, and then complete a
think-aloud protocol. These strategies are theredab either global or local. The
local classification includes strategies such appskg specific unknown words,
translating a word or a phrase, paraphrasing, aedking lexical items into parts.
The second rubric, global strategies, is similartdp-down processing behaviors
such as integrating information, recognizing textudure, using background

knowledge, and anticipating content.

Results demonstrate no overall significanfed@nces by gender in the use of
global versus local strategies. However, theresagrificant gender differences in
the frequency of use of specific strategies. Matemitor their reading pace and
paraphrase more often than females with the Sparaskages. Females utilize one
strategy more often than males while reading th&stesolve vocabulary problems.
With regard to the recall scores, no significarfitedences by gender are reported for
all three text topics, and furthermore, there areaported differences by gender in
the familiarity ratings with passage topics or lgrokind knowledge of any of the
passages. Young and Oxford’s (1997) study reveakignificant differences by
gender in general reading strategies, recall scarestopic familiarity ratings while
reading a passage which is different from the nrdibregue.

One of the most frequently cited studies ofdgr and strategy use using the SILL
(Oxford’'s Strategy Inventory for Language Learning)conducted by Green and
Oxford (1995). The SILL is a 50-item survey desijrie reveal the self-reported
language learning strategies that second and forgguage learnersitilize.

Specifically, it consists of questions concerning Strategy types: memory
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strategies, cognitive strategies, compensationesgfies, metacognitive strategies,
affective strategies, and social strategies whrehagso a basis for the current study.
Green and Oxford stud$74 pre-basic, basic, and intermediate collegeestisdin
Puerto Rico.Approximately 178 students are female and 196 aate.mUsing
Oxford’s SILL and a standardized entrance exam/fésearchers finthat men and
women differ on nearly one-third of the strategiesthe SILL (15 of 50), which
includes memory, cognitive, metacognitive, affeetiand social strategies. On all
strategies except for three, such differences anstant across proficiency levels,

with women using higher levels of them.

Goh and Kwah (1997) also use the SILL, bus time the focus of study is
Chinese learners of English. Participants consistlts students (female=50;
male=125) studying at the beginning, intermediatel high levels at a Singaporean
university. Significant differences are found betwemales and females in the
categories of compensation and affective strategyes not in the other four
categories. However, regardless of whether or igoifcant differences are found in

each category, females use more strategies irh tiem.

With 128 (78 females and 50 males) second ye&ersity-level male and female
students of German, Schueller (1999) tests thectsffef top-down and bottom-up
reading strategies instruction on the comprehensiawo different literary texts. To
assess comprehension, she uses both written @ewdlmultiple choice questions.
Overall, Schueller finds a higher degree of readiomprehension among females.
More specifically, she reports that every femaleugr outperform the male groups
regardless of strategic training and comprehenagsessment task with only one
exception: only males with top-down strategy tnagnido better than females on
multiple choice (but not on recall). Schuelleradt is the first to test whether males
and females profit in similar ways from bottom-updatop-down strategy training,
and her findings provide a strong basis for moseaech of this type. In light of the
results, Schueller contends that if second languasfeuctors do not have enough
class time to teach both top-down and bottom-uatesres, they should focus on

top-down strategy training because this will hetphbomen and women.
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In a study that examines the relationship betwreaders’ gender, passage
content, comprehension and strategy use, Brantnf2@»0) finds no significant
gender differences in the overall number of gladrad local strategies that subjects
use to process the texts in the study. This studyiges evidence that gender
differences do not account for difference in sggteise when reading a second
language. Results echo Young and Oxford (1997han there are no differences by

men and women in their strategy use.

Unlike Barnett's (1988) findings, subjectstadegy use (global and local) in
Brantmeier's (2000) study does not affect comprstoen Brantmeier’'s (2000)
results echo some of Sarig’s (1987) findings irt tha use of global strategies leads

to both successful and unsuccessful reading corapsatn.

Reading Strategies and the Textbook

Textbooks often include cues to help readecsid their attention on important
information. Textbooks are unique in the cues timejude; some include a variety
while others rely on a select few (Goetz, Alexaraledl Schallert, 1987). In addition
to unfamiliarity with common text structure, stutiemre not necessarily aware of
what aids textbooks offer. Students often skim tdr@p without noticing
organizational aids such as, charts, diagrams.esabpictures, summaries, etc.
(Tomlinson, 1987). Tomlinson suggests that all stugl should be aware of aids text
offer. The presence or absence of text cues héimersts select comprehension

strategies.

The constructivist philosophy of educationwselearning as a construction of
knowledge taking place in students’ minds. Knowkeds constructed through the
integration of new experiences with previous ex@eres. This perspective on
learning influenced reading theories and redireeady beliefs about the role of
textbooks (Yore, Bisanz and Hand, 2003).
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While researchers in readirand science education are making significant
progress in understanding the role of the reageits knowledge in comprehension
and learning, other researchers are examining tladity] of the textbooks students
read. After careful analysis of commercial texto®dk different subject areas,
researchers find the texts be "inconsiderate” or not user-friendly (see,ewample,
Anderson & Armbruster, 1984; Cole & Sticht, 1988tudies suggest that many
students are not able to read and understand thjecsumaterial textbooks from

which they are asked to learn.

A good reading textbook should help studertgume reading strategies and
enable learners to become more aware of metaceognand strategy learning.
Moreover, a good reading textbook should providerers with multiple exposures
to reading strategies (Uslu, 2003). A good readexgbook should also encourage
the appropriate use of both top-down and bottonsuiptegies (Crandall, 1995).
Moreover, a good textbook should offer opportusitier developing speed and

fluency as well as accuracy.

According to Crandall (1995), Grabe and Stol{g002) another important
element in a good reading textbook is the presentaf reading instruction at three
levels; pre-reading, during-reading and post-readifPre-reading instruction
activates students’ background knowledge, providismation for comprehension,
increases students’ motivation and interests, aodefs strategies that students can
use. During-reading instruction is also importanhélp students understand difficult
concepts. In addition, during-reading instructialpls students relate ideas in a text
and provide purposes for reading. Moreover, strategading takes place in this
stage. As for the last stage, post-reading insom@&nsures that students comprehend
and extend the text. Enabling students to usentioennation they gather in a text, by

completing some assigned tasks, is one optionisrstage of a lesson.

The question of why textbooks are difficult &tudents to read and learn from has
been addressed extensively in research (Meyer &,Ri884). Applied research on
passages taken from basal textbooks (Beck, McKe@wnanson, & Pople, 1984;

Davison, 1984), science textbooks (Anderson & Awmsbsr, 1984), and social
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studies textbooks (Beck, McKeown, Sinatra, & Lowtan, 1991; Calfee &
Chambliss, 1988) demonstrate that texts assuntedanuch prior knowledge on the
part of their readers. In addition, many textsadtrce too many concepts and do not
discuss them enough for adequate understandingtiéwhlly, texts are found to be
organized in ways that fragmented rather than ocedebodies of knowledge
(Calfee & Chainbliss, 1988). These textual inadegsaresult in limiting the quality
and quantity of what students learn. This has lgeeticularly problematic in many
classrooms where teachers have relied so heavithan texts to facilitate student
learning (Good & Shymansky, 1986).

In a study, Dawson (1998) investigates stuglengiported transfer of textbook
reading comprehension strategies taught in Studgteffies for College Success,
which strategies students report using in theirsegbent college course work, and
whether they report using different strategies iffecent courses based on the

students' perceptions of reading difficulty.

All students who have passed the reading ingnent course and who are
enrolled in at least two courses at the end ofdlewing semester are sent a survey.
The survey asks about students' use of elevenngathategies taught in the reading
course. The strategies are the general stratef{@$ comprehension monitoring and
(b) referring to the syllabus; the pre-reading teyges of (c) activating prior
knowledge, (d) previewing chapter headings, subhgadbold-faced terms and
captions and (e) setting a purpose for readingrbgting questions to be answered
after reading; the during-reading strategies otgkt annotation, (g) taking notes or
outlining from the text and (h) taking notes orlmung from the text; and the post-
reading strategies of (i) summarizing, (j) concempping or webbing and (k)
creating concept cards. Data analysis is done giwdvequency tables and Chi
Squares analysis. Five students are later inteedem more depth about their

strategy use.

According to the research, strategy transfgrears to have occurred. Students
report regularly using seven of the eleven strategiThey report regularly using

more during-reading strategies than pre- or pasting strategies. Strategies
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perceived as needed, effective, and not too tinmswming have more reported use.
A twelfth strategy, when and if to read, is fourgtudents read when and if they
believe it effective and necessary to do so. Stisdegport occasionally reading

assignments after class, using lecture notes s cthscussion as a guide to
identifying key ideas in the text. Sometimes, stiglesubstitute lecture notes or class

discussion for reading assignments.

Differential use of the strategies is foundhe study. Students report using more
strategies in reading assignments they perceiveoas difficult and fewer strategies
in assignments they perceive as less difficultodgincratic patterns of strategy use
are found. None of the interviewees choose the samination of strategies for

regular use.

To summarize, early research in cognitive pel@gy examines aspects of
readers and texts that are found to influence ceh@rsion greatly. Researchers find
that when readers have prior knowledge that cdsfleith text information, their
comprehension is impaired; students' prior knowdedpgpears to get in the way of
effective comprehension and learning. Second, relsean the comprehensibility or
readability of textbooks suggests that many texes not written in ways that are

helpful to the learning and conceptual change mp®¢Beck & Dole, 1992).
Reading Strategies of Science and Social Scienced&nts

While there are some studies related to the reagtnagegies of first year science
students, to date there are not any studies whieimime the reading strategies of
first year or prep class social science students

DiGisi and Yore (1992) identify several strategteat are helpful for science
students. Among the strategies, they state thikitly about information visually
(visualizing), noting the organization of the reagliand asking conceptual questions

about the material are most beneficial to scietzgents.

Pressley (2002) supports DiGisi and Yore's9@)9statements in his study.

According to Pressley, before students read, thagtmrepare themselves for the
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task of reading. Preparation involves identifyihg task, setting a goal or purpose,
skimming the text to determine length and orgammatand activating prior
knowledge. Students begin with task identificatitims allows students to assess
which strategies are useful and which strategidk velp them meet their goal.
Noting text organization and length also helps esiisl select useful strategies.
Activating prior knowledge is essential and progidbat framework for creating

comprehension.

While some readers bring rich experiencehéir reading, some students do not
(Spence, 1995). For this reason, teachers araumstital in providing scaffolding
for their students. Regardless of which methodshes use to prepare their students
to read, they must scaffold using a variety of ¢tgg and metacognitive strategies
(Vacca, 2002). In addition to using previews, tesishmust also scaffold pre-reading
by having students brainstorm, create questionslyspictures or survey titles and

subheadings.

As important as the use of prior knowledg®isomprehension, it alone does not
guarantee improved comprehension (Rivard and Yd®@92). To improve
comprehension, students must remain active redmesmnploying strategies while
reading. The strategies students use while readeig monitor comprehension,
calling to attention areas where comprehensiongdr8pveral strategies used during
reading include rereading, taking notes, makingdigt®ns, identifying topic
sentences and topic paragraphs, integrating ideaett main ideas, paraphrasing,
evaluating and maintaining metacognitive awaregsasking questions such as “Is
the text relevant to my goals?”, and “How are tifecent parts of the text related to
each other?” (Pressley, 2002).

Once students have read it is important thegy treflect back on their
comprehension, there are several strategies stidantuse to do this. Among them
are selective rereading, thinking about how to thgeinformation and questioning.
Through selective rereading, students go overddilifiand important sections of text

again. Thinking about how they will use the infotioa in the text relates the
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information back to their purpose or goal for readiQuestions however are the
most popular method of reflection in content classts (Pressley, 2002).

According to Martino (1998), many college freshmare unable to read
expository material at a level of proficiency nessy for understanding and
integrating information from their textbooks. Prdivig intervention that addresses
these deficits and results in rapid improvementsitgcal if these students are going
to pass their current courses and remain in call€ge study examines whether an
instructional approach termed Communicative Readtrgtegies (CRS) will result
in improvement in the ability to comprehend expmsittext. CRS uses interactive
strategies that teach students to comprehend agsedkis read. The CRS approach is
compared to a skills approach that addresses sirskdls which are taught

individually.

Subjects are 8 college freshmen reading abetow a 10th grade level and
enrolled in an introductory biology course. Foubjeats participate in an 8 week
intervention program using CRS and four in the cangon condition. Pre- and post-
test results of a standardized measure of readingpehension, and weekly probes
measuring literal and inferential comprehensiontted biology text are used to

compare gains.

Results reveal that both groups have improW@tbwing intervention for
comprehension of inferential questions on the stedided measure. While group
differences are not statistically different, quatite differences are accrued to the
CRS group, including higher gains, a college reqdavel at post-test and better

performance on literal comprehension.

Analysis of weekly probes reveals reliably tbetperformance for inferential
guestions for the CRS condition. Not only does @RS group perform better for
inferential questions, but the improvements occaorenrapidly. After the first week
of intervention, the CRS group has outperformedstkibs group by over 2 points.
Rapid improvements are important because by midestan a student may have

already failed a course. While both instructiongbr@aches result in gains, CRS has
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the advantages of achieving a college reading kewveleffecting these changes faster
than the skills approach.

Pentecost’s (2003) study analyzes the usage dfdeks by 58 students in a first-
year college chemistry course, the students' appssato studying, and their
knowledge about science reading. Student succete inourse is measured by the
final exam score. To analyze students' textbookeishe Science Reading Strategy
Survey (SRSS) is developed. The SRSS allows stsidesdge of the textbook to be
categorized into one of three groups: methodic&ér use, efficient use, and making
connections/deep use. Seventy-one percent of chrigrsisidents are categorized as
using the textbook in a deep/making connections magnwhile 15% report text
usage that is categorized as efficient and 11%rtepmethodical/linear approach to

text use.

The students' approaches to studying arerdeted by using the Study Process
Questionnaire (SPQ). The internal structure of 8RQ is confirmed by factor
analysis. Forty-three percent of students adoptaemeving approach and 41%
approach their studies with a surface approachy @rl% of students have a deep
approach to learning. The disconnect between appr(@PQ) and reading strategies
(SRSS) may be due to the students finding theireggnchemistry textbook a
valuable resource for getting through a difficulibgect they are not strongly

motivated to learn.

Student's knowledge about reading science iexheasured by the Index of
Science Reading Awareness (ISRA). This is the firse this instrument has been
used with college students. The ISRA is analyzed te instrument is used to
measure students' knowledge about science readiiateges and their general
knowledge about science reading and text. The mgjé2%, of first-year chemistry
students possess comprehensive knowledge aboutcecreading strategies and
science text. The remainder of students has sukizoeledge and no students in this
study are found to have an incomplete knowledge.
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There is no correlation between the studengsacognitive knowledge (ISRA)
and their reading strategy (SRSS). The studentxess (exam score) is not
correlated to the metacognitive knowledge (ISRAastly, there is no correlation
between the students' strategy use (SRSS) and dppimoach to studying (SPQ).
When an analysis of variance is run only the sttgl@pproach to studying and the

instructor influence the exam score.

In a study by Sonleitner (2005), the followimgiestions about the reading
strategies are investigated. (1) What metacogndikegegies do students report using
while reading biology texts? (2) What is the relaship between reading strategies
use and their attitude toward reading biology?8¢s strategy use vary among
good and poor readers, gender, and majors? (4) Bxagit strategy instruction

improve students' attitude toward reading biolcayts?

During the study, 430 students complete théabtenitive Awareness of Reading
Strategies Inventory and an attitude survey. Tewlesits volunteer as case study
participants. These students receive instructiomngusmultiple metacognitive

strategies and participate in an interview.

This research indicates that college freshnaee somewhat skilled using
metacognitive reading strategies, but rely pringagh problem-solving strategies.
Use of metacognitive reading strategies is positigerrelated with student attitudes
toward reading science texts. Significant diffeesare found among good and poor
readers, which suggest that good readers utilizee meading strategies than poor
readers; males and females, favoring females as aftactive strategy users. Finally
the research indicates that there is a signifidédfgrence between students’ reading

strategy employment and their majors.

Finally, in another study by Thampradit (2006), teading strategies used by
Thai university first year engineering students ameestigated. The six research
questions addressed in this study are: (a) Whathereeading strategies used by
Thai university first year engineering studentsp \{that are the reading strategies

used by students with different reading abilitidsle/reading an expository text? (c)
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What are the reading strategies used by male andléesubjects while reading an
expository text? (d) Do the levels of reading &pihave a significant influence on
the use of reading strategies? (e) Does genderdaignificant influence on the use
of reading strategies? and (f) Is there any sigaifi interaction between gender and

reading ability on students' use of reading stiat®y

Forty-eight Thai full-time, first year univég students (28 male and 20 female;
24 high-readers and 24 low-readers) participataerstudy. All subjects are asked to
produce verbal reports during the process of repdxpository text. The subjects’
verbal reports are transcribed and coded into ioes using Anderson's framework
(Anderson, 1991).

The results of this study show that subjepfsear to be using the same strategies,
but they use them with different frequencies. Cogaireading strategies are used
most frequently while metacognitive reading stregegare used least frequently.
Furthermore, there is a statistically significaiffedlence in the use of cognitive,
metacognitive, and compensating reading stratdggéseen high and low English
reading ability students. That is, different levefsEnglish reading ability influence
the subjects' use of reading strategies.

In contrast, gender does not seem to influethee subjects’ use of reading
strategies. Similarly, no statistically significamteraction between gender and
reading ability on students' use of cognitive ortanegnitive reading strategy is
found. Interestingly, though, there is a statidiycaignificant interaction between
gender and reading ability on students' use of emsgting reading strategies.
Results suggest that since students with diffdexrs of English reading ability use
strategies not only with different frequencies, la$éo in different ways, it is
necessary to teach low English reading ability etisl how to use strategies more

appropriately and effectively.

In conclusion, Shuyun and Munby (1996) notat tBSL academic reading is a
very deliberate, demanding and complex processhichwthe students are actively

involved in a repertoire of reading strategies.sirg research has shown that, based
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on the specific needs of their research projectfepsional readers make choices as
to what to read. That is to say, when readers erteocomprehension problems they
use strategies to overcome their difficulties. &iéint learners seem to approach
reading tasks in different ways, and some of theags appear to lead to better
comprehension. It has been noted that the patlssidoess are numerous and that
some routes seldom lead to success. The hope tisfthize strategies of more

successful readers can be described and identifieday be possible to train less

successful learners to develop appropriate stegegi

As the selected literature about the use adirgy strategies by students in science
and social science departments, the effect of gente textbook and the other
related issues have been presented, it can beuckmacthat using reading strategies
at all levels increases comprehension and achievedmadequate research has been
done related to the science and social sciencemstsidh prep classes, and therefore
more studies are needed. In addition, most ofésearch shows that gender has an
effect on the use of reading strategies and females to be more active strategy
users than their male counterparts. In conclugiom textbooks the students use do
not generally apply the various strategies that she&lents may frequently use;
therefore do not appeal to the students in diffedapartments equally. In the next

chapter, information about the methodology of gtigly will be presented.
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CHAPTER IV: METHODOLOGY

Introduction

This study aims to investigate whether thera significant difference in the use
of reading strategies by students in science aothlsscience departments in prep
classes of School of Foreign Languages (SFL), Ddkyial University (DEU) and
which reading strategies these two department stadese. The study also intends to
find out gender’s effect on strategy use. Anothaal @f the study is to identify the
reading strategies employed in the textbook “Regadirys” and to find out which
group of students the strategies in the textbogkeapto. Finally, the study is
designed to reveal whether there is a significafferénce between the use of
reading strategies by science and social scienmests and their achievement in

reading comprehension and the effect of textboo&amprehension.

The research addresses the following questions

2. Is there a correlation between the reading stresegf the students in science
and social science departments in prep classeshanstrategies applied in the
textbook?

2. a) Which strategies are employed by sciehweats?
b) Which strategies are employed by sod@nce students?
c) Is there a significant difference betwédssreading strategies of science and

social science students?

3. a) Which strategies are employed by girls?
b) Which strategies are employed by boys?
c) Is there a significant difference betwédemnreading strategies and gender?

4. Which department’s students does the textbBelading Keys” appeal to in

terms of the reading strategies promoteatPin
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5. Is there a significant difference betweenube of reading strategies by science

and social science students and their aehient in reading comprehension?

In the following sections of this chapter, tinéormation about the participants,

instruments, data collection procedures, and dsdysis will be discussed in detail.

Participants

This study is conducted at School of Foreigmnduages (SFL), Dokuz Eyll
University (DEU) which provides English courses &l students in various
departments. The aim of these English coursesaaable students to follow lectures
and read written materials effectively. After a fimency exam applied at the
beginning of the first term, while some of the &ut$ who receive under 70 points
are required to study in preparatory school wheey thave a one-year intensive
English program, others whose scores are 70 andapgeexempted from the lessons
of prep classes and continue their departmentsaddition, the students of
preparatory school take a placement test and aocptd their results, they are
placed to different levels of classes. There are levels of classes in DEU, School
of Foreign Languages. These are A, B, C, D1 andwbi&h range from upper

intermediate to beginner level of students.

The participants for this study are C levéérmediate science and social science
students whose ages range from 18 to 22. They Bagésh courses for about 25
hours a week including two hours of reading. Apjrately 400 randomly chosen
science and social science students participatedisnstudy. The reason why only
intermediate level students participate in thiglgtis that most of them are able to
answer the intermediate level questions in theingacbmprehension test which was
prepared according to the strategies promoted @ir tteading textbook at the
beginning of the second term. The reading texthsalalled “Reading Keys” which
is used as the core intermediate-level readindptei in SFL.
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In the first part of the study, 141 C levelescte and social science students
answered the questions in the reading comprehemssbrfor the pilot study of the
validity and reliability of the test which was démged by the researcher herself.
After the reliability analysis, this test is apglieo 400 different C level science and
social science students. They study at differemadenents at DEU, such as
international relationships, economics, managemantchanical engineering,
environmental engineering, food engineering, ogrigjineering, nursery, chemistry,
archeology, English teaching, fine arts, deck, lingyg social science teaching, etc.
Table 4.1 shows the distribution of the respondamtthe pilot study of reliability
and Table 4.2 shows the distribution of the respatglwith their departments.

Table 4.1

The distribution of the students who participatedhe pilot study

NumberSitidents (n) %

Science Department 79 56
Social Science Department 62 44
TOTAL 141 100
Table 4.2

The distribution of the students who respondedhto Reading Strateqy Scale and

Reading Comprehension Test

Mber of Students (n) %

Science Department 228 57
Social Science Department 172 43

TOTAL 400 100
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Instruments

Instruments used in this study include thedtReg Strategy Scale” (Oxford et al.,
2004 modified by Uzuncakmak, 2005) and the “Read@wmprehension Test”
(2009) developed by the researcher herself.

Reading Strategy Questionnaire

The questionnaire, Oxford et al.’s (2004) nfiedi by Uzuncakmak’s (2005)
“Reading Strategy Questionnaire” (see Appendixigadministered to 400 science
and social science students. It is used to deternine reading strategies that
intermediate level science and social science stadesported employing and
examine the correlation between the students rgatmtegies and those utilized in

the textbook Reading Keys.

The questionnaire consists of 35 items thatgaouped under three categories:
strategies used (a) before, (b) while, and (c)raiading. Items 1, 2, and 3 are
concerned with the strategies used before reattiergps from 4 to 34 are related to
the strategies used while reading. Finally itemi8% strategy appropriate to be

employed after reading.

The items in the questionnaire are based ofor@s (1990) reading strategy
types since they are the most detailed of all.dditeon, her reading strategies are
more frequently employed in textbooks, they arearcleut and finally her
classification includes all possible reading stygtéypes that are used by learners.
The reading strategy types that are included in dbestionnaire are memory,
cognitive, metacognitive and compensation readirajegies.

Information about the students’ reported ussti@tegies is gathered through the
use of a Likert scale (Brown & Rodgers, 2002). ghestionnaire, which uses a five-
point Likert scale, provides the students with fpassible answers of frequency that

range from ‘1’ (almost never) to ‘5’ (almost always
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The questionnaire, written in English, is siated into Turkish by Uzuncakmak
(2005) through a back translation process (see AgipeB) since this procedure is
found to be more reliable than direct translatigim( & Lim, 1999). She translated
the questionnaire into Turkish first, and then dleague translated the Turkish
version to English. By comparing the back transtatand the original version,
necessary changes were made in the Turkish verdibe. reliability of the
questionnaire was found to be .81 using Cronbaalpba coefficient of internal

consistency.

Reading Comprehension Test

The second instrument is the “Reading Compreibe Test” (see Appendix C)
which was developed by the researcher herself. t€beis administered to 400
science and social science students just afterstbhdents have answered the
“Reading Strategy Questionnaire”. The test includ@smultiple choice questions
with five options. These questions are about fatermediate level reading passages
which are chosen according to the topics that theéesits encounter in their reading
textbook. After the questions are prepared, theygame through and checked for
validity by three colleagues who are experiencedtiers at English teaching and the

necessary corrections are made.

This test is applied to 141 C level sciencd aacial science students in DEU,
SFL as a pilot study to analyze the reliability tbhe test. After the analysis, the
reliability of the test was found to be .83 usingobach’s alpha coefficient of
internal consistency. Finally, the Reading Compnsien Test is administered to
different 400 C level science and social scienadesits by the researcher herself at
the beginning of the second term. The test questoe prepared in parallel with the
reading strategies that are utilized in the stugletetxtbook. Table 4.3 shows the

distribution of the questions and which strategies are based on.
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Table 4.3

The distribution of the questions in the “Readingnprehension Test” and which
strategies they are based on

Questions F %
Understanding the main idea 4 20
Inferring meaning 3 15
Identifying the topic 2 10
Identifying cohesion 2 10
Understanding linking words 2 10
Finding synonyms 2 10
Finding antonyms 2 10
Finding a title 2 10
Summarizing 1 5
TOTAL 20 100

Data Collection Procedures

The study was conducted in two stages to addiee research questions. In the
first stage, the reading textbook was evaluatedh®y researcher to identify the
reading strategies applied in the textbook withréeding strategy questionnaire. In
the second part, the questionnaire and the readomgprehension test were
administered to the students who are from sciendesacial science departments in
prep classes in order to collect data on their afseeading strategies and their

achievement in reading comprehension.

In the first part of the study, after recetyithe necessary permissions (see
Appendix D) from Dokuz Eylul University, School d¢ioreign Languages, item
analysis was done to identify and evaluate theingasitrategies that are explicitly
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utilized in the textbook. The first instrument “Ri@g Strategies Questionnaire” was
made use of by the researcher to evaluate theo@iktin terms of reading strategies.
The questionnaire was used as a textbook evaluaigirument as it includes all
types of reading strategies which have appearétkititerature (in approximately 30
articles and books) and all the strategies thasthéents might use while reading an
English passage. This evaluation instrument wastqalon a unit of the book with
four experienced instructors working in SFL, DEWH tletermine inter-rater
reliability and solicit feedback on the instrume@ne of the participants in the pilot
study taught the book in the first term, and thokthem taught it in the second term.
Each participant taught unit four from the book amds given a copy of the
questionnaire. They were asked to complete theceesr in unit four and then
evaluate them in terms of 35 reading strategigbennstrument by noting down all
the strategies that were explicitly or implicitlyemtioned in each exercise in the unit.
The researcher also evaluated the same unit intégk#book using the same
instrument. After the participants in the pilotdguevaluated the unit, the researcher
compared her results with theirs and observed tti@atresults are similar. In this
piloting, a high inter-rater reliability was achex because 87 % of the strategies
determined in unit four by the researcher and theigpants were the same
Therefore, no changes were made and all the umitea textbook were analyzed
afterwards with the same instrument. The researebauated the book unit by unit
using the questionnaire and the reading strateégasare explained and practiced in

each exercise item were identified.

While evaluating the textbook “Reading Keysie researcher completed all the
exercises in all units of the book and evaluatezinthitem by item, in terms of
reading strategy types and expectations. The reseanoted all the difficulties that
she experienced while deciding which strategiesevekralt with. To overcome the
difficulties in determining the strategies and &gy requirement of exercise items,
she consulted her advisor and made the necessasjoths regarding the evaluation
of the book. For instance, in exercises that has s@t of instructions which applied
to numerous items (e.g., the instruction “fill ihet blanks” is applied to three
different set of exercises without being mentioagdin), all items were not counted

as separate items. In addition, certain types @rases such as matching with
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synonyms/antonyms were evaluated according to tilategy types of the reading
strategy questionnaire. After making these deossidhe researcher evaluated the

book for the second time to increase the religbditthe evaluation.

In the second part of the study, the researcbeducted the pilot study for the
reliability of the “Reading Comprehension Test” wit41 C level science and social
science students in preparatory classes. This mgadomprehension test was
prepared according to the strategy types that widized in the textbook. When the
test’s reliability was analyzed, it was found to &8 using Cronbach’s alpha
coefficient of internal consistency. Next, the Tialk version of the “Reading
Strategy Questionnaire” and the “Reading Comprebangest” were administered
to 400 C level science and social science studergsafter another at the beginning
of the second term of 2009-2010 academic year.eSine participants used in the
pilot and the actual study needed to be similares(B& Khan, 1998), the
questionnaires and the tasks were administeredtéomediate C level students in
both the pilot and the actual studies. A conseminfgsee Appendix F) which
informed students about the questionnaire’s beiolyntary and their responses
being confidential was also translated into Turksde Appendix G) and included in

the questionnaire.

Both the questionnaire and the test were adiened by the researcher herself to
all these C level science and social science staderdifferent lessons of the same
week. The whole administration took one week in dharThe answers of the
students to the reading comprehension test wereketethe next week and a
statistical package was used in entering and amglyhe data obtained from the test
and the reading strategy questionnaire. Data evas/completed by the first week of

April, 2010 and the data analysis was completethbysecond week of April, 2010.

Data Analysis Procedures

The results of the study were analyzed quatitély from the data which were
gathered from the questionnaire, the reading cohgmson test and the same
questionnaire used for the evaluation of the teo#tbloy the researcher. In order to
analyze the results of the first part of the stutigt is the evaluation of the textbook
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in terms of the reading strategies utilized irthe researcher calculated frequencies
and percentages for each strategy in four diffestategy types: memory, cognitive,

metacognitive, and compensation.

In the second part of the study, studentgagases to these questionnaires and the
test were computed using a statistical passagefréfaencies, standard deviations,
and mean scores of the results were calculated.inVestigate the possible
differences between the use of reading strategiesthle students and their
departments, the effect of gender on reading siyatse and the difference between
the use of reading strategies of the students aed tchievement in reading
comprehension, t-tests and independent sampleviesésrun to interpret the results

of the questionnaire.

The strategies students reported using wesrtiited and coded separately for
each participant. Then the strategies used by &eiend social science students were
analyzed to compare two groups of readers. Furtbiernthe strategies used by male
and female students were analyzed to understantherhthese two groups differ
from each other on their strategy use. Anothest-#ead sample test were run to see
the difference of the use of reading strategiescadnce and social science students

and their achievement on reading comprehension.

The finding of the reading strategies utilizedhe textbook was compared to the
reading strategies and the proficiencies of scieamog social science students to
explore the correlation between the reading strasegf the students and those
addressed in the textbook, and whether scienceooialsscience students the
textbook mostly appeals to.

Conclusion

This chapter on methodology gives generalrmédion about the purpose the
study with the research questions addressed isttitly. It also provides information
about the participants, instruments, data collachoocedures and data analysis. In
the next chapter, the data analysis done usinglibge mentioned methods will be

presented.
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CHAPTER V: FINDINGS AND DISCUSSION

Overview of Study

This study consisted of two parts. The ainthaf first part of the study was to
evaluate “Reading Keys” which is the intermediateel reading textbook used in
School of Foreign Languages, DEU, to explore theetation between the reading
strategies of the science and social science dstudemd those utilized in the
textbook. To gather data, the reading strategytopregire was used to serve as a
research tool. (See chapter four for a detailectrg@®on of the data collection
instrument.) The aim of the second part of the \stwds to investigate the use of
reading strategies by students in science and Issciance departments in prep
classes; the effect of gender on strategy usejiffezence between the students’ use
of reading strategies; their achievement in readmmprehension and finally which
department students the textbook mostly appeal$he.participants of the second
part of the study were 400 C level science andasacience students in DEU, SFL
in the second term. A questionnaire and a readimgpcehension test, developed as

research tools, were distributed to the participant

The results of the textbook evaluation weralyaed quantitatively by calculating
the frequencies and the percentages of each strateghe textbook by the
researcher. In order to answer the first reseaudstepn, the strategies which were
dealt with in the textbook were categorized accaydio their types. Afterwards,
these strategies were compared to the students’ ofiseeading strategies to

investigate the correlation between them.

The results of the questionnaire and test aleweience and social science
students’ reading strategy use and their achievem&hese were analyzed
quantitatively using a statistical package. Fregiesnand percentages for every item

were calculated to interpret the results of thestjoenaire.
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Data Analysis

Data analysis consisted of a quantitative yamalof the data obtained from the
textbook evaluation, questionnaire and test. Tha dhtained from the evaluation of
the textbook in terms of reading strategy utilizedt, in the first part of the study,
were analyzed through frequencies and percentdges.data obtained from the
questionnaire and the test, in the second parhefstudy, was analyzed through
frequencies, percentages, means, standard dewatitests and independent sample

tests.

Analysis of the Textbook Evaluation

The purpose of the evaluation of the textbt®éading Keys” was to answer the
main research question: Is there a correlation éetwthe reading strategies of the
students in science and social science deparsnreprep classes and the strategies
applied in the textbook?, and the question stemnfnogn the main research
question: Which department’s students does thédext “Reading Keys” appeal to
in terms of the reading strategies promoted inTitie answers to these questions are
presented in the following sections of this chaptiter answering the other research
questions since to explore the correlation betwt®n reading strategies of the
students and those addressed in the textbooketuing strategies of the students
are required to be identified. However, in thisteecthe reading strategies that are
utilized in the textbook will be presented.

Reading strategies that are utilized in thelieok:

The strategies that are utilized in the temkbappear in three different strategy
types which are cognitive, compensation and membing results of the textbook
evaluation reveal that 17 out of 35 reading stiategn the reading strategy
questionnaire are addressed in the textbook. Théssrategies are mentioned 100
times total in the textbook. These strategies agnitive, compensation and memory

strategies. The strategies which are utilized m téxtbook include the following
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(listed in order of frequency of their applicatiofinding synonyms and guessing
what comes next are the most frequently utilizedtsgies. A less frequent set
includes guessing from the title, identifying cabes understanding the main idea,
recognizing parts of speech, and guessing meaniom fcontext. Even less
frequently utilized strategies are summarizingntdging the topic, identifying text
organization, inferring meaning, finding key wordsjng dictionary, and skimming.
The final set which are addressed an equal numbémes, though infrequently
includes scanning, finding antonyms, and understgncbonnectors. When the types
of the strategies are considered, it can be sextrthte most frequently used strategies
which are finding synonyms, guessing what comes apd guessing from the title
are compensation and cognitive strategy typeshEuortore, 13 out of 17 strategies
that are utilized in the textbook are cognitiveastgies, 3 out of 17 are compensation
strategies and only one strategy is an examplecofiony strategy. Table 5.1 displays
the strategies that are utilized in the textbooled®ng Keys” with their types,

frequencies and percentages.

Table 5.1

Reading Strategies That Are Utilized in the Textboo

Reading Strategies Type F %
Finding synonyms Cognitive 20 2(
Guessing what comes next Compmmsa 14 14
Guessing from the title Guemsation 9

Identifying cohesion Cognitive 8 ¢
Understanding theain idea Cognitive 7 7
Recognizing parts of speech @ogn 6 €
Guessing meaning from context Compensatio 5 5
Summarizing Cognitive

Identifying the topic Cognitive

Identifying text organization Mery 4 4
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Table continued

Inferring meaning Cognitive 4 4
Finding key wods Cognitive 3 3
Using dictionary Cognitive 3 3
Skimming Cognitive 3 3
Scanning Cognitive 2 2
Finding antonyms Cognitive 2 2
Understanding linking words Cooat 2 2
TOTAL 100 100

Note Frequencies indicate how many times the strasesyie applied. Percentages indicate

percentage of occurrence out of 100 totaliegjons.

The reading strategies that are utilized entéxtbook are examples of three types
of strategies. These are cognitive, compensatidmaamory strategies (listed in the
order of frequency). The frequency and the pergentd cognitive strategies show
that cognitive strategies are the most frequendiyr@ssed strategy types. They are
seen 68 times in the textbook. The second frequeutilized strategy type is
compensation which is applied 28 times in the teakb Finally, the least frequently
applied strategy type in the textbook is memoryolhhs seen only 4 times in 100
reading strategy applications. Metacognitive typestoategy application cannot be
evaluated in the textbook. Table 5.2 displays jipes of reading strategies that are

utilized in the textbook with their frequencies gretcentages.

Table 5.2

Reading Strateqy Types That Are Utilized in the tberk

Strategy Type F %

Cognitive 68 68
Compensation 28 28
Memory 4 4

TOTAL 100 100
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Note Frequencies indicate how many times the stratyogs are applied. Percentages indicate

percentage of occurrence out of 100 totaliapfbns.

Analysis of the Reading Strategy Questionnaire

The “Reading Strategy Questionnaire” is adstered to the science and social
science students in preparatory classes of SFL,.OBE participants consist of 400
C level students. To analyze the data obtained fiteenquestionnaire, frequencies
and percentages are determined for each questrenten. In addition, mean values
and standard deviations and t-tests are calculatadsing a statistical package. The
respondents choose answers on a 1-5 scale withlrhesA Never, 2= Rarely, 3=
Sometimes, 4= Usually, 5= Almost Always. In ordereixplore the ordering of the
strategies according to the frequency of report] the participants’ responses are
rank ordered by average mean scores. Consequehdyranking of reported

strategies from the most used to the least usedsatetermined

In this section, reading strategies employgdd) science students, (b) social
science students, and (c) whether there is a ggnif difference between science
and social science students are presented. Furthermeading strategies employed
(d) male students, (e) female students, and (f)thérethere is a significant
difference between male and female students inst@fmusing reading strategies are
presented.

Reading strategies employed by science students:

In the first part of the questionnaire, thygersonal information questions are
asked to the participants to gather informationuab@) their name, (b) their
department, and (c) their gender. (See Chapter 4ther background information
about the participants.) The second question ingiestionnaire was about the
participants’ departments, which shows that 2280b4t00 students who participate
in the study are from science departments. (Seke®ab for number and percentage

of students.)
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The analysis of the questionnaire reveals sbance students use 13 out of 35
reading strategies the most. The most frequentlpl@yed strategies (almost
always) by science students are one cognitive,d@mpensation strategies. These
are (listed in the order of frequency) ‘startingdiag from the first paragraph and
reading all way through the last paragraph’, ‘uding title to predict the contents’,
and ‘reading aloud the entire text’. The other frexgtly used strategies (usually) are
two compensation, three metacognitive, three cogniind one affective type of
strategies. These are ‘skipping the sentence wbeunierstanding it’, ‘focusing on
the tense of a verb’, ‘continuing reading evenating difficulty’, ‘paying attention
to linking words’, ‘going back to pervious sentesicépaying attention to parts of
sentences’ ‘not translating each sentence intoighitknot trying to understand the
every word’, and ‘checking what each pronoun refers The last frequently
(sometimes) employed strategy by science students compensation strategy
which is ‘predicting what will come next. Table ¥.displays the means,
percentages and types of reading strategies whiehmest frequently used by

science students.

Table 5.3

Reading Strateqgies That Are Most Frequently AppligdScience Students

No: Reading Strategy Type Mean %
1. | start reading from the first paragraph ghitve 4.202 84
and read all the way through the last

paragraph.

2. | use the title to help predict the Compensation 4.140 83
contents.

3. I read aloud the entire text. Compensation 4.127 82
4. When | can not understand a sentence pEngation 3.947 79

even if | know every word, | skip that

sentence.

5. | focus on the tense of a verb, such as Metacognitive 3.864 77
present tense and past tense.
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Table continued

6. | continue reading even if | have Affective 3.816 76
difficulty.
7. | pay attention to linking words such as n{pensation 3.702 74

“however” and “besides” so that | can

understand the structure.

8. If I'm having trouble, | go back to Cognitive 3.684 73
previous sentences.

9. | pay attention to parts of sentences Metacognitive 3.373 67
such as phrases and clauses.

10. I translate each sentence into my Cognitive 3.311 66

native language.

11. I try to understand the meaning of Cognitive 3.149 63
every word in a text.

12. | check what each pronoun refers to. taldiegnitive 3.136 62
13. | predict what will come next. Compensation 2.978 59

Note Means indicate the average point of use out@d.3Percentages indicate the percentage of

occurrence out of 35 total strategies.

The analysis of the reading questionnaire asmonstrates that science
students’ most frequently employed reading strategire compensation strategies
which are 5 out of 13 strategies. The second nmeguéntly applied strategy type is
cognitive which constitutes 4 out of 13 strategesess frequently applied group of
strategies are metacognitive strategies that isu3od 13 and finally the last
frequently used strategy is an affective one wh&ch out of the totally used 13
strategies. Table 5.4 displays the frequency dedpercentages of the reading

strategy types that science students in preparatasges most frequently employ.
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Table 5.4

Reading Strateqy Types That Are Most Frequentlgli&®d by Science Students

Strategy Type F %

Compensation 5 38.46
Cognitive 4 30.77
Metacognitive 3 23.08
Affective 1 7.69
Total 13 100.00

Note Frequencies indicate how many times the stratyogs are applied. Percentages indicate

percentage of occurrence out of 13 total exgjiat.

Reading strategies employed by social scishagents

The second question in the questionnaire, as nmmadicearlier, about the
participants’ departments shows that 172 out of g0dents who participate in the
study are from social science department. (SeeeT4Bl for number and percentage

of students.)

The analysis of the questionnaire revealsgbaial science students use 5 out of
35 reading strategies the most. The most frequentigloyed strategies (usually) by
science students are one compensation, one cagréind one metacognitive
strategy. These are (listed in the order of freqyeftonsidering the type of a text’,
‘skimming’, and ‘paying attention to sentence stowe’. The other frequently used
strategy (sometimes) is a cognitive one whichiguting out the main idea of each
paragraph’. The last frequently (nearly sometimesiployed strategy by social
science students is a cognitive strategy whichoiowing the line with a finger or a
pen’. Table 5.5 displays the means, percentagestypes of reading strategies

which are most frequently used by social scienagdesits.
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Table 5.5

Reading Strategies That Are Most Frequently AppligdBocial Science Students

No: Reading Strategy Type Mean %

1. I consider what type of text it is, Compensation 3.628 73
such as a newspaper article, a

scientific paper, or a novel.

2. | skim it first, and later | read for Cognitive 3.291 66
details.
3. | pay attention to sentence structure,  adegnitive 3.267 65

such as subjects and objects.

4. | try to figure out the main idea of Cognitive 3.041 61
each paragraph.

5. | follow the line | am reading with Cognig 2.145 43
my finger or my pen.

Note Means indicate the average point of use out@.3Percentages indicate the percentage of

occurrence out of 35 total strategies.

The analysis of the reading questionnaire diEsmonstrates that social science
students’ most frequently employed reading strategre cognitive strategies which
are three out of five strategies. These studerttgrofrequently applied strategy
types are compensation and metacognitive whichtitotestwo out of the totally
used five strategies. Table 5.6 displays the freagueand the percentages of the
reading strategy types that social science studentgreparatory classes most

frequently employ.
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Table 5.6

Reading Strateqy Types That Are Most Frequently li@dpby Social Science

Students

Strategy Type F %

Cognitive 3 60.00
Metacognitive 1 20.00
Compensation 1 20.00
Total 5 100.00

Note Frequencies indicate how many times the stratyogs are applied. Percentages indicate

percentage of occurrence out of five totatsyies.

Difference between the use of reading stratey students in science and social

science departments

When Tables 5.4 and 5.6 are compared, it easelen that science students use
more reading strategies (13 out of 35) than sau#&nce students (5 out of 35).
Besides, Tables 5.3 and 5.5 clearly demonstratetiieameans of reading strategy
use by science students (above 3.00 and 4.00)girerlthan social science students
(above 2.00 and 3.00). In other words, science esiisd predominantly employ
reading strategies yet social science studentsthesa less consistently. What is
more, the reading strategies which are frequergbdiby science and social science
students are very different. For instance, sod@nEe students (see Table 5.5) most
frequently use the reading strategies ‘considetimegtype of a text while reading’,
‘skimming’, ‘paying attention to sentence structufenderstanding main idea’, and
‘following the line | am reading with my finger a& pen’ which are not used
frequently by science students (see Table 5.3gWi&e, all the predicting strategies
and the strategies ‘paying attention to linking ey ‘continuing reading if having
difficulty’, ‘checking what each pronoun refers t@tc. which are used by science
students are not frequently used by social scietedents. Table 5.7 shows the
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comparison of the most frequently used strateggdymy science and social science

students.

Table 5.7

The Comparison of the Reading Strategy Types tteatMost Frequently Used by

Science and Social Science Students

Str. Type
Compensation Cognitive  Metacodffective Total

Department
Science F 5 4 3 1 13
% 38.46 30.77 23.08 7.69100.00
Social Science F 1 2 2 - 5
% 20.00 40.00 40.00 - 100.00

Note Frequencies indicate how many times the stratyggs are applied. Percentages indicate

percentage of occurrence out of the totalgdustrategies.

In addition to these findings, independent samples t-test is computed in order
to find out the difference between the use of negdtrategies by students in science
and social science departments. The findings oftitest reveal that there is a
significant difference between the use of 13 regdimategies by science and social
science students. These strategies are ‘usingttitieredict the content’, ‘paying
attention to parts of sentences’, ‘focusing on tiese of a verb’, ‘not trying to
understand the meaning of every word’, ‘not tratirstpeach sentence into Turkish’,
‘reading all the paragraphs’, ‘continuing readinvgm having a difficulty’, ‘checking
what each pronoun refers to’, ‘reading aloud thi&remext’, ‘if having trouble, going
back to previous sentences’, ‘skipping not undedtsentences’, ‘predicting what
will come next’, and ‘paying attention to linkingonds’. These strategies are more
frequently employed by science students when comp#o social science students.
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Table 5.8 presents the means and standard dewaifdhe use of each strategy item
in the questionnaire by science and social scishagents.

Table 5.8

The comparison between the use of each stratemyhiescience and social science

students

Group Statistics

Strategy Item Department N Mean Std. Deviation
S1 (using title) Science 228 4.14 0.923
Social S. 172 3.895 1.087
S2 (considering text) Science 228 3.618 1.179
Social S. 172 3.628 1.185
S3 (skimming) Science 228 3.189 3086.
Social S. 172 3.291 1.292
S4 (paying attention to parts) Scee 228 3.373 5.05
Social S. 172 3.017 1.226
S5 (paying attention to paragraph) Science228 3.715 1.05
Social S. 172 3.488 1.268
S6 (focusing on the tense) eBoe 228 3.864 36.1
Social S. 172 3.581 1.223
S7 (understanding meaning) S@enc 228 3.149 1.155
Social S. 172 2.134 0.979
S8 (translating) Science 228 3.311 1.189
Social S. 172 2.366 1.048
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Table continued

S9 (reading all the paragraphs) Smen 228
Social S. 172

S10 (paying attention to sentences) Science?28
Social S. 172

S11 (continuing reading in difficulty) Science 228
Social S. 172
S12 (changing reading speed) Seienc 228
Social S172
S13 (reading aloud the difficult parts) Science228
Social S. 172
S14 (skipping unknown words) Science228
Social S. 172
S15 (linking with known material) Science 228
Social S. 172
S16 (dividing the unknown words) Science 228
Social S. 172
S17 (guessing meaning with clues) Science228
Social S. 172
S18 (guessing meaning with info) Science 228
Social S. 172
S19 (referring) Swe 228

Social S. 172

4.202

3.884

3.114

3.267

3.816

3.506

4.048

3.907

2.404

2.302

2.654

2.547

3.64

3.552

2.996

2.826

4.013

3.826

3.842

3.669

3.136

2.872

0.963
1.123
1.093
1.149
0.981
11
0.999
1.039
1.358
1.307
1.205
1.171
1.051
1.094
1.272
1.211
0.941
1.073
0.981
1.103
71,1

1.09
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Table continued

S20 (underlining) Science 228
Social S. 172
S21 (marking) Science 228

Social S. 172

S22 (going over difficult parts) Saren 228
Social S. 172
S23 (reading aloud) Science 228

Social S. 172
S24 (visualizing) Science 228
Social S. 172
S25 (understanding without translating) Science228
Social S. 172
S26 (going back to previous sentence) Science228
Social S. 172
S27 (following the line) ciénce 228

Social S. 172

S28 (using slashes) Science 228
Social S. 721
S29 (skipping the sentence) Bme 228

Social S. 172
S30 (predicting) Science 228

Social S. 172

3.272

3.047

2.833

2.75

3.675

3.523

4.127

3.523

3.724

3.535

3.053

2.913

3.684

3.471

2.07

2.145

1.623

1.576

3.947

J22

2.978

269

3.657

1.49

54.4

1.615

1.02

1.167

6.99

1.461

1.106

1.121

1.279

1.311

1.044

1.11

06.3

1.292

244.

0.997

1.19

1.431

1.068

1.105
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Table continued

S31 (paying attention to connectors)  Science228 3.702 1.057
Social S. 172 F3 1.181
S32 (writing down keywords) Science 228 2.658 1.293
Social S. 172 2.6 1.304
S33 (finding the main idea) Scie 228 2.943 1.154
Social S. 172 304 1.121
S34 (reading questions first) efce 228 3.632 1.365
Social S. 172 3.471 1.416
S35 (summarizing) ciefce 228 2.768 .26Y
Social S. 172 2.68 1.283

Note Means indicate the average point of use out 60.5N= Number of the students,
S=Strategy. See Appendix for which strategy the iteimber refers to in the questionnaire.

In addition to these findings, t-test for elifyeof means is computed in order to
find out whether the difference between the useeatling strategies by students in
science and social science departments is signifmanot. This analysis shows that
there is a significant difference between the Useeading strategies by science and
social science students. The findings of the t-tegeal that there is a significant
difference between the use of 13 reading strategyescience and social science
students as the significance (p value) of thessegies is < 0.05. These strategies
which are S1, S4, S6, S7, S8, S9, S11, S19, S, $29, S30, and S31 are
mentioned in the previous section. Table 5.9 displthe significance, mean
difference and confidence interval of the differenaf each strategy item in the

questionnaire.
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Table 5.9

The significance and mean difference values of strettegy item employed by

science and social science students

etst for Equality of Means

95% Confidence

Sig. Mean ental of the
Strategy t df (Zed) Difference Difference
ower Upper
Table continued

S1 2.378 333.3581 0.018* 0.245 0.042 0.448
S2 -0.079 398 0.937 -0.009 -0.244 275

S3 -0.778 398 0.437 -0.102 -0.360 186

S4 3.108 398 0:002 0.355 0.131 .580

S5 1.902 327.7042 0.058 0.227 -0.008 @46
S6 2.359 353.1988 0.019* 0.283 0.047 0.518
S7 9.283 398 0:000 1.015 0.800 .230

S8 8.277 398 0:000 0.945 0.721 170
S9 3.042 398 0:003 0.318 0.113 .5
S10 -1.360 398 0.175 -0.153 -0.375 0@B
S11 2.922 344.2255 0.004* 0.310 0.101 0.519
S12 1.377 398 0.169 0.141 -0.060 348
S13 0.749 398 0.454 0.101 -0.164 .36¥
S14 0.890 398 0.374 0.107 -0.129 348
S15 0.815 398 0.415 0.088 -0.124 3@
S16 1.351 398 0.177 0.170 -0.077 ALy
S17 1.824 340.6539 0.069 0.188 -0.015 0.390
S18 1.633 343.6528 0.103 0.174 0.036 0.383
S19 2.299 398 0.022* 0.264 0.038 490
S20 0.762 398 0.447 0.225 -0.356 8@
S21 0.533 346.3578 0.594 0.083 -0.224 0.391
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Table continued

S22
S23
S24
S25
S26
S27
S28
S29
S30
S31
S32
S33
S34
S35

1.362
4.665
1.681
1.071
1.968
-0.573
0.408
5.354
2.615
3.196
0.362
-0.849
1.147
0.679

339.7583
285.5705
398
398
398
398
398
328.5617
398
345.2368
398
398
398
398

0.174
0.000*
0.094
0.285
0.050*
0.567
0.683
0.000*
0.009*
0.002*
0.718
0.396
0.252
0.498

0.152
0.604
0.189
0.140
0.213
-0.075
0.047
0.721
0.286
0.365
0.047
-0.098
0.161
0.087

-0.068
0.349
-0.032
-0.117
0.000

-0.333
-0.180

0.456
0.071
0.140
-0.210
-0.324
-0.115
-0.166

0.372
0.859

41D
3

4256
188

21b

0.985
s
0.589

.3@b

120

A3b
34D

Note: S= Strategy. t= t-value, df= difference. iridicates the strategies having the significandeeva

(p) <0.05.

The correlation between the reading strategiéshe students in science and

social

science departments in prep classes aedsthategies applied in the

textbook in “Reading Keys”

The analysis of the textbook evaluation andré@&ling questionnaire reveals that

there is not an adequate correlation between tiding strategies of the science and

social science students and those employed irettbdok. When the frequencies of

the reading strategy types employed in the textbsd&ken into consideration (see

Table 5.2), it is seen that the most frequently leyexd reading strategy types are

cognitive strategies which constitute the 68% eftittally employed 100 strategies.

However, 30.77% of the strategies frequently usgddience students (see Table

5.4) and 40% of the strategies which are frequentded by social science

students(see Table 5.6) are cognitive strategidgee $econd most frequently

employed strategy type in the textbook is compémsadtrategy which constitutes
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28 out of 100 strategies. When this finding is canmed to the science and social
science students’ reading strategies, it is undedstthat the most frequently

employed strategies by science students are com@mstrategies. This strategy
type constitutes the 38% of the most frequentlydusteategies of science students.
However, this strategy type is the least frequenfiplied strategy type by social

science students who use only one compensaticlegyravhile reading a passage.
The textbook also addresses four memory strateglagsh are used by neither

science nor social science students frequenthalllyirthe textbook does not include
the affective strategies which are employed bymagestudents and metacognitive
strategies that are frequently used by both sciandesocial science students.

The comparison of the frequently addressedimgastrategies in the textbook
‘Reading Keys’ and the reading strategies of s&estadents (see Tables 5.1 and
5.3) displays that only six out of 13 strategiesohhare most frequently used by
science students are addressed in the textboolseTsteategies are; ‘using title to
predict the contents’, ‘paying attention to linkiagrds’, ‘paying attention to parts
of sentences’, ‘not trying to understand the meguoihevery word’, ‘checking what
each pronoun refers to’, and ‘predicting what wilme next’. At the same time, this
analysis reveals that out of 17 strategies adddeissextbook, only six of them are
used by science students. This finding supports there is not an adequate
correlation between the reading strategies of tiense students and those applied

in the textbook.

Similar to this finding, the comparison of tifiequently addressed reading
strategies in the textbook ‘Reading Keys’ and #rsding strategies of social science
students (see Table 5.5) displays that only twoobditve strategies which are most
frequently used by social science students areeaddd in the textbook. These
strategies are ‘skimming’ and ‘finding the main adeThis shows that out of 17
reading strategies which are utilized in the tegthamnly two of them are preferred
by social science students. This finding also sugpthat there is not an adequate
correlation between the reading strategies of twak science students and those

promoted in the textbook.
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Which department’s students the textbook “Rep#eys” appeals to in terms of
the reading strategies promoted in it?

The previous section about the correlatiowben the use of reading strategies
by science and social science students and thoseoped in the textbook concludes
that there is not an adequate correlation betwleemgading strategies of the science
students and those in the textbook. Similarly, éhisr not an adequate correlation
between the strategies of social science studertstiese in the textbook. From
these findings, it can be concluded generally that textbook ‘Reading Keys’
appeals to neither science nor social science stsiddowever, when the frequently
used strategies of science and social science retu@ad those promoted in the

textbook are compared, the following conclusiony i@ drawn from the research.

The textbook “Reading Keys” utilizes 17 readisiyategies which are mostly
cognitive strategies and then compensation andlyfineemory strategies. These 17
strategies are mentioned in the previous sectionth® other hand, science students
employ 13 reading strategies most frequently whew tead an English passage. Six
of these 13 reading strategies used by sciencerssdre addressed in the textbook.
These strategies are; ‘using title to predict tbetents’, ‘paying attention to linking
words’, ‘paying attention to parts of sentencesipt’ trying to understand the
meaning of every word’, ‘checking what each proneafers to’, and ‘predicting

what will come next’.

As mentioned in the previous section, the ymislof the questionnaire reveals
that social science students use five readingesfied most frequently while reading
a passage. When the analysis of textbook evaluasooompared to the most
frequently utilized strategies by science and dasxgence students, it is seen that
only two out of these five reading strategies ammted in the textbook “Reading
Keys”. These are ‘skimming’ and ‘finding the newead. Therefore, it can be
concluded that even though the textbook lacks aamtequorrelation with the reading
strategies of both science and social science stsida terms of the strategies

promoted in it, it appeals to science students rtiwaa social science students. This
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is due to the fact that, the textbook utilizes m@ading strategies -both in number
and frequency- which science students use. Yatfilizes less reading strategies
which social science students frequently employ. conclusion, although the

textbook fully appeals to neither science nor dostéence students, it appeals to

science students more than social science stutteatene extent.

Reading strategies employed by girls:

In the first part of the questionnaire, thyg&rsonal information questions are
asked to the participants to gather informationuab@) their name, (b) their
department, and (c) their gender. (See Chapter 4tfer background information
about the participants.) The third question in theestionnaire was about the
participants’ gender which shows that 214 out d 4tudents who participate in the
study are male and the remaining 186 studentseanalé. Table 5.10 displays the

distribution of the gender of the students who haewicipated in this study.
Table 5.10

The distribution of the gender of the students whdicipated in the study

Gender Number afdgnts (n) %
Male 214 53.5
Female 186 46.5
TOTAL 400 100

The analysis of the reading strategy questimarreveals that girls use 14 out of
35 reading strategies the most. The most frequeattiployed strategies (almost
always) by female students are one cognitive ardommpensation strategy. These
are (listed in the order of frequency) ‘changingdiag speed depending on the
difficulty of a text’ and ‘using the title to predtithe contents’ which are almost
always employed by girls. The other frequentlyizgitl strategies are five cognitive,

one compensation, one metacognitive and one mest@tegies. These are ‘going
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over difficult parts several times’, ‘continuingading even if having difficulty’,
‘making a picture in my mind about what the texsaying’, ‘paying attention to the
beginning and the end of each paragraph’, ‘goingklia previous sentences when
having trouble’, ‘underlining important parts’, iskming’ and ‘marking important
parts, using colored pens or drawing stars’ whiehadmost usually used by female
students. The last frequently (sometimes) usedesgfies by girls are two cognitive,
one memory, and one compensation strategy typesellae ‘summarizing’,
‘writing down key words’, ‘reading aloud the diftitt parts of a text’ and finally
‘following the line | am reading with my finger @ pen’. Table 5.11 displays the
means, percentages and types of reading stratebiek are most frequently used

by female students.
Table 5.11

Reading Strategies That Are Most Frequently Appligdremale Students

No: Reading Strategy Type Mean %
1. I change reading speed depending on Cognitive 4.188  83.7
the difficulty of a text

2. | use the title to help predict the Compensation 4.151 83
contents.

3. | go over difficult parts several times. Cognitive 3.919 783
4. | continue reading even if | have Compensation 3.812  76.2
difficulty.

5. I make a picture in my mind about Memory 3.806 76.1

what the text is saying.

6. | pay attention to the beginning and Metactgai 3.774 754
the end of each paragraph

7. If I'm having trouble, | go back to Cognitive 3.758 75.1
previous sentences.

8. I underline important parts. Cognitive 3.681 73.6
9. I skim it first, and later | read for details. Cognitive 3.559 711
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Table continued

10. I mark important parts, using colored  Cognitive 3.339

pens or drawing stars

11. I summarize it in my own words. Cognitive 2.866
12. 1 write down key words Memory 2.823
13. I read aloud the difficult parts of a text Compensation 2.591
14. | follow the line | am reading with my  Cognitive 2.290

finger or my pen.

66.7

57.3
56.4
51

45.8

Note Means indicate the average point of use out@d.3Percentages indicate the percentage of

occurrence out of 35 total strategies.

The analysis of the reading questionnaire d&soonstrates that female students’

most frequently employed reading strategies araitog strategies which are seven

out of 14 strategies. The second most frequentlpliegp strategy type is

compensation which constitutes three out of 14egras. Finally, a less frequently
applied group of strategies that are employed byafe students are metacognitive

and memory strategies which are each two out oftokely used 14 strategies.

Table 5.12 displays the frequency and the percestafthe reading strategy types

that science students in preparatory classes memgidntly employ.

Table 5.12

Reading Strateqy Types That Are Most Frequentlglis by Female Students

Strategy Type F %

Cognitive 7 50.00
Compensation 3 21.42
Metacognitive 2 14.29
Memory 2 14.29
Total 14 100.00

Note Frequencies indicate how many times the stratyogs are applied. Percentages indicate

percentage of occurrence out of 14 total sgjiat.



95

Reading strategies employed by boys

The second question in the questionnaire, as nmadicearlier, about the
participants’ gender shows that 214 out of 400 estt&lwho participate in the study
are male. (See Table 5.10 for number and percenfagiadents.)

The analysis of the questionnaire reveals thale students use 11 out of 35
reading strategies the most. The most frequentlpl@yad strategies (usually) by
male students are one cognitive and one compenssttiategy. These are (listed in
the order of frequency) ‘reading aloud the entrd’tand ‘guessing the meaning of a
word or a phrase by using the clues from the t&tie other frequently (sometimes)
used strategies are examples of compensation amdomestrategies. These are
‘considering what type of text it is’ and ‘linkinthe content with what | already
know'. Less frequently employed strategies by msiledents are examples of
cognitive strategies. These are ‘checking what gaohoun refers to’, ‘trying the
figure out the main idea of each paragraph’, angn'¢ to understand the meaning
without translating the text into Turkish’. The dagequently (sometimes) used
strategies by male students are again examplesguitove strategy types which are
‘trying to understand the meaning of unknown wobys dividing it into parts’,
‘predicting what will come next’ and ‘skipping unéwn words’. Table 5.13 displays
the means, percentages and types of reading séstedpich are most frequently

used by social science students.

Table 5.13

Reading Strategies That Are Most Frequently AppligdVale Students

No: Reading Strategy Type Mean %
1. I read aloud the entire text. Cognitive 3.981 79.6
2. If I don’t understand something such npensation 3.967 79.3

as word or phrase, | guess its meaning

using clues from the text.
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Table continued

3.1 consider what type of text it is, Compensati 3.659 73.1
such as a newspaper article, a scientific

paper, or a novel.

4. | link the content with what | already Memory 3.617 723
know.

5. | check what each pronoun refers to. Cognitive 3.037 60.7
6. | try to figure out the main idea of Cognitive 3.019 60.3
each paragraph.

7. 1 try to understand the meaning Cognitive 3.009 60.1
without translating the text into my

native language.

8. | try to understand the meaning of an Cognitive 2981 59.6
unknown word by dividing it into parts.

9. | translate each sentence into my Cognitive  2.916 58.3
native language.

10. | predict what will come next. Compensation 2.897 57.9
11. I skip unknown words. Cognitive 621 52.6

Note Means indicate the average point of use out@d.3Percentages indicate the percentage of

occurrence out of 35 total strategies.

The analysis of the reading questionnaire also detrates that male students’
most frequently employed reading strategies araitug strategies which are seven
out of 14 strategies. The second most frequentlpliegp strategy type is
compensation which constitutes three out of 14egras. Finally, a less frequently
applied group of strategies that are employed byensiudents are memory
strategies which are one out of the totally usedtiztegies. Table 5.14 displays the
frequency and the percentages of the reading girdiges that male students in

preparatory classes most frequently employ.
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Table 5.14

Reading Strateqy Types That Are Most Frequentlpligo by Male Students

Strategy Type F %

Cognitive 7 63.64
Compensation 3 27.27
Memory 1 9.09
Total 11 100.00

Note Frequencies indicate how many times the stratyogs are applied. Percentages indicate

percentage of occurrence out of 11 total egjiat.

Difference between the use of reading stiategnd gender

When Tables 5.12 and 5.14 are compared, ibeaseen that female students use
more reading strategies (14 out of 35) than maldesits (11 out of 35). Besides
Table 5.11 and 5.13 clearly demonstrates that thansy of reading strategy use by
females (above 3.00 and 4.00) are higher than statients (above 2.00 and 3.00).
In other words, girls predominantly employ readstategies but boys utilize them
less consistently. What is more, the reading sir@asewhich are frequently used by
girls and boys are very different. For instancepdie students (see Table 5.11) most
frequently use the reading strategies ‘skimminghanging reading speed depending
on the difficulty of a text’, ‘underlining importarparts’, ‘marking important parts,
using colored pens or drawing stars’ and ‘goingradifficult parts several times’
which are not used frequently by male students {&a&ge 5.13). Likewise, the
strategies ‘paying attention to the beginning dreldnd of each paragraph’, ‘reading
aloud the difficult parts of a text’, and ‘writirdpwn key words’, etc. which are used
by female students are not frequently used by stalgents. Table 5.15 displays the
comparison of reading strategy types that are rireguently used by female and

male students.
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Table 5.15

The Comparison of Reading Strategy Types that aostMrrequently Used by
Female and Male Students

Str. Type
Cognitive  Compensation MemoMetacog. Total
Gender
Female Frequency 8 3 2 1 14
% 57.15 21.42 14.29 7.14100.00
Male Frequency 7 3 1 - 11
% 63.64 27.27 9.09 -100.00

Note Frequencies indicate how many times the stratyogs are applied. Percentages indicate

percentage of occurrence out of the totalgdustrategies.

In addition to these findings, independent samples t-test is computed in order
to the find out the difference between the useeafimg strategies and gender. The
findings of the t-test reveal that there is a digant difference between the use of 14
reading strategies by male and female studentsseTlsérategies are ‘changing
reading speed depending on the difficulty of a’texsing the title to predict the
contents’, ‘going over difficult parts several tighe‘continuing reading even if
having difficulty’, ‘making a picture in my mind albit what the text is saying’,
‘paying attention to the beginning and the end atheparagraph’, ‘going back to
previous sentences when having trouble’, ‘undernmportant parts’, ‘skimming’,
‘marking important parts, using colored pens orwdng stars’, ‘summarizing’,
‘writing down key words’, ‘reading aloud the diftitt parts of a text’ and finally
‘following the line | am reading with my finger @rpen’. These strategies are more

frequently employed by female students when compato male students. Table
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5.16 presents the means and standard deviatiotie afse of each strategy item in

the questionnaire by male and female students.

Table 5.16

The comparison between the use of each stratagybyemale and female students

Group Statistics

Strategy Item Gender n Mean Std. Deora
S1 (using title) Male 214 3.935 1.023
Female 186 4.151 0.969
S2 (considering text) Male 214 3.659 1.151
Female 186 3.581 1.215
S3 (skimming) Male 214 2.949 326
Female 186 3.559 1.190
S4 (paying attention to parts) Male 214 3.313 096
Female 186 3.113 1.191
S5 (paying attention to paragraph) Male 214 3.481 1.186
Female 186 3.774 1.097
S6 (focusing on the tense) Mal 214 3.659 220
Female 186 3.839 1.127
S7 (understanding meaning) Male 214 2.687 1.147
Female 186 2.742 1.247
S8 (translating) Male 214 2.916 1.203

Female 186 2.892 1.247
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Table continued

S9 (reading all the paragraphs) Male 214
Female 186
S10 (paying attention to sentences) Male 214
Female 186
S11 (continuing reading in difficulty) Male 214
Female 186
S12 (changing reading speed) Male 214
Female 861
S13 (reading aloud the difficult parts) Male 214
Female 186
S14 (skipping unknown words) Male 214
Female 186
S15 (linking with known material) Male 214
Female 186
S16 (dividing the unknown words) Male 214

Female 186

S17 (guessing meaning with clues) Male 214
Female 186

S18 (guessing meaning with info) Male 214
Female 186

S19 (referring) Male 214

Female 186

4.005

4.134

3.107

3.263

3.570

3.812

3.813

4.188

2.159

2.591

2.631

2.581

3.617

3.586

2.981

2.855

3.967

3.892

3.706

3.839

3.037

3.005

B12

0.940

1.097

1.139

1.062

1.009

1.058

0.931

1.227

1.420

1.237

1.137

1.054

1.088

1.263

1.228

0.990

1.018

1.097

0.962

a1

1.122



101

Table continued

S20 (underlining)

S21 (marking)

S22 (going over difficult parts)

S23 (reading aloud)

S24 (visualizing)

Male

Female

Male

Female

Male

Female

Male

Female

Male

Female

S25 (understanding without translating) Male

Female

214

186

214

186

214

186

214

186

214

186

214

186

S26 (going back to previous sentence) Male 214

S27 (following the line)

S28 (using slashes)

S29 (skipping the sentence)

S30 (predicting)

Female

aié

Female

Male

Female

Male

Female

Male

Female

186

214

186

214

186

214

186

214

186

2.752

3.661

2.327

3.339

3.341

3.919

3.981

3.737

3.500

8.80

3.009

397

3.449

875

1.939

2.290

1.556

1.656

3.631

3.64

2.897

.86

1.427

0.962

aX63

1.488

70

1.013

1.245

1.252

1.108

1.103

1.293

1.296

1.055

1.081

1.230

1.352

462

1.013

a33

1.329

1.113

1.068
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Table continued

S31 (paying attention to connectors) Male 214 3.467 1.169
Female 186 3.63 1.068
S32 (writing down keywords) Male 214 2.477 1.225
Female 186 382 1.354
S33 (finding the main idea) Male 214 3.019 1.163
Female 186 594 1.114
S34 (reading questions first) Male 214 3.551 1.375
Female 186 3.575 1.405
S35 (summarizing) als 214 2.612 1.242
Female 186 2.866 1.298

Note Means indicate the average point of use out 60.5n= Number of the students,
S=Strategy. See Appendix for which strategy the iteimber refers to in the questionnaire.

In addition to these findings, t-test for aelity of means is computed in order to
the find out whether the difference between theaiseading strategies by male and
female students is significant or not. This analygows that there is a significant
difference between the use of reading strategiemalg and female students. The
findings of the t-test reveal that there is a digant difference between the use of 14
reading strategies by girls and boys as the smanfie (p value) of these strategies is
< 0.05. These strategies which are S1, S3, S5, &4, S13, S20, S21, S22, S24,
S26, S27, S32, and S35 are mentioned in the preweation. Table 5.17 displays
the significance, mean difference and confidenterval of the difference of each

strategy item in the questionnaire.
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Table 5.17

The significance and mean difference values of saateqy item employed by qirls

and boys

t-test for Equality of Means

9%%onfidence

Sig Mean Intairef the

Strategy t df (2¢d) Difference Difference

Lower Upper
S1 -2.157 398 @93 -0.216 -0.413 -0.019
S2 0.661 398 @50 0.078 -0.155 0.311
S3 -4.817 398 @90 -0.611 -0.860 -0.361
S4 1.749 398 a.08 0.200 -0.025 0.425
S5 -2.551 398 @91 -0.293 -0.519 -0.067
S6 -1.530 396.5705 0.1270.180 -0.411 0.051
S7 -0.460 398 ®64 -0.055 -0.290 0.180
S8 0.191 398 @84 0.023 -0.218 0.265
S9 -1.254 397.3346 0.2110.130 -0.333 0.074
S10 -1.393 398 0.1640.156 -0.376 0.064
S11 -2.323 398 0.021-0.242 -0.446 -0.037
S12 -3.737 398 0:10000.375 -0.572 -0.178
S13 -3.235 368.3037 0.0016.433 -0.695 -0.170
S14 0.420 398 0.675 0.050 -0.185 0.285
S15 0.287 398 0.774 0.031 -0.180 0.242
S16 1.012 398 0.312 0.126 -0.119 0.372
S17 0.744 398 0.457 0.075 -0.123 0.273
S18 -1.293 397.9687 0.197-0.133 -0.336 0.069
S19 0.279 398 0.780 0.032 -0.193 0.257
S20 -3.131 398 0:002-0.909 -1.480 -0.338
S21 -6.979 382.0916 0.000#1.012 -1.297 -0.727

S22 -5.499 398 0X000-0.578 -0.785 -0.372
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Table continued

S23 1.956 398 0.051 0.245 -0.001 0.491
S24 -2.765 398 0006 -0.306 -0.524 -0.089
S25 0.279 398 0.780 0.036 -0.219 0.291
S26 -2.893 398 02004 -0.309 -0.520 -0.099
S27 -2.700 377.266 0.007*%0.351 -0.607 -0.095
S28 -0.871 398 0.384 -0.100 -0.325 0.126
S29 -0.106 398 0.916 -0.014 -0.280 0.251
S30 0.829 398 0.408 0.091 -0.125 0.306
S31 -1.484 398 0.139 -0.167 -0.389 0.054
S32 -2.683 398 0008 -0.346 -0.599 -0.092
S33 0.634 398 0.526 0.072 -0.152 0.297
S34 -0.171 398 0.864 -0.024 -0.298 0.250
S35 -1.993 398 0047 -0.253 -0.503 -0.003

Note: S= Strategy, t= t-value, df= differenc#. indicates the strategies having the significance

value <0.05.

Difference between the use of reading stratediy science and social science

students and their achievement in reading compr&ban

The analysis of the comparison of readingetnaquestionnaire and the results of
the reading comprehension test reveals that tisesesignificant difference between
the use of reading strategies by science and saciahce students and their
achievement in reading comprehension. The indepgntgo samples test is
computed to find out the difference and it is codeld that there is a significant
difference between the use of reading strategiek ammievement of science and
social science students in reading comprehensioa.nfean of the science students’
score from the reading comprehension test is 10a@&wf 20 which is higher than
the mean of the socials science students’ scordeas mean is 8.616. From this

perspective, it can be said that science studamtsmare successful than social



105

science students in reading comprehension. Tabk $hows the science and social
science students’ means of achievement scorestandard deviation.

Table 5.18

The achievement scores of science and social gistments from the reading

comprehension test

Group Statistics for Achievement Scores

Department N Mean Std. Deviation
Science 228 10.355 2.995
Social Science 172 8.616 3.168

In addition to these findings, t-test for elifyeof means is computed in order to
the find out whether the difference between the iesgment of reading
comprehension by students in science and sodeheE departments is significant
or not. This analysis shows that there is a sigaifi difference between the
achievement of reading comprehension by studentscience and social science
departments. The findings of the t-test reveal thate is a significant difference
between the achievement scores of these two depatdmstudents as the
significance (p value) of these scores’ mean is.85.0Table 5.19 displays the
significance, mean difference and confidence itennf the difference of each

strategy item in the questionnaire.
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Table 5.19

The significance and mean difference values ofeaeiment by science and social

science students

t-test for Equality of Means (Achievement)
95% Confidence

Sig. Mean Interval of the
t df  (2-tailed) efence Difference
Lower Upper
5.607 398 0.000* 1.739 1.129 2.349

Note: t= t-value, df= difference. (*) indicates lray the significance value <0.05.

In order to answer the final research quesiioout the difference between the use
of reading strategies by science and social scistugents and their achievement in
reading comprehension, the use of reading stratdgiescience and social science
students and their achievement scores are compasedables 5.7 and 5.8 reveal,
science students use more reading strategies agydethploy these strategies more
frequently than their social science counterpa&tso, there is a significant
difference between the use of reading strategiesdignce and social science
students, in other words, the reading strategieplamd by science students are
different from the strategies employed by soci&rmswe students. On the other hand,
Tables 5.18 and 5.19 show that science studentsnare successful than social
science students in terms of their achievemeng¢aaling comprehension. Moreover,
the difference between the achievement scoreseskttwo departments’ students is
significant. The t-test analysis of differenceswestn the two groups in terms of
achievement scores as presented in Table 5.1%\aeldalue of 5.607. This result is
significant at the p < .05 level. The results afai from the mean values calculated
for the two groups separately indicate that sudaukssaders reported using more
strategies than unsuccessful readers. Therefocanibe concluded that the science
students in preparatory classes employ more readrategies thus more successful
in reading comprehension while social science stisdeemploy less reading

strategies and they employ these less frequerdly sesience students thus are not as
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successful as science students. The higher achetesnores of science students, as
mentioned before, may be due to their more frequeatof reading strategies. Yet,
the effect of textbook which appeals more to s@estdents may be taken into

consideration in terms of achievement, as well.

Conclusion

In this chapter, the results of the statistiests done on the collected data through
questionnaires as well as the data collected throtextbook evaluation are
presented. The results are presented in five diffesections: analyses of textbook
evaluation in terms of the reading strategies ptechan it; science and social
science students’ use of reading strategies; effedender on strategy use; the
correlation between the reading strategies of sei@md social science students and
those utilized in the textbook and which group widents it appeals to; and finally
the difference between the use of reading stradelgyescience and social science

students and their achievement in reading compeatien

In the next chapter, the major findings of stiedy will be summarized in relation

to the literature review.
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CHAPTER VI: CONCLUSIONS AND SUGGESTIONS

Introduction

This study investigates the reading strategy af science and social science
students in prep classes of SFL, DEU. The studg alsplores the correlation
between the reading strategies employed by sciendesocial science students and
those utilized in the textbook. Another aim of #tedy is to find out the gender’s
effect on strategy use. Finally, the study is desito reveal whether there is a
significant difference between the use of readitrigtsgies by science and social
science students and their achievement in readngprehension and the effect of

textbook on comprehension.

This study is conducted with 400 intermediates| students at SFL, DEU. First,
reading strategies which are addressed in the dektlare determined through
textbook evaluation analysis. Second, reading esiyatuse of these students is
explored through the administration of the questare. Third, students’
achievement in reading comprehension is analyzedigin a reading comprehension
test. Finally, the findings of these analyses aympmared to answer the research

guestions.

The research questions answered in this aealys as follows:

1. Is there a correlation between the reading strasegf the students in science
and social science departments in prep classeshanstrategies applied in the

textbook?

2. a) Which strategies are employed by sciehwmeats?
b) Which strategies are employed by sodi@nce students?
c) Is there a significant difference betwédssnreading strategies of science and

social science students?

3. a) Which strategies are employed by girls?
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b) Which strategies are employed by boys?

c) Is there a significant difference betwédemnreading strategies and gender?

4. Which department’s students does the textbBelading Keys” appeal to in
terms of the reading strategies promoteatPin

5. Is there a significant difference betweenube of reading strategies by science

and social science students and their aehient in reading comprehension?

In this chapter, the findings of this studyllviee discussed. The findings of the
results which are obtained through statistical ysisland evaluation will be related
to the literature in the discussion section. Thimfgsowhere the results are in parallel
with literature as well as the points that confiath it will be explored and the
possible reasons for these parallel or conflictesults will be discussed. Following
the next section on pedagogical implications, ktnins of the study are presented.
This section is followed by suggestions for furtihesearch. In the conclusion, the

major findings of the study are summarized.
Conclusions

In this section, the results of the study discussed according to the order of
analysis procedures. First, the findings of thelymma of textbook evaluation;
second, the results of the analysis of the readirggegy questionnaire and finally
the results of the reading comprehension testiaoeisked.

Conclusions Drawn from the Analysis of Textbook Eviiation

The Reading Strategies that are Utilized in theti@ok

As a result of the analysis of the textboolaleation, it is revealed that the

strategies that are utilized in the textbook appeahree strategy types which are

cognitive, compensation and memory. Furthermolig, dhalysis shows that 17 out
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of 35 reading strategies in the reading strateggstionnaire are addressed in the
textbook. This finding is important as Tomlinsor®8¥) suggests that all students
should be aware of aids text offer. The presencabsence of text cues helps
students select comprehension strategies. Yor@anBisand Hand (2003) focus on
this role of textbooks which construct knowleddertg place in students’ minds and

thus, improve reading comprehension.

From this perspective, it can be concluded tha textbook which science and
social science students in prep classes use daesdaquately expose the students
with possible strategy types that the studentsuatly employ since it includes 17
out of 35 reading strategies in the questionndifewever, according to many
research findings about the importance of textbmokeading comprehension, it has
been stated that a good reading textbook shouldireceading strategies and enable
learners to become more aware of strategy leariinig. result is supported by Uslu
(2003) who concludes that a good reading textbdalulsl provide learners with
multiple exposure to reading strategies and engeuthe appropriate use of both

top-down and bottom-up strategies as Crandall (LaB% states.

Conclusions Drawn from the Analysis of the Readin&trategy Questionnaire

The conclusions drawn from the analysis of tbading strategy questionnaire

will be mentioned under the research questionslation with the literature review.

Reading Strategies Employed by Science Students

The analysis of the questionnaire reveals so@nce students use 13 out of 35
reading strategies the most. Science students’ fnegquently employed reading
strategies are compensation strategies which aoeit5of 13. The second most
frequently employed strategy type is cognitive ihaonstitutes 4 out of 13, and a
less frequently applied group of strategies areanognitive strategies that are 3 out
of 13. Finally, the last frequently used strategpetis an affective one which is 1 out

of the totally used 13 strategies.
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This finding supports Sonleitner’s (2005) stuathich indicates that college
freshmen in science department are somewhat skibgny metacognitive reading
strategies but rely primarily on problem-solvingdatompensation strategies as in
the present study it is revealed that science stada prep classes most frequently
use compensation strategies and they use strat@giee than metacognitive ones.

On the other hand, Thampradit’'s (2006) reseabout the reading strategies used
by Thai engineering freshmen reveals that the zatibn of cognitive reading
strategies are more frequent than the applicationatacognitive reading strategies
by engineering students, which conflicts with thedings of this study as it has
stated that compensation strategies are the mexpidntly applied strategy types of

the science students in prep classes.

The results of the presents study also shaivdtience students’ most frequently
employed strategies which are “starting readingftbe first paragraph and reading
all way through the last paragraph”, “using titbeprredict the contents” and “reading
aloud the entire text” do not include the sevetedtegies which are identified by
DiGisi and Yore (1992) as helpful strategies foresce students. Among these
strategies, as they state, “visualizing”, “notirftg torganization of reading”, and
“asking conceptual questions about the materia€ mrost beneficial to science
students. However, none of these strategies ardogatp frequently by science

students in prep classes which seem to be a caetyadpoint in this study.

Reading Strategies Employed by Social Science i8side

The findings of the study obtained from thealgsis of the reading strategy
questionnaire reveal that social science studesg$out of 35 reading strategies the
most. The most frequently employed strategies bgiaboscience students are
cognitive and metacognitive strategies. The finalstmfrequently applied strategy
type is compensation. The results conflict with Mljaidi’'s (2003) findings who

states that first year university students repsihg most types of strategies with
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high and moderate frequencies and they also regogmtficantly more frequent use
of compensation strategies. On the other handptésent study seems to support
Tercanli@lu’s (2004) findings which reveal that studentswsleoclear preference for

cognitive strategies, followed by metacognitive ang@port strategies.

Similarly, Geridénmez’s (1999) study about fregquency of the use of reading
strategies of prep class students indicates tleatibst frequently employed reading
strategies are social, and then metacognitive, itegncompensation and memory
strategies. The least applied strategy type isctfke strategies according to this
research which supports neither science nor seciahce students’ frequently used

strategies that are found out in the present study.

As there has been very limited research ablmeituse of reading strategies by
social science students so far, this study’s figsliare the only one which reveals the

reading strategy preferences of social scienceestadn prep classes.

In addition, it can be stated that “considgrthe type of the text”, “skimming”,
“paying attention to sentence structure”, “findithg main idea” and “following the
line 1 am reading with my finger or my pen” are theost frequently applied
strategies of the students. However, the numbettseo$trategies employed by social
science students are quite a few when comparedie¢oce students which will be

explained in detail in the next section.

Difference between the use of reading strategiestbgients in science and social

science departments

The findings drawn from the comparison of teading strategies employed by
science and social science students state thatcscistudents use more reading
strategies than social science students. Besitesnéans of the reading strategy use
by science students are higher than the meanscidl stience students. In other
words, science students predominantly apply readingtegies yet social science

students employ them less consistently.
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The above mentioned findings about the diffeeein reading strategies used by
science and social science students are in pavatlelSonleitner’s (2005) results. In
that study, significant differences among the agion of reading strategies are
found among different majors, too. In addition, tesults of this study indicate that
there is a significant difference between the zdiion of reading strategies by
science and social science students. This signifiddference is valid for 13 out of
35 strategies addressed in the questionnaire. érantre, the reading strategies
which are frequently used by science and socianse students are very different.
For instance, whereas science students employ cwapen and cognitive
strategies, social science students utilize cogniéind metacognitive strategies the
most. This conclusion supports Thampradit's (2006§ings related to science
students but it is also a contradiction for socggience students since in
Thampradit's study cognitive strategies are appliewst frequently while
metacognitive strategies are employed the leaguénetly by first year university

students.

The conclusions drawn from the present stualyutithe significant difference
between the use of reading strategies by sciendesacial science students also
support Sarig’s (1987) findings. The results oft thaidy also indicate that most of
the strategies which are applied during the readiomprehension process are
particular to each reader, or that each individaead differently and utilize different

combination of strategies.

In conclusion, Shuyun and Munby (1996) notat tESL academic reading is a
very deliberate, demanding and complex processhichwthe students are actively
involved in a repertoire of reading strategies.sirg research has shown that, when
readers encounter comprehension problems, theystustegies to overcome their
difficulties. Different learners seem to approaehding tasks in different ways, and

some of these ways appear to lead to better corapsein.
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The Correlation between the Reading Strategieshef $tudents in Science and
Social Science Departments in Prep Classes andSthategies Applied in the
Textbook

The analyses of the textbook evaluation aedrdfading questionnaire reveal that
there is not an adequate correlation between théing strategies of science and
social science students and those applied in t#titbaek. This is due to the fact that
the textbook most frequently addresses cognitivatesjies which are not most
frequently employed by both science and social negestudents. Besides, the
textbook secondly addresses compensation strategiesh the science students
frequently employ. What is more, the textbook does include the affective and

metacognitive strategies which are applied by sgend social science students.

From another perspective, only 6 out of 1atstyies applied by science students
are addressed in the textbook and similarly 2 6&t strategies which are employed
by social science students are promoted in thédekt Based on these findings, it
can be concluded that even though the textbooksladequate correlation between
the strategies of the students and those promatad it still appeals to science
students more than social science students to szteat.

These results are in parallel with the coriols drawn from some research by
Anderson and Armbruster (1984), and Cole and S{ic®81) in which the textbooks
and the texts in them are found inconsiderate andiser-friendly. The findings also
support Dawson’s (1998) study as it has been cdediuhat the textbook does not
include many types of strategies that the studemty frequently apply. These
inadequacies result in limiting the quality and ity of what students learn. This
has been particularly problematic in many classmarhere teachers have relied so
heavily on their texts to facilitate student leagias stated by Good and Shymansky
(1986).

To summarize, as supported by Uslu (2003)@rashdall (1995), a good reading

textbook should help students acquire and be avfesstategy learning. Moreover, it
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should provide learners with multiple exposuresréading strategies from all
strategy types.

Reading Strategies Employed by Girls

The analysis of the reading strategy questiserdemonstrates that 14 out of 35
strategies are most frequently employed by girlse Thost commonly preferred
strategy type is cognitive and then compensatioemory and metacognitive
strategies. The most commonly used strategy typ@ily is “changing reading
speed depending on the difficulty of a text” whicbnflicts with the findings of
Young and Oxford’s (1997) study which states thatem monitor their reading pace

more often than females.

Reading Strategies Employed by Boys

The results demonstrate that male studentsliseut of 35 strategies the most
frequently. They generally prefer cognitive stragsg and then compensation and
memory strategies. The most frequently appliedtesjies by the males are about
solving vocabulary problems which does not supploet findings of Young and
Oxford’'s (1997) study which claims that females good at solving vocabulary

problems and use more vocabulary strategies thém shalents.

Difference between the Use of Reading StrategidsGander

The findings of the present study suggest featale students employ more
reading strategies than their male counterpartss €hnclusion supports Starna
(1990), Green and Oxford (1995), Goh and Kwah (194rd Schueller's (1999)
study about the difference between the use of ngaslirategies and gender. On the
contrary, the present study is a contradiction twung and Oxford’s (1997) and
Brantmeier’'s (2000) research which claims thatehernot a significant difference
between strategy use and gender.
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In addition, the present study demonstratasttie means of reading strategy use
by females are higher than the means of male stsidienother words, girls employ
reading strategies more frequently than boys. Timding supports Green and
Oxford’s (1995) study which states that there @griicant gender differences in the

frequency of the use of specific strategies favgpfamales.

Still another finding of the present study wkahere is a significant difference
between the use of specific strategies by male fanthle students, favoring the
females. Although both the males’ and females’ nir@sfuently applies strategy type
Is cognitive, they differ significantly in terms ofher strategy types. This conclusion
is also drawn in Starna’s (1990) study who finds$ that males and females use
different reading strategies and states that reBeaasults imply a larger sample of
students to be studied to establish more conclusiaens about the relationship
between gender and reading which is one of the afrtie present study.

Furthermore, Green and Oxford (1995) find that men and women differ on
nearly one-third of the strategies which includemmogy, cognitive, metacognitive,
affective and social strategies. On all strategi=ept for three, such differences are
constant across proficiency levels, with women gisiigher levels of them, which is
also supported by the present study. Differentltesare concluded from Goh and
Kwah (1997) who found significant differences betwanales and females in the
categories of compensation and affective strategyes not in the other four
categories. This result conflict with the presdntlg since it is stated that males and
females differ in many categories, especially irgrétve strategies. However,
regardless of whether or not significant differen@re found in each category,

females apply more strategies in all of them as &@whKwah state.

In the area of strategy training, Schuell¢t'899) study also reveals that females
get higher scores than males in strategy trainmdjthey profit more. This may be
due to the fact that, as a lot of research inds;étee frequent use of strategies also
affects achievement in reading comprehension. Fesrtahd to use more strategies,

thus are more successful than males in reading @rapsion.
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The research question about the reading giratee and achievement will be

dealt with in the following section.

The Analysis of the Reading Comprehension Test

Difference between the use of Reading StrategieSdignce and Social Science

Students and their Achievement in Reading Compsatien

The analysis of the reading comprehensiondiestvs that there is a significant
difference between the use of reading strategiessdignce and social science
students and their achievement in reading competienScience students are more
successful than social science students in reazbngprehension. Therefore, it can
be concluded that science students who use madengestrategies and employ these
strategies more frequently than their social s@ermunterparts, are more successful
in reading comprehension than social science stademo apply less reading
strategies. The higher achievement scores of seishalents may be due to their
more frequent use reading strategies and the effe¢éxtbook as it appeals to
science students more than the social sciencerggide

This conclusion about the positive effect readitgtsgies on achievement in
reading comprehension supports many researchenatifre such as Block’s (1986),
Sarig’s (1987), Barnett’s (1988), Cheng’s (1998nBett’'s (2003), Phakiti’'s (2003),
Al-Nujaidi’'s (2003), Kung's (2007), etc. studied aff which state that the more
reading strategies the learners employ, the mooéicmnt they become. These
studies also emphasize the importance of readmtegl instruction on the readers’

achievement of reading comprehension.

On the other hand, the findings of the presesearch are contradictory with
Anderson’s (1991) results which indicate that thisr@ot a statistically significant
relationship between the number of particular eg@s reported and overall

comprehension scores on the reading tasks. Sigildme findings do not support



118

Campbell and Malicky’'s (2002) study which revediatt adults at all stages of
literacy development are able to make effectiveafdbeir knowledge as they read,
and that there are few differences in reading exiat used by adults at different

levels of reading proficiency.

Pedagogical Implications

The conclusions drawn from the present study shiomt science and social
science students utilize different reading straegt his finding might be considered
by ELT teachers and instructors. They may realeeindividual differences of the
students, such as gender, department, backgrouowléaige, etc. in the various
applications of reading strategies. The study edseals that science students apply
more reading strategies than social science stsddihierefore, the teachers may
encourage the students at social science depadrteentse more reading strategies,
which emphasizes the importance of the strateggitigh on students. In addition,
gender differences in reading strategy applicastoould be taken into consideration.
As a lot of research (Starna (1990), Green and @Xf095), Goh and Kwah (1997),
Schueller (1999), etc.) states, males always atiless reading strategies than
females. Thus, male students should be encouragkttained about the importance

of strategy use since it leads to better compreberand achievement.

By understanding the weak or strong pointshef students, the teachers may
make use of extra and appropriate materials witferént teaching methods to
develop the weak points of the students and tolititei their learning. The
instructors may also teach more effective strategiece the more strategy the
students utilize the more proficient readers thegdme. Furthermore, the teachers
and the instructors may evaluate the reading tekioevhich they benefit from and
they may add extra activities which can lead tadoetomprehension; adjust them or
even change them. Moreover, the teachers may fifeeedt textbook for different
departments’ students. At the same time, this stndy draw the textbook writers’
attention to the individual differences in readsttategy employment; thus they may

be able to take these into account while developeading textbooks. As the
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findings of the study also reveal, there must bmm@elation between the textbook
and the strategies of the students if the aim @fstfllabus is to improve learning and

reading comprehension.

From another point of view, in an attempt amfiliarize students with strategies
and with efficient use of them, reading strategyesijionnaires might provide
teachers with an effective, useful and flexiblehteque for finding out what
strategies students employ. Through questionnastagdents’ reading strategies can
be identified. Besides, students may become awatieed own strategies and also
the strategies employed by their classmates fronerotlepartments and gender.
How much students know about and how much contey have over the strategies
can be detected in the classroom through thesdigumesires and class discussions,
and the conclusions may be considered for moreogppte teaching techniques and
procedures. Students already use strategies torsiadé what they read. What
counts, however, is whether students are consabti®e strategies they utilize, and
whether they can regulate their strategies to blocko correct comprehension
failures. Since strategies such as setting a goakfding or activating background
knowledge positively contribute to reading compreien, lack of knowledge of
these strategies and ability to control and adihetm by students from different
departments may result in serious comprehensiduréai Thus, defects in planning
activities can be identified and suitable techngjt@ promote strategy utilization
may be applied in the classroom. Once deficieniciegading strategy applications
have been identified, a strategy training program be initiated in the classroom.
Students can be trained through types of readiagegjies to improve their reading
abilities. In addition, students can be taughtaketresponsibility for their reading

behavior through reading strategy instruction.

To summarize, ELT teachers and instructorsulshbe aware of the different
strategy use of students. When teachers understaddnts’ reading processes, they
can adjust their teaching skills to facilitate negd Knowledge about students’
strategy use and learning preferences by the teaelsewell by the students should

lead to an increase in student reflection abouir tineividual learning processes.
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Hopefully, this will empower students to adopt areneersatile approach to learning
not only in the English language classes but ireotbarning situations as well. In
this way the students may develop more confidemck heave greater control over
their own learning predicaments. In addition, thiecences in the use of reading
strategies caused by fields of study and gendarlgha®e considered while preparing
a textbook as the textbooks presumably facilitaie @inforce the learning process.
Furthermore, according to students’ reading siwsti teachers and authors can
arrange, refine and expand the appropriate teacghetgrials and textbooks for the
students. Finally, as the finding suggests thatfitbguent use of reading strategies
improves students’ achievement in reading comprgban the teachers can
encourage their students to use more and effexdading strategies to promote their

reading comprehension.

Suggestions for Further Research

Future studies could include the investigatibthe effect of appropriate reading
textbook on science and social science studentsiieaement in reading
comprehension. The study may aim at exploring wdrethe students’ success will
improve with the use of a textbook which includasious strategy types the students
may apply and which appeals to both science andlssience students. In addition,
an experimental study may be conducted to find wheéther science or social
science students in two different classrooms benafre from the reading textbook
after being taught for an academic year and takimqgoficiency test. Furthermore,
research about science and social science stuikehiigh schools can be conducted
to see whether age is an important factor in affgateading strategy use and thus
achievement. Finally, further research could inelugading strategy training to
science and social science students to investigjage effect of training on
achievement in reading comprehension and to coachtdch departments’ students

make more use of this training.
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APPENDIX A: READING STRATEGY QUESTIONNAIRE
Reading Strategy Questionnaire (Oxford et al., 2004

Name:

Department:

Gender:
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Directions: Show how often you use the strategy when readipg;hlecking the
appropriate box. 1 means “almost never” while 5 mgdalmost always”.

Almost never Almost
always
1 2 3 4 5

It is important to answer in terms of how well eathtement describes you, NOT in
terms of what you think you should do, or what oteople do. THIS IS NOT A
TEST. There are no right or wrong responses toetlstatements. The score you

obtain will not affect your grade.

Depending on your language learning experience aedds, you may be using

different types of strategies. The learning stregegresented here are general. Not
everyone needs the same kind of strategies. A “lsvgdre does not mean you are a

bad learner.

Before | read a text,

Ol

Ol

Ol

1. I use the title to help predict the contents. 2 3 4 !

2. | consider what type of text it is, such as wspaper 2 3 4 $
article, a scientific paper, or a novel.

3. I skim it first, and later | read for details. 2 3 4

While | am reading a text,

4. | pay attention to parts of sentences such essph and 2 3 4
clauses.

5. | pay attention to the beginning and the endawh 2 3 4
paragraph.

6. | focus on the tense of a verb, such as présesé and 2 3 4
past tense.

7. | try to understand the meaning of every word text. 2 3 4

8. | translate each sentence into my native languag 2 3 4

9. | start reading from the first paragraph andirahthe 2 3 4

way through the last paragraph.

U1U10_|
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10. | pay attention to sentence structure, sucdubgects 2 3 4 b
and objects.

11. I continue reading even if | have difficulty. 2 3 4 )

12. | change reading speed depending on the diffiofia 2 3 4 5
text.

13. I read aloud the difficult parts of a text. 12 3 4 b

14. 1 skip unknown words. 2 3 45

15. I link the content with what | already know. 2 3 4 )

16. I try to understand the meaning of an unknowndw 2 3 4 5
by dividing it into parts.

17. If I don’t understand something such as word or 2 3 4 5
phrase, | guess its meaning using clues frantext.

18. If I don’t understand something such as word or 2 3 4 5
phrase, | guess its meaning using informatikmow
about the topic.

19. | check what each pronoun refers to. 1 3 4 5

20. | underline important parts. 1 2 34

21. I mark important parts, using colored pensranihg 2 3 4 b
stars.

22. 1 go over difficult parts several times. 12 3 4 b

23. | read aloud the entire text. 1 2 34 5

24. 1 make a picture in my mind about what the text 2 3 4 b
saying.

25. | try to understand the meaning without tramstgthe 2 3 4 b
text into my native language.

26. If I'm having trouble, | go back to previousmgences. 2 3 4 5

27. | follow the line | am reading with my finger my 2 3 4 b
pen.

28. | use slashes to divide a sentence grammaticall 2 3 4 5

29. When | can not understand a sentence evemow 2 3 4 b
every word, | skip that sentence.

30. | predict what will come next. 1 23 4 5

31. | pay attention to linking words such as “hoee\and 2 3 4 5
“besides” so that | can understand the stractu

32. | write down key words. 2 34 5

33. I try to figure out the main idea of each paaad. 2 3 4 5

34. | read the comprehension questions first aed tead 2 3 4 5
the text.

After | read a text,

| 35. | summarize it in my own words. 1 23 4 5

Thank You.
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APPENDIX B: OKUMA STRATEJ ILERI OLC}EGi
Okuma Stratejileri Olga (Oxford ve dger., 2004)

Ad / Soyad:

Bolum: Cinsiyet:

Yonerge:/ngilizce bir metni okurken ne kadar siklikla stiateillandiginizi uygun
numaray! yuvarlak icine alarak gosteriniz. 1 “hemle@men hi¢” anlamindayken 5
“hemen hemen daima” anlamina gelmektedir.

Hemen Hemen
hemen hi¢ hemen daima
1 2 3 4 5

Ifadeleri, sizin ne yapmaniz gergktya da baka insanlarin ne yaptiklarina gore
DEGIL, her bir ifadenin sizi ne kadar iyi anlgitna gére secmeniz 6nemlidir. BU
B/R SINAV DE/JLDIR. Asagidaki ifadelerin dgru ya da yanl cevabi yoktur. Elde
ettiginiz puan ders notlarinizi hicbpekilde etkilemeyecektir.

Dil 6grenme tecribeleriniz ve ihtiyaclariniza gore farldtratejiler kullaniyor
olabilirsiniz. Burada sunulan stratejiler genel atejilerdir. Herkesin ayni turde
stratejilere ihtiyaci olmayabilir. “Digik” bir puan kétt bir dil @rencisi old@gunuz
anlamina gelmez.

Bir metni okumadan 6nce,

1. Metnin icergini tahmin etmek icin konu Bagini 1 2 3 4 b
kullanirim.

2. Ne cait bir metin oldigunu (gazete makalesi, bilimself 1 2 3 4 5
yazl, hikaye, vb.) g6z éninde bulundururum.

3. Metni 6nce ana hatlariyla okurum daha sonradjgver | 1 2 3 4 b
detaylh birsekilde okurum.

Bir metni okurken,

4. Cumlelerin icindeki s6zcuk grubu(phrase) ve yan 1 2 3 4 b
cumlecik (clause) gibi parcalara dikkat ederim.

5. Her bir paragrafin Bngi¢ ve sonunu dikkatlice 1 2 3 4 b
okurum.

6. Fiillerin zamanlarina dikkat ederim (ggzaman, 1 2 3 4 b

gecmg zaman,vb.)

7. Metindeki her kelimenin anlamini kavramayagam. 1 2 3 4 5
8. Metindeki her cimleyi Turkge'ye ceviririm. 12 3 4 5
9. Okumaya birinci paragraftan dbayip metni sonuna 1 2 3 4 b

kadar okurum.
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10. Cumle yapilarina (6zne, nesne, vb.) dikkatieder 2 3 4 5

11. Okurken zorluk y@sam da okumaya devam ederim. 1 2 3 5

12. Okuma hizimi, metnin zorluk derecesine gore 2 3 4 b
desistiririm.

13. Metnin zor bolumlerini yiksek sesle okurum. 12 3 4 5

14. Metnin i¢indeki bilmedjim kelimeleri atlarim. 2 3 45

15. Metnin igergiyle o konuyla ilgili 6nceden bildiklerim 2 3 4 b
arasinda lganti kurarim.

16. Bilmedgim bir kelimenin anlamini kelimeyi 2 3 4 b
parcalarina bélerek anlamaya gaim.

17. Bir sb6zcik ya da s6zcik grubunu (phrase) 2 3 4 5
anlamadym zaman, metindeki ipuclarini kullanarak
anlamini tahmin ederim.

18. Bir sdzcuk ya da s6zcuk grubunu (phrase) 2 3 4 b
anlamadym zaman, metnin konusuyla ilgili
bildiklerimi kullanarak anlamini tahmin edaeri

19. Her bir zamirin (pronoun) neyi kastgiti kontrol 2 3 4 b
ederim.

20. Onemli yerlerin altini cizerim. 1 23 4 5

21. Onemli yerleri renkli kalem kullanarak ya danyza 2 3 4 b
yildiz gizerekgaretlerim.

22. Metnin zor bolumlerini birka¢ kere gézden geigi. 2 3 4 b

23. Butun metni sesli bir bicimde okurum. 12 3 4 5

24. Metinde anlatilanlari kafamda canlandirmaya 2 3 4 o
calgirim.

25. Metni Turkge'ye ¢evirmeden anlamaya gaim. 2 3 4 5

26. Anlamakta zorluk cekersem onceki cimlelere dime 2 3 4 5

27. Okumakta oldgum satiri parm@mla ya da kalemle 2 3 4 b
takip ederim.

28. Bir cumleyi gramer kurallarina gore parcalarina 2 3 4 b
ayirmak icin cizgiler (/) cizerim.

29.1cindeki buttin kelimeleri bilmeme gmen bir ctimleyi 2 3 4 b
anlamadiysam, o cumleyi atlarim.

30. Metinde daha sonra neler anlatifanatahmin ederim 1 2 3 45

31. “Buna rgmeri ve “bunun yanindagibi baglacglara 2 3 4 b
dikkat ederim, boylece cimlenin yapisini aatalrim.

32. Anahtar kelimeleri yazarim. 1 2 34 5

33. Metindeki her bir paragrafin ana fikrini ¢ikaaya 2 3 4 b
calgirim.

34. Once sorulari okuyup sonra metni okurum. 2 3 4 5

Bir metni okuduktan sonra,

| 35. Metni kendi climlelerimle ézetlerim. | 1 23 4 5

Anketi cevaplandirggniz icin tesekkir ederim.
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APPENDIX C: READING COMPREHENSION TEST

READING COMPREHENSION TEST

Name: Class:
Read the passages and answer the related questions.

Ever since Nobel Prize owner Dr. L. Pauling tfisslvocated vitamin C as a
common-cold war weapon about 20 years ago, resaartiave been busy trying to
confirm that claim. , up to now, they have folittte evidence that
vitamin C prevents colds, in fact, there are mdueliss that say it doesn’t, but there
is evidence that itan keep coughing and sneezing to a minimum, lzetddw levels
of vitamin C in the body may be related to bronishit

1. Which sentence best summarizes the text?

Dr. Paulings’s view concerning vitamin C :
a) aroused very little interest among medical etgoor
b) has caused a revolution in medical studies

c) has greatly improved the treatment of bronchitis

d) was based on the results of years of research
e)has not been proved scientifically

2. According to the text, coughing and sneezing .
a) are now being effectively treated without vitara

b) are the early symptoms of bronchitis.

c¢) should be taken seriously and treated accorgling|

d) can be reduced to a minimum with the help aimin C

e) do not respond to any treatment whatsoever

3. Which connector can be put in the blank?
a) In addition b) Although c) Apdmdm d) However
e) Furthermore

4. “confirm” means:

a) prove b) appeal c) deny d) improve e) recommend
5. “it” means:
a) claim b) common-cold c¢) evidence d) weapon e) vitamin C

Have you ever wondered whether fishes drink or Aditiving things must drink,
and they require a fresh supply of water often. ekspn can go without food for
many days, but he or she cannot go for long withveater. Fishes drink, and fishes
that live in salt water must drink salt water. , when we watch them in an
aquarium and see them opening and closing theithmpwe must not assuntleat
they are drinking. Fishes need water for its oxygere water that they seem to be
gulping gives them oxygen, which is in the waten e other hand, when a fish
drinks, it swallows water, just in the way we do.
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6. It is stated in the passage that a fish opedskses its mouth
a) in order to get oxygen

b) so as to gulp

C) to drink to stay alive

d) to swim in an aquarium

e) so that it can suffice salt

7. Which connector can be put in the blank?
a) Despite b) However c) Finally d) Moreover e) Even though

8. When a fish drinks water,

a) it requires fresh water

b) it swallows water just like us

C) it requires salt water

d) it drinks water for its oxygen

e) it stays motionless for a while to swallow

9. The main idea of the passage is:

a) Fishes use water not only for its oxygen but &s a drink
b) A person can go long without food but not withauater
c) Fishes swallow water just like people do

d) Fishes in aquarium use water for its oxygen

e) Fishes in the salt water gulp to use it asrkdri

10. “assume” means:
a) wonder b) understand c) fee  d) think e) conclude

Researchers suggest that there are creatutedahmot know what light means at
the bottom of the sea. They don't have either eyesirs; they can only feel. There is
no day or night for them. There are no winterssammers, no sun, no moon, and no
stars. It is as if a child spent its life in darkaen bed, with nothing to see or hear.
How different our own life is! Sight shows us thegnd beneath our feet and the
heavens above us - the sun, moon, and stars, sg@bdrs, lightning, and the sunset.
It shows us day and night. We are able to hearegopithe sound of the sea, and
music. We feel, we taste, we smell. How fortunaéeare!

11. Judging from the passage, we can say thasting is mainly about
a) life of sea creatures at the bottom of the sea

b) how changes in the seasons are perceived ldetesea creatures

c) how wonderful our lives were and will be

d) the differences among creatures of the earthtaose of the sea

e) the superiority of human beings over some creatim terms of senses

12. We can infer from the passage that the writer i
a) curious about the creatures

b) worried about people

c) grateful about his life and body

d) happy with the child in darkness

e) upset about all the creatures
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13. The topic of this passage is:

a) how people see and feel

b) how fortunate people are comparing to creatures
c) how creatures see, hear and feel

d) the research about people and creatures

e) the similarities between people and creatures

14. The antonym (opposite) of “fortunate” is
a) unhappy b) irresponsible  ¢) unlucky d) dishonest e) ungrateful

15. The best title for this passage is:
a) The importance of sight

b) The creatures in the sea

c) The significance of life

d) How creatures feel

e) The difference of life

Official records state that the Pueblo Indiansdive New Mexico and Arizona .
The word "Pueblo” comes from the Spanish word "py&lmneaning town or village.
The Spaniards found these Indians living in apantn@uses, some of theam the
side of a cliff in order that they could be reaclwedy by ladders. Whenever they
were attacked by Apaches, the Pueblos would puthepadders. They grew corn,
which they watered with water flowing down in digsh Also they are generous
They share these corns with their neighbors. Theyewcloth, made wonderful
baskets, and created jars and pots out of claywingo how skilful they were at
handcratft.

16. From the passage we understand that the Puatlans were afraid of

a) cliff dwelling

b) Apache Indians

c) apartment houses

d) water flowing down the ditches
e) solitary life

17. The antonym for “generous” is:
a) scared b) hardworking cylaz d) mean e) brave

18. The Pueblo Indians lived on the side of a cliff

a) although they had apartment houses

b) to observe the stars in the sky for rain season
c) so that they could provide themselves with ghelt
d) and they didn’t have a lake, a stream, or a pond
e) as long as they were all together
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19. “them” refers to:
a) Apaches

b) ladders

c) Pueblo Indians

d) apartment houses
e) Spaniards

20. The best title for this passage is:

a) Where Indians come from

b) The hand-crafts of Pueblos

c¢) The products of Indian Pueblos

d) The attack of Pueblos by Apaches

e) Some information about Indian Pueblos

GOOD LUCK!

ANSWER KEY
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APPENDIX D: UYGULAMA iZiN BELGESI

o*'\n EYLY, 01, ’ T c ) ; .
ey DOKUZ EYLUL UNIVERSITEST y Y
' { YABANCI DILLER YUKSEKOKULU MUDURLUGD
Sayi: :B30.2DEU.0.Y403.007L00/ Loe | | i12.0610
Konu: '

REKTORLUK MAKAMINA

[LGI: a- 27 Ekim 2010 Tanh ve B. 30 2. DEU 0.70.72.01 /504 02105 Rektorliik
sayili Makami yazist

b- 19 Subat 2010 Tarih ve B.30.2.DEU.0.71.00/1895-259 sayili yazimuz.

. Ilgi yazimzda Ingiliz Dili Okutmani Zahide Sezin ERTEKIN ‘in “A Study
on the Use of Reading Strategies by Students in Science and Social Science
Departments ” konulu tez ¢alismasi kapsaminda uygulama yapma istegi -

Yiiksekokulumuz tarafindan uygun goriilmiistiir.

Bilgilerine arz ederim.

Yrd.DocDrKadim
Yiiksekokul Miidiirii

" Dokuzgesmeler Kampiisi,
B Blok 35160
Buca /1ZMIR / TURKIYE
Tel & Fax: +90 (232) 420 44 25

E-Posta: yabancidiller@deu.edu.tr
Web Sitesi: www.ydy.deu.edu.tr
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APPENDIX E: PERMISSION FOR READING STRATEGY
QUESTIONNAIRRE

Goriintiilenen Klasor: Gelen Kutusu —Oturumu
Kapat

Mesaj Yaz Adresler Klasorler Secenekler Ara Yardim , :
SquirrelMail

Takvim

E/ilg_tseili ' Si Onceki | Sonraki Ilet | Eklenti Olarak llet | Yanitla | Timiini Yanitla

Konu: Re: Yiiksek lisans teziniz, okuma stratejileri anketi

Gonderen: uzpinar@metu.edu.tr

Tarih: 21 Nisan 2009, Sal;, 2:10 pm

Alicr: sezin.ulusan@deu.edu.tr

Oncelik: Normal

Segenekler: Tum Basliklari Géster | Yazdirilabilir_Sekilde Gdster
Merhabalar,
Kusura bakmayin bir suredir maillerime bakamadigim icin bu kadar
gec cevap yazabiliyorum.Anketi tabi ki kullanabil rsiniz. Umarim

Isinize yarar. Kolay gelsin..

Pinar BOKE

> Iyigtnler Pinar Hanim,

>
> Ben Zahide Sezin Ertekin. Izmir Dokuz Eyliil Universitesi Yabanci
> Diller Yuksekokulu'nda Ingiliz dili okutmani olarak
call  smaktayim. Dokuz Eyliil Universitesi ingilizce O  gretmenli  gi
> boluminde de doktora yapiyorum.
> Tezim okuma stratejileriyle ilgili. E ger izin verirseniz sizin
Bilkent Universitesi'nde hazirladi giniz tezinizde kullandi giniz
> Rebecca Oxford'a dayali olan Tuk¢e okuma strateji leri anketini,
> DEU Yabanci Diller hazirlik
> sinifl 6 grencilerine uygulamak ve tezimde kullanmak istiyoru m.
>
> Cevabinizi sabirsizlikla bekliyor, cali smalarinizda kolayliklar
diliyorum.
>

> Z. Sezin Ertekin
> 0232 4204425-159
>

Bunu dosya olarak indir
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APPENDIX F: INFORMED CONSENT FORM

INFORMED CONSENT FORM

Dear students,

My name is Z. Sezin Ertekin and | am a PhiRisht of TEFL Program at Dokuz
Eylul University. | am conducting a study about thee of reading strategies by
science and social science students in prep claskesfollowing questionnaire is
designed for this study. | would appreciate it@uycan answer the questions in the
following questionnaire. Another version of thisegtionnaire will be distributed

some of you again later this term.

Your responses to the items in the questioanaill not have any positive or
negative effect on your course grade. Your nanredsired on the questionnaire in
order to keep track of individual students. Howeadr data collected through your
responses will remain anonymous. Your identity wilit be revealed in any report

derived from this study.

Please read the questions carefully and arelvef them. Your answers will

contribute to my study. Thank you for your partatipn.

Z. Sezin Ertekin
PhD TEFL Program
Dokuz Eylul University

[zmir
| have read and understood the above and agresttoipate in this study.
Name:

Signature:
Date:
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APPENDIX G: BiLGI VE KABUL FORMU

BILGI VE KABUL FORMU

Seuvgili Ggrenciler,

Adim Z. Sezin Ertekin ve Dokuz Eylul Univeest Yabanci Diller @retimi
Ingilizce Gpretmenlgi Doktora Programinda gbenciyim. Hazirlik siniflarinda
okuyan fen ve sosyal bilimlergéencilerinin kullandiklari okuma stratejileri Uzeei

bir argtirma yapiyorum. Elinizdeki anket bu giama icin hazirlannstir.

Anketteki sorulari cevaplarsaniz memnun olurBon anketin bgka bir versiyonu
bu donem iginde bazilariniza tekrargdaacaktir. Anketteki ifadelere vergniz
cevaplarin ders notlariniza hicbir etkisi olmaydoakAnketi cevaplarken adiniz
istense de, bu yalnizca vetitiz cevaplari bgari testinizdeki cevaplarinizla
kargilastirmak icindir. Kimliginizle ilgili hicbir bilgi bu argtirma sonunda hazirlanan
hicbir raporda kullanilmayacaktir. Dersgrétmeniniz dahil kimse verginiz

cevaplarla birlikte adinizi bilmeyecektir.

Lutfen sorulari dikkatlice okuyun ve hepsievaplayin. Cevaplariniz gtamaya
katkida bulunacaktir. Katilminiz icinstekkir ederim.

Z. Sezin Ertekin
ingilizce Gsretmenlii Doktora Programi
Dokuz Eylul Universitesi

[zmir
Bu formdaki bilgileri okudum ve agarmaya katilmayi kabul ediyorum.
Adi ve Soyadi:

Imzasi:
Tarih:



