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Abstract

This study examined English teacher’s scaffoldingcpces on students’ reading comprehension skilEast
Gojjam Zone Preparatory Schools, Ethiopia. Fort fpreparatory English teachers participated instely
using purposive sampling technique. Questionnamteyview and structured classroom observation kifsts
were used as data collecting instruments. The gaawe data were analyzed using frequencies, meauas
percentages whereas the qualitative ones were emptained. The quantitative and qualitative da@idated
that English teachers had good awareness on howrdctice their scaffold works in teaching reading
comprehension. However, the actual classroom obgervrevealed that most English teachers (65%)ndid
practice their scaffold works while teaching regdtomprehension. Moreover, other teachers (35%)ndid
give equal attention for all stages of reading w/lpitacticing their scaffold works. Therefore, itéeommended
that training should be given to English languagachers that promote their practices on teachiagimg
lessons in English classrooms properly. Besidess iecommended that a detailed future investigatod
intervention be made in the area.

UNIT ONE: INTRODUCTION

1.1 Background of the Study

English is used as the language of internationaimaanication. As result of this, the ability to skesead and
comprehend the language has become prominentddersts in the world. Proficiency in English facitiés
global communication in education, business anditroral fields (Bockare, 2002; Krashers, 1993; Ol&©70)
and greatly enhances EFL students’ learning expeg®and opens up a lot of career opportunitiethéam.

However, students are in problem of comprehenditexawritten in English. This may be due to vasou
reasons such as lack of motivation, in sufficienbwledge of vocabulary or unsatisfactory knowledde
grammar (Whiting, 1992). To minimize such drawbasksdents can be presented with a kind of instacti
which is intentionally and carefully scaffold, thugh which they can be independent and self-reqilili@rners
(Vygotsky, 1986). According to (Locastro, 2001), nypastudies have referred to scaffolding to expltia
important role of teachers, adults, or more knogéable peers in guiding students’ learning and mee
learners output to gear not only language profyeand development but also cognitive gains.

Sociocultural theory (SCT) has provided a very usthmework for the study of language interaction
the classroom. This theory focuses on the soctbifa in the process of learning stating that learis not an
individualistic process. Rather it needs to berledrin a social context with the help of capablerpeparents or
expert teachers (Vygotsky, 1978). Accordingly, indiials are not isolated entities but indispensibé&mbers of
their socio cultural community where the fusingusbinter relation between the members and the aanityn
culminates in reciprocal and complementary coméijan of another. Within language classrooms, riegy
takes place the goal-directed interactions betwidbenteachers and the learners where the pivotal obl
scaffolding comes to light.

With social constructivism, Vygotsky's theory ofalming has offered a reconstructing model of learni
and has projected a new perception in to teackiagilng a language. Vygotsky (1978; 1986) consiadrs
knowledge social in nature and believes that Iegrmoccurs in a context of social interactions lagdio
understanding. In this theory learning is formef@afvely through the zone of proximal developm@®D) in
social interaction with others.

There is a consensus among scholars that the raftibye ZPD is at the heart of the concept of sddiig.
Scaffolding is an instructional technique wheretloy teacher or a more capable peer models a désamtng
strategy or a task and/or provides the necessdpy imeorder to enable students to perform a skilmaster a
concept that they could not do without assistarase] then gradually shift responsibility to the soi.
Scaffolding is considered as an important instonl tool because it support students’ learnindgpshéhem
understand that they can both teach to and leam @ithers, helps them reorganize information inay that
makes sense to them, reduces learning ambiguitlytheus increase growth opportunities

According to Kham wan (2007), academies feel familiith the concept of classroom interaction betwee
the teacher and students. However, the scaffolgiagtices in teaching reading comprehension thrahgh
three phases of reading have received very litttnton. The students are not familiar with thaffading from
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peers, and they are not trained to scaffold theerp because they don’t receive many opporturitieshe
different phases of reading among peers. In lingh wiis, there are very few studies mentioned achers’
scaffolding practices in EFL classroom contextEtihiopia.

Reading comprehension is one of the most imporkifis that need to be fostered by EFL teachers to
enable learners cope with more sophisticated textd tasks and deal with them efficiently, quickly,
appropriately and skillfully (Ur, 1996:147).

Mastropieri and Scruggs (1997 cited in Hoffmannl@018) support the idea of the importance of negdi
comprehension as an academic skill which includesnpmic awareness, phonics, fluency, vocabularg, an
finally, comprehension.

Comprehension is "reading with complete understandi the text. It involves knowledge of vocabulary
understanding of sentence structure and syntax,ahiliy to interpret the intentions of the writéffowers,
2013: online).

A reader's background knowledge can influence nepdomprehension, i.e., life experiences, education
experiences; knowledge of how texts are organitedorically, etc. Incorrect background knowledgeyma
hinder comprehension (Nunan, 2003:74).

So, reading and comprehension are closely intéectlm that students cannot recognize and intetpeet
written material without comprehending and undewitag it. For this, the teachers' main concernoielp
students comprehend the text without resortingaesiation into their native language (Rivers, 1989).

Comprehension strategies are “routines and proesdimat active readers use to better understantl wha
they read” (Dole, 2012: online). Interpretationteigration, critique, inference, analyses, conngctamd
evaluating ideas in texts are all reading compreioenstrategies learners may use to comprehendta te
(Teaching Comprehension Strategies, 2010: 3).

A variety of comprehension strategies are used dnddearners simultaneously and sometimes specific
strategies are applied deliberately to help therth@ir comprehension specially with challengingt$efibid.).
However, the use of reading comprehension stregegie be considered effective if, as Bassiri (2@42:states,
learners are provided with appropriate assistagcerdingly they can attain a goal or engage inacture or
task that is beyond their reach. This assistandadsvn as scaffolding which is a "Vygotskian metapfor
teacher support of a learner through dialogue, tqprésg, conversation, and nonverbal modeling, ok the
learner attempts literacy tasks that could notdmeedwithout that assistance” (ibid.: 31). Scaffetdfor reading
instruction can be examined under three headingstgading, during reading and post-reading ad#vit

Graphic organizers are "visual representationsnédrimation from a text that depict the relationship
between concepts, the text structure, and key pisicd the text"(Miranda, 2013:100). They provideans of
teaching students how to recognize text structdrieat is to say, students better comprehend telxesthey are
shown visually how the text information is orgamiZéid. 101). As a tool of scaffolding, graphiganizers can
be utilized throughout the reading process, inclggire-reading, during-reading, and post-reading.

This paper will attempt to re-sharpen the focussoaffolding, and demonstrate how it entails a very
specific kind of support which does not simply teatudents the technical skills necessary to camleeir
assignments, but which stimulates a critical artbpendent orientation to meaning-making within ¢batext
of their disciplines, and assists students to aehisell beyond their current “zone of capabilityVétson,
2007). We (researchers) maintain that it is theuneabf support that is crucial to the notion of fading.
Support is valuable to students only when it ledaddevelopment, and ultimately, to student autonomy

1.2 The Context of the Research Study

Due to the importance of scaffolding in facilitagitanguage learning, this study focused on thefaldarfig
practices used in the Preparatory schools of Eaa@ and aims to investigate the various typescaffolding
practices on the level of classroom reading corgaeion lesson in the Ethiopian EFL context.

It is already known that English in Ethiopia is gatias a compulsory course to students enrolletién
Preparatory School program. The difficulty of tlewdls increases as the students advance througyedne
Students enrolled in the first courses in univasi{(EnLa 1011 & EnLa 1012) often complain that toerse
materials are too difficult, particularly in theeas of writing. For this reason, such grade leygieparatory
schools) will be selected for closer study becaugeclear that there is an urgent need for teaglstrategies
that facilitate learning English at this level. $lis especially so given the increasingly importafé of English,
both during and subsequent to students’ academitiest (Mahboob & Elyas, 2014). Therefore, the uke o
strategies such as scaffolding help learner's ntova higher level of understanding and successnigligh
language learning and are of paramount importafly@ini, 2008).

Scaffolding is critical, especially in developingrious English skills (macro & micro). This studynad to
investigate the scaffolding techniques that are leyepl by teachers at the EFL classes in teachiadimg
comprehension. Moreover, this study specificallsned to investigate the scaffolding techniques uséh
various activities as students in preparatory leVhls piece of research also aimed to ascertaethven or not
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scaffolding techniques promote independent learning

1.3 Statement of the Problem

In Ethiopia, EFL learners are “word by word” reagland their level of achievement in reading comg@nsion

is low (Chanyalew & Abiy 2016). Also, many instract who teach this skill stated that most of oul EF
learners are passive readers who rarely followctffe reading comprehension strategies to be geadaers.
Moreover, some teachers of reading comprehensionsfon translation in giving meanings of new words
depending on a wrong idea that the only strateguired in teaching reading comprehension. No furtrel
advanced support is given to their students. ThezefEFL teachers have to adopt various suppodsgare
suggestions for appropriate reading comprehengiategies in order to help students overcome fth@iblems

in comprehending texts and using various usefudingacomprehension strategies.

According to Graham and Bellert (2004, cited in deag Comprehension Strategies, 2010:2), learners
comprehension may be hindered due to the inaptepaind inflexible use of reading comprehensicateties
by them. Thus, they highlighted that the "explingtruction in comprehension strategies can beffanteve way
to help them overcome difficulties in understandiexts"(ibid).

Furthermore, the possible positive or negative ichpd the scaffolding strategies employed on teaghi
and learning remains as yet unknown. This studysdorinvestigate which scaffolding techniques &ee most
frequently used in EFL classrooms and the effe¢hefobserved scaffolding techniques on prepardéasis in
the Ethiopian EFL context. More specifically, itr& to examine scaffolding works employed in relatio the
teaching of reading comprehension.

The need to implement a scaffold will occur whenrealize a student is not progressing on some aspec
a task or unable to understand a particular confieptg, 1996). Although scaffolding is often cadieut
between the teacher and one student, scaffoldswansessfully be used for an entire class. Evenaiffsiding
can be used to optimize learning for all studeihts,a very demanding form of instruction.

In the beginning of language learning process,he@cguide students and gradually, students irteena
what teachers have taught and become independ&driming. Therefore, in what way do teachers fade in
helping young children’s meaning negotiation prgcesssupport their interaction to advance languagming
experience becomes an important area for secondage educators to explore.

EFL learners who are enrolled in Debre Markos Ursiig (Freshman level) often complain about the
instructional material being too difficult. Thisibg the case, they need support in the form offslchfig to
overcome such problems in preparatory schoolss lariclear however, whether teachers at the prepgrat
schools actually use scaffolding techniques inrtlesisons and whether or not the teachers’ impléatien of
the scaffolding techniques is effective in assgstudents’ learning.

In line with this, the researchers also have thein experiences as a teacher in preparatory schatlige
teaching English, they have frequently used leppai that cannot make students to be independamntérs. In
other words, our previous experiences in teachingligh focused on less scaffolding practices. Tdsrly
shows that the researchers’ views of scaffoldiragiice were not reflected. This is because of tfckwareness
as to how to practice scaffolding, lack of undexdtag in identifying appropriate scaffolding stgitess, and
unable to identify the actual and perceived scdiifg practices in EFL classrooms. The researchave hlso
faced problems in providing appropriate supporteelation to scaffolding when, how and why to EEarners.
Hence, the present study intends to examine tloées scaffolding works in teaching reading corhygrgsion
in the Ethiopian EFL context.

1.4 Research Obijectives

1.4.1 General Objective

The main objective of the study was to investigtite teachers’ scaffolding practices on teachinglirep
comprehension in EFL classrooms.

1.4.2 Specific Objectives

The specific objectives of this study were statedbdows:

1. To examine EFL teachers’ awareness about thertamce of scaffolding.

2. To investigate scaffolding techniques used hglters with EFL learners.

3. To explore the effects of scaffolding on EFLrieas’ reading comprehension.

4. To investigate EFL teachers’ major problemsracpcing scaffolding.

Specifically, the following research questions waderessed:

1. What nature of awareness do English teachedsdimiut the importance of scaffolding?

2. Which kind of scaffolding strategy is employedsnin EFL classrooms?

3. What are the major effects of scaffolding pi@ediin EFL classrooms in teaching reading comprabafl
4. What kinds of problems do teachers face in thgaffolding practices?

33



Research on Humanities and Social Sciences www.iiste.org
ISSN 2224-5766 (Paper) ISSN 2225-0484 (Online) “-.!ll
Vol.8, No.19, 2018 IIS E

1.5 Significance of the Study

Little research has been conducted concerningaldaff practices in the Ethiopian EFL context. Thiady
examined the teachers’ scaffolding practices whaewaurrently teaching English in grade eleven irstEa
Gojjam. The study will be helpful for creating etivays while practicing scaffolding in EFL classnts. This
study was also intended to play an important nolthé development of teacher and student awareegasding
the key role played by scaffolding in students’aass in learning English. It also aims at assistéaghers to
develop their use of scaffolding to support studemtd to ensure their successful performance, edlyewith
demanding tasks that are at the limit of or beystudients’ proficiency levels. Furthermore, it ioposed as a
tool to help program planners design language progrtailored to enhance students’ language prafigieand
to enable professional development units to provideessary training courses to teachers to imptoei
classroom performance. It will also be worthwhiteBFL teachers and other educators in serving\aduable
reference material to conduct further study.

1.6 Scope of the Study

The research was conducted at eight Preparatopokchh East Gojjam Zone. This was true for thdofeing
reasons. For one thing, the area was new to coritlisctresearch in that it hadn’'t got such chanceferb.
Secondly, the geographic proximity of the schoalsthe researchers’ residence helped them to getoény
possible supports. Another reason was that Prepgr&thool teachers are more experienced in tlearelsers’
belief to get relevant information while investigaft the teachers’ scaffolding practices in teachiagding
comprehension in EFL classrooms.

1.7 Operational Definition of Key Terms

Scaffolding: It is a strategy used by teachers to help their staderbecome more independent learners during
reading comprehension lesson, i.e., to performmeéhding comprehension tasks independently.

Reading comprehension:lt is a process related to deriving meaning frontten language (including books
and other forms of written language) and constngctheaning from written language.

1.8 Limitations of the Study

The study stands on a survey conducted in a pupasimpling method. If the questionnaires, intergieand
observations were supplemented with experimentaksyove could have got more immune responses. The
questions might have been more detailed and pdrémeaviews could be conducted for students artteiot
stakeholders.

UNIT TWO: REVIEW OF RELATED LITERATURE

2.1 What Is Scaffolding?

Scaffolding is defined as the "strategy used by tdaechers to facilitate learners' transition frossisted to
independent performance"(Sukyadi and Hasanah, 2P1&nother definition is given by Bradley and Blad
(2004: online) as the "contextual supports for nmegthrough the use of simplified language, teachedeling,
visuals and graphics, cooperative learning and stamdearning”.

Scaffolding is a teaching learning strategy in whtbe teacher and learners engage in a collaberativ
problem-solving activity with the support and guida of the teacher to enable learners become Binga
independent (Richards and Schmidt, 2002:466).

The operational definition is that scaffolding isteategy used by teachers to help their studentetome
more independent learners during reading comprédrerssson, i.e., to perform the reading compreioens
tasks independently.

2.1.1 Scaffolding in Theory

Vygotsky (1978) is a pioneering theorist in psydgy who focused on the role of society in the depelent of
the individual. His main concern is that sociaknaiction, i.e., to interact with the child from tthi onwards” is
essential in the cognitive development” (Attarzad¥11:4). Learning or cognitive development is tibgult of
scaffolding in social interaction of the individuebmmunity, i.e., scaffolding brings the opportigstfor the
individual to learn actively from others, receivelfhin mutual interactions and construct new knaolgts this
represents the principle of Zone of Proximal Depatent (ZPD) (Hosseini, 2008: 187-188).

According to Piaget's theory of constructionisng #PD should be "maximized through the help ofvacti
learners with peers and teacher"; whereas, acaptdivygotsky's theory of social constructionismaféolding
is " temporarily provided and it is gradually reredvbit by bit as the learners become more competent
independently"(Sukyadi and Hasanah, 2013:5). Lateaffolding has been developed by Bruner (1986) to
support a child in carrying out an activity (Attadeh, 2011:4). That is to say, there will be aelatention to
the conversational partner, asking open-ended igunasbr comments to encourage learners speakpieteor
expand comments (Horwitz, 2008:32). Also, it invadvsetting up "temporary supports, provided by lolepa
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people, that permit learners to participate in ¢benplex process before they are able to do so ssistad”
(Ediger, 2001: 166).

In the educational setting, scaffolding may includedels, cues, prompts, hints, partial solutiohs)kt
aloud modeling and direct instruction (Hartman, 2@@ed in Van Der Stuyf, 2002:3). Therefore, thtisategy is
expected to be helpful in overcoming the specifiobems the learners have already displayed inimgad
comprehension.

Let us start by looking at the term ‘scaffoldingsalf. Literally, scaffolding is something placecband
buildings, thus enabling the builders to accesstherging structure. As soon as the building cqpstt itself,
the scaffolding is removed (Gibbons 2001:13).

The term has also been taken up as a metaphoruicagonal research (Mercer 1994:96). Wood et al.
(1976) were the first to apply it to describe thatune of parental tutoring in young children’s laage
development (Gibbons 2001:14). Besides its iniiie in the context of parent-child scaffolding, thetaphor
has later on also been taken up in the contextassmom interaction, where it portrays the asststaeachers
provide for their students to help them to accosfpé task they would not have been able to solwh&nown,
so that they will eventually be enabled to complsteh tasks alone (Mercer 1994:97). It is this kofd
scaffolding — often called “instructional scaffaidi'.

As to the theoretical underpinnings of instructioseaffolding, they can be traced back to Vygotsky’
learning theories (Gibbons 2001:20), that is hisiemultural theory and his concept of the “zonepodximal
development” or “ZPD” (Vander Stuyf 2002:6). Accord to Vygotsky, learning is socially and cultuyaliased
(Mercer 1994:92). Thus, it is not an individual pess but a social one and can therefore only occthe
interaction between individuals (Gibbons 2001:248. also came up with the notion of the “ZPD” or oither
words, the difference between what learners carwitloout any help and what he or she can do with the
assistance of more capable peers or under addihugee (Meyer 1993:42-3).

Having discussed the term “scaffolding” as welitagheoretical underpinnings, let me now consitene
features that are crucial to instructional scaffadd One important feature is the teacher suppbshould be
timely, that is provided at the point of need, aedhporary (Meyer 1993:47). Apart from this, exteni
understanding is another feature. The term signifiat the teacher is able through his supporitene what
his learners know (Gibbons 2001:15). Furthermoragnm and micro focuses are an important point: felsks
chosen by the teacher should always serve currcudlated goals (Gibbons 2001:17-8). Other featareshe
appropriateness of the instructional level, diabbgad non-evaluative collaboration (Meyer 1993:47-9
2.1.2 Scaffolding in Practice
According to Mercer (1994), there are several stdifig techniques. First, the teacher can setqadati themes
and elicit responses to draw the learners alongrtaio line of reasoning (Mercer 1994:99). One wago this
is to pose a follow-up question after the studex®t §iven a response instead of just saying “rightiich would
end any further discussions. Hence, the learneedsired to engage in further talk by giving exteedr
reformulated answers. Thus, he or she can do Ibthiogs with the teacher’'s support by absorbingvne
information into his or her existing understand{éparpe 2001:52).

Another way to draw the students along a line aboming is by extending or reformulating their agsy
thereby creating a “section summary" or a “metestant” serving as a hook for the students (Shadpd:33).
Moreover, the teacher can cue responses, for irstidmough the form of his or her questions (Mef&®94:99)
or by referring to shared experiences (Sharpe 2801:

Other scaffolding strategies are the elaboratiahrafinement of the requirements of an activity érmeluse
of “we“to show that the learning experience is shidby the teacher and his or her pupils (Merced 3. The
techniques of offering explanations and inviting gtudents to participate in class are some odwmiques
mentioned by Hogan and Pressley (1997).

Additionally to these techniques, Sharpe (20019 discusses some scaffolding strategies usually tese
help students do develop technical vocabulary. Agritiese is the repetition as well as the recastfrgjudent
remarks, which means that the teacher acknowlettgegnswer but then modifies it so that it is tecity
more appropriate. Finally, there is also approfmgtthat is the transforming of the student’s agsiny taking
up the general idea behind it and offering it biack technically more appropriate way (Sharpe 2081

The main purpose of scaffolding instruction is tedk information up into chunks of information tteain
be more easily learned doing so allows instructorsnaturally support their students' absorption thod
information. With scaffolding instruction, studeratiee able to master skills or ideas that are reduior further
learning of a certain concept.

Breaking up large lessons into smaller bits allows as the teacher to see which students are having
trouble and with which concepts. If a student iiggling on a particular chunk of new informaticam
instructor may briefly backtrack to make sure thedent has a proper grasp on relevant background+d
information (i.e., their scaffolding). Whether bgviewing a lesson chunk with the whole class optiyviding
an individual with tools to better understand théimation, teachers have the opportunity to previdore
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support to students not yet ready to move on toéx building block of the larger lesson.

As students demonstrate their comprehension obteskunks, you begin to remove support from already
mastered concepts and introduce new concepts.pfbéess is repeated until a whole unit, book, arcept is
mastered by your students and they are able to witHout the supports in place. Scaffolding instig is
much easier to see in practice.

2.2 Reading Comprehension

Reading is essential to a person's life, espectalliearners as this serves a key to wisdom andckslthe
gateway of imagination, pleasures, and glimpsehefworld. Reading is an active process in whictdeesa
interact with text to reconstruct the message efahthor and give meaning based on their own expegs
(Clerigo et. al., 2016).

The definition of reading has moved beyond decodinigted symbols and recognizing words, thus,
reading is a process of constructing meaning toithew text. It is a dream of any teacher that g\wtudent may
acquire knowledge, skill, and understanding to caimine challenges of life in order to meet the glob
demands. Through the teaching of reading, knowlédgéfferent areas can be ascertained. We caryssdgy
that reading is the backbone in learning Mathemmaticience, Social Studies and other subjects §Dstvial. |
2016).

Reading is the "ability to comprehend the thougtrtd feelings of others through the medium of wnitte
texts"(Mousavi, 2012:604). Every reader may reacfeasure and information. For this, in teachimg teading
skill, EFL teachers try to help their students grgod obtain information for language study (Frisb$70: 208).

In construction terms, scaffolding is the additiosiaucture built onto another to make some improest
or repair possible. Imagine the planks and pipéscled to a house that is being repainted. Witlibat
scaffolding, the painters would not be able to genfthe necessary work on the building.

Scaffolding is a process that supports and imprawesperformance of students before, during, ater af
reading. Graphic organizers, pictures, and chansadl serve as scaffolding tools. All of them dasip; guide
and shape studefitthinking when they apply them, i.e., students decuss, write an essay, or use them with
the difficult reading texts and new challengingpimhation (Abdul-Majeed, 2015).

Scaffolding is the term given to the provision gpeopriate assistance to students in order that itiezy
achieve what alone would have been too difficuittfiem. Visual scaffolding is support that includesmges
and words that can be seen as well as heard. \gsad#fiolding is an excellent way to provide compmtible
input to ESL students so that not only will thewrie the essential subject content but also thely mélke
progress in their acquisition of English.

Sahan (2012:3) highlights the significant role adding comprehension strategies to comprehend aHext
(ibid) states that “students who are equipped witifficient and effective reading strategies empibgm
correctly and appropriately to comprehend the félus, the good reader is a strategic reader akades how
to approach the text”. Garner (1987, cited in ipdkfines reading strategies as “generally deltieenalan full
activities which are undertaken by an active readany times to remedy perceived cognitive failuaad
facilitate reading comprehension”.

A reader probably is unaware of the strategies &hesing while reading. Reading requires effortl an
paying attention to reread and reflect. Sometimbksenia passage is not clear, a reader may stoj, dbiout it
and then read on to see how understanding grows fiocess has been described as “extracting and
constructing meaning” (Introducing Comprehensiaatggies to Adult Readers, 2013: online).

Harris and Hodges (1982:266) define reading congreilon as the "linguistic process of reconstructiveg
intended message of a text by translating its #xand grammatical information into meaningful artitat can
be integrated with the reader's knowledge and tiogrstructures”.

Another definition is given by Richards and Schm{@002:443) as "perceiving a written text in order
understand its contents”. This understanding iedakading comprehension. Reading comprehensioralsa
be defined as the “process of simultaneously etihgicand constructing meaning through interactiom a
involvement with written language.”

Operationally, reading comprehension is definedhasinteractive process that occurs before, duaimgy
after a person reads a particular piece of writing.

Scaffolding is justified as a form of prompting thearners to read based on their existing scherha. T
Vygotsky's theory propels a connection of meanih¢darning experiences, where learners‘construgir thwn
meanings, in a more constructivist approach oftteac

2.3 Reading Comprehension Strategies for English lreguage Learners

According to Richard and Schemit (2002:515) striategre “procedures used in learning, thinking, ettich
serve as a way of reaching a goal. In languageilegrlearning strategies are those conscious constious
processes which language learners make use drinitg) and using a language”.
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Strategies are also defined as “specific methodappiroaching a problem or task, modes of operdtion
achieving a particular end, planned designs fotroimg and manipulating certain information” (Bwo,2007:
119). The operational definition is that strategies specific actions, steps or procedures usettomplish
either learning or teaching goal during a lesson.

When scaffolding is done correctly, students amaraged to develop their own creativity, motivatand
resourcefulness (Vacca. 2008). When a new buildirgnstructed the builder uses scaffolding onatlside of
the building to give the builder access to the gjimgr structure as it is being created. When théding is able
to support itself, the builder removes the scaffajd Like the builder the classroom must providsessial but
temporary support to their students. This temposayport will assist students to develop new urnidatings,
new concepts, and new abilities. As students devetmtrol of these abilities, the teachers needitbdraw
support and only provide further help for extendeaiew tasks, understandings, and concepts.

In the classroom, scaffolding is a process by whit¢bacher provides students with a temporary freorie
for learning. When scaffolding is done correctlyidents are encouraged to develop their own ciigativ
motivation, and resourcefulness. As students gakmawledge and increase their skills on their own,
fundamentals of the framework are dismantled. At tompletion of the lesson, the scaffolding is reetb
altogether; students no longer need it (Lawson2200

Comprehension is the goal of reading, but it cathieemost difficult skill to master, especially fanglish
Language Learners (ELLS). ELLs often have problemastering science, math, or social studies concégpts
example, because they cannot comprehend the téeglioothese subjects.

ELLs at all levels of English proficiency and lisey development will benefit from improved
comprehension skills, which allow them to read maceurately, follow a text or story more closelyentify
important events and concepts in a text, masteraugwepts in their content-area classes, compssigranents
and assessments and feel motivated to read in lsehddor pleasure.

There are a number of ways to build ELLs' comprstemskills. Often, standard strategies that teache
use in mainstream classrooms are a good startiim- gghey just need to be tweaked with ELLS' larggiand
academic needs in mind. The strategies that ateoptliree main approaches: building backgroundwkadge,
teaching vocabulary explicitly, and checking conmamsion frequently.

1. Build Background Knowledge

Draw on students' existing knowledge. Students alegady possess content knowledge that they cayetot
demonstrate in English. Look for opportunities take associations between students' experienceseand
content. Allow students to use their native languagth peers for a quick brainstorm to discover ey
know about a topic before presenting their ideabéowhole class.

2. Teach Vocabulary Explicitly

Choose the vocabulary that your students need tovkin order to support their reading developmend an
content-area learning. Provide student-friendlyrdidns for key vocabulary.

Give students practice with new words: Ensure yloatr students can: Define a word; Recognize whenst®
that word; Understand multiple meanings (such asmbrd "party”); and Decode and spell that word.
Incorporate new words into discussions and activiéis: For students to really know a word they must tise i
or they will lose it. Use new words in class disiaas or outside of class, in other contexts siclrafield
trips. Give the students as many opportunitiessmand master the new vocabulary as possible.

3. Check Comprehension Frequently

Use informal comprehension checksTo test students' ability to put materials in satpe, for example, print
sentences from a section of the text on papersstniix the strips, and have students put themderor

The following are some suggested ways that tead@arsmprove student learning by using scaffoldmtheir
lessons (Vacca, 2008).

1. Establish continuity from one task to the nexil, if necessary, repeat some tasks with varitiglost of all
make sure that the tasks are connected to onearexthording to the literal, interpretive, and &xpllevels of
thinking.

2. Provide contextual support for the learners hgoeraging them to explore, access, and discussahient
that they are learning using a variety of differawilable resources.

3. Establish rapport with the students and encauragtual engagement among the learners. Motivat® tio
discuss the content with non-threatening partigipeand practice in a positive sharing classroomirenment.
4. Adjust the task procedures depending on actimorgyibutions, and discussions of the learners.

5. Observe carefully the learners’ readiness te taler increasing parts of the tasks and then hamndbe role
and responsibility of completing more rigorous sk the learners as their skills and confidencth \he
content increase.

6. Establish a flow and balance with the skills @hdllenges of the tasks and make sure that thadesaare
focused on the tasks at all times and that theyespectful of one another when they are answagirastions
and discussing the content.
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Robb (2003) presents many ideas for using infomnati texts and artifacts (trade books, letters,
newspapers, magazines, or textbooks) in the classrdhe author shows teachers how to engage iomss@
teaching and how to scaffold student learning frtemt. Robb examines and refutes the following four
assumptions common to content area reading thatb®eks are the main information resource; Lectamd
copying notes are great ways to teach new infoonatind Review questions at the end of each chéeler
students study and determine what they understand.

Robb further suggests that excellent comprehensistuction happens if teachers follow a three-part
lesson framework-Getting Ready to Learn, Duringrhewsy Instruction, and After Learning Instructioin
addition she maintains that through lesson plark \agnettes from classroom experiences studentsrbec
active learners of meaning. The author also maistdiat each chapter should conclude with Pausé&afidct,

a time for each student to reflect on classroorottieg practices. This strategy, Robb maintaing)foeces the
relationship between that reading is reasoning haile each other. This Show Me, Help Me, and Let Me
scaffolding strategy suggested by Robb and usedtmthe Civil War lesson was designed to give adgal
release of responsibility from teacher modelingtiedent independence as students become moreignofat
constructing meaning from the materials.

The following are a number of scaffolding strategienodeling, bridging, contextualizing, and schema
building, representing text and developing metadagn
1. Modeling: means “a learning process in which a person obsesgmeone’s behavior and then consciously or
unconsciously attempts to imitate that behavioricfilards et al., 1992:233). It is according to Reehi.
Cantlon (1997 cited in Bikmaz et. al, 2010:27) rinstional activity which includes think aloud mouhgj, talk
aloud modeling and performance modeling that shbew learners should think and act within a given
situation.

When using the Read Aloud/Think Aloud strategycheais should initially use shorter passages andugiky
build towards longer pieces of literature so stuslevill be more likely to remain engaged in thedieg and not
become frustrated by the number of words or lemjtkext. Each student should have a copy of thé tiex
follow along with the teacher. During the Think Alb portion, the teacher may offer both verbal amittewn
responses to what was read, having the students ntks of their own from the discussion their espf the
reading. As students become more proficient, thélyoe able to ask questions and use critical timgk

2. Bridging: “This calls for activating and building on knowtgslthat students already have, i.e., going from the
known to the unknown. Students can make connectibrise new concepts or behavior to previous leayni
Then, they can show how the new material is pattiteetheir live” (from Scaffolding Strategies, 2Dlonline).

3. Schema Building: It refers to clusters of meaning that are intensmted, i.e., how knowledge and
understanding are organized. It is essential factters to building students’ understanding thrduglping them
to see the connection of the new information wit&irt pre-existing structures of meaning throughagety of
activities. For example, a teacher may ask studenpseview the text, noting heads and subheadstrétions
and their captions, titles of charts, etc. (Wal@@i06: 173).

4. Developing Metacognition: Metacognition is defined as “the ability to momitone’s current level of
understanding and decide when it is not adequiatefdrs to the ways in which students manage thaiking,
and it includes at least the four aspects: (1) @onsly applying learned strategies while engagmactivity;
(2) knowledge and awareness of strategic optidaearaer has (3) the ability to choose the mostéffe one for
the particular activity at hand monitoring, evaingtand adjusting performance during activity; #adplanning
for future performance based on evaluation of pagiormance” (ibid.).

5. Previewing: “Preview is a strategy to activate stud&rgsior knowledge, to facilitate their predictionsoat
what they will read, and to generate interest. itseconsists of two activities: (a) brainstormirmggb) making
predictions” (Bremer et al., 2002: online).

6. Self-monitoring: “is an important metacognitive tool for improvingading comprehension by developing the
student's internal dialogue or self —talk” (frommarehension—Fix-up Strategies).

7. Summarizing: “is how we take larger selections of text and edthem to their bare essentials: the gist, the
key ideas, the main points that are worth noting) @membering” (from Strategies for Reading Comension
Summarizing, 2012: online).

8. Use Graphic Organizers:Visual aids, including graphic organizers, carubed throughout the reading of a
passage or story. 'Visuals' is a term often usedtfalents who learn better by seeing things ilmacather than
simply reading them. Graphic organizers are alsmdgools to use to keep students engaged in thitengeand
assess their comprehension as they navigate thriwegtext. Graphic organizers for young childrenwtl be
kept as simple as possible so that the studentssfdoes not shift from the primary purpose, whiho
understand what she is reading. Drawings, grapfad,imterviews, posters, and portfolios are jusea ways
that students can demonstrate understanding asatedyeginning to develop their reading and wrigkdls in
English.
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2.4 The Three Stages of Teaching Readir@omprehension

Broadly speaking, there are three stages in tegekimding text: pre- reading, while-reading and{peading. In
each stage, we need to involve students in diffeaetivities. Generally, in the first stage we aescene for
reading by relating the text with learners’ knovgedof the world, next we involve students in extemsand
extensive task in the second stage and finally ngage them in text related activities in orderdtate the text
with their experience. Doff (1995) states thatha pre-reading stage, we do three things: firspresent some
of the new words from the text, give a brief intngtion to the text and eventually present one ar ¢awiding
questions. These all, help students giving themesmi®a what to expect, increase their interestraakie them
want to read the text, give the students a reasoead and finally lead them towards the main odrftthe text
(Wilhelm et. al. 2001).

Similarly, during while reading stage, first we ag&ry easy questions which demand only extensive
reading and slowly we move to difficult activitigging to make them read intensively. This simglebdmplex
order holds learners’ interest alive and they usid@d the text successfully. Likewise, in post mnegdtage
teacher encourages students to express their apiniod make them share their experiences reldtamg tith
the reading text. This is production stage wheaeners are free to express what they feel aftelimggarticular
text. In this way, every stage has some activitidsch all as a whole, help in developing readingfipiency in
learners (Doff, 1995; Celce-Murcia, 1991; Neymad02, Wilhelm et. al. 2001).

2.5 The Importance of Scaffolding

In the special education classroom, scaffoldingaiprocess by which a teacher provides students aith
temporary framework for learning. When scaffoldiaglone correctly, students are encouraged to dpwubkir
own creativity, motivation, and resourcefulness.sfiglents gather knowledge and increase theisgkill their
own, fundamentals of the framework are dismantédhe completion of the lesson, the scaffoldingesoved
altogether; students no longer need it (Lawson2p0®alqui (2002) maintained that scaffolding cantbought
of as three related pedagogical scales: (1) progidi support structure to the students to enabtaicectivities
and skills to develop. (2) Carrying out of partauhctivities in class. (3) Providing assistancenoment-to-
moment interaction.

Fournier and Graves (2002) use the example ofitigiwheels on a bicycle example of scaffolding. The
training wheels are adjustable and temporary amg provide the child with the support the she ombeds
while learning to ride a two-wheeler. Without thaining wheels learning to pedal, balance, and stkat one
time becomes very difficult, if not impossible fitie child. Like the training wheels, scaffoldinglsithe child to
learn concepts in a supportive, directed, purpoggfided fashion.

McKenzie (1999 cited in Van Der Stuyf, 2002:5) suanizes that the importance of scaffolding by saytmet
scaffolding:

1. Provides clear direction and reduces studettsfusion concerning the anticipated problems #tadlents
may encounter. In addition, it develops step by ststructions, i.e., explain what a student musta meet
expectations.

2. Clarifies purpose which means it assists thdesits to realize the reason and the importanceonfgda
certain task.

3. Keeps students on task by providing pathways @bsignated tasks) for them. It enables the staden
decide the path (task) and the things that musixptored along it without wandering off the desigpabtask.

4. Clarifies expectations and incorporates assassara feedback: examples of exemplary work, rshrmd
standards of excellence are shown to the studesdsuse expectations are clear from the beginninthef
activity.

5. Directs the students to use worthy sources geavby teachers; thereby confusion, frustration, thtme are
reduced when students become able to choose suitgdurces.

6. Reduces uncertainty, surprise, and disappoirtniBnis happens when teachers diagnose the possible
problems which appear in their lessons. Then, tirgrove their lessons to eliminate difficulties whiin turn
maximize learning.

2.6 Issues and Challenges

Reading is one of the most important skills in héag a second language. The success of languagestea
largely influenced by his/ her reading practiceedding is useful for language acquisition...the ntbey read,
the better they get. Reading also has a positifieztebn students’ vocabulary knowledge, on theellgpy and
their writing” (Harmer, 2007, p.99). Therefore, ¢har must develop reading habit in students in roraldelp
them enhance target language efficiency. This @addme by motivating students to read, especiallgibing

them reason to read. Neyman (2002), states thiaaicof waiting until later grade, extensive regdshould be
provided as early as possible so that they cartheséacility that children have up to certain age.a matter of
fact, learners must feel the need of reading ongntthey can read on their own. In short, readtagds as
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bedrock for learners’ success in learning a sedanduage, therefore it is language teachers’ resbiity to
cultivate reading culture in students.

But the fact is; there are so many challengesaohimg reading in EFL classroom of Ethiopia. Teagha
reading text is taken as the easiest task amontheallactivities that teachers do in a languagesobasn.
Generally, teachers come in the class without aeparation and they deliver a long lecture on thetent.
They do not care whether the text is appropriateht® learners or not. Moreover, they hardly givey an
importance to language teaching and language lesaamel their interest. There is nearly no any faslstudents
except memorizing word meaning and question answersnost cases, teacher explains the words for the
students and later they remember them for testle®its who have difficulty in reading choose neitteeread
nor to engage in other tasks involving reading r{®téch, 1986, as cited in Ahmad, 2006). Studentsialoget
chance to read on their own, as a result they gleugith the new text in making sense out of ithe real life
situation.

From close study and careful analysis of EFL cantie following are considered as the major issues
challenges related to teaching reading: Selectppgyapriate text; No reading culture; Designing iagdask;
and Lack of Schema activation.

Moreover, there are some other related issues asclack of knowledge of target culture, difficult
vocabulary, too much emphasis on bottom up apprbgsiche teacher, lack of motivation to read onpihet of
the students, no sufficient preparation in teachétg All these challenges, as a whole, make rgathmnt
difficult and boring to learners.

In fact, teachers seem unaware about the fact¢laging text is for students. They practice readinthe
classroom and develop their reading proficiencyeiad of letting students enhance their readindsskdnawali
(2005) states that it is teacher who improves bisEnglish in highly teacher-centered classroomrmitthe
learners. Moreover, they are not even clear ablmuptrpose of teaching reading text. Generallyy thedieve
that they need to teach reading text simply because given in textbook and is going to be asked i
examination. Ahmad (2006) states, “They (teachea&) that passing exam were more important thandspg
time on extra reading” (p.70). So, the main aimeafching reading text for them is to help studémtsecuring
good score in exam. Above all, we can say thathemcdo not know exactly why they do what they no i
language classroom in their scaffolding practicédlevteaching reading comprehension in the thresses of
reading.

Reading is more than just picking up words, phraaed sentences written in the text; it is, anvation of
the prior knowledge that we already have in ourdnWhen we read any text, we use our knowledgdef t
world to understand the text. Reading is, therefar@sycholinguistic guessing game’ (Goodman, 12&7cited
in Hedge, 2010). We make guesses and match thémwhit is given in the reading task. When our prtéah
is similar to information given in the text, we #yagomprehend it but when our mental script islErged or
when we don’t have any similar kind of experienwe;face difficulty in understanding the text. Hudg@007)
states, “The reader makes guesses about the mezfrtimg text and samples the print to confirm acdinfirm
the guess. In this way reading is an active progesgich the reader brings to bear not only knalgke of the
language, but also internal concepts of how langusgrocessed, past experiential background andeheral
conceptual background” ( p. 37). Thus, schema atititn in teaching reading is a key factor in untierding the
text.

However, the mental schema is activated only wherave familiar with the context and the information
given in reading text. “...the first part of a textti®ates schema...which is either confirmed or dificored by
what follows” (Wallace, 1992, as cited in Stott02Q. In other words, in order to make students &blese their
schema, reading text must be similar to their bemkgd knowledge. Similarly, teacher must be ablprepare
appropriate task to encourage students in usirig khewledge of the world. But in context of Ethiapas we
have already mentioned, there are so many problethsthe reading texts and the tasks that teactiesgyn
while teaching reading passage. Therefore, thesassues: first selecting right kind of readingttard second
preparing suitable reading tasks for students teée discussed in details.

2.6.1 Selecting Reading Text: Authentic or Modified

Selecting right kind of reading text is a very deliée issue. There are two different views regaydielection of
suitable reading text. First view favors authemtiaterials like newspaper, advertisement, speecteading
materials in language classroom so that languagedes can read authentic texts in real life sibmatSimilarly,
this view also opines that language cannot be aggmhrfrom culture; hence learning second langudse a
includes learning L2 culture. Therefore, authem¢ixt is provided in order to expose authentic lagguand
culture to learners. But, authentic texts cannoeasily understood by all learners because of tiéiculty
level and cultural related factors. Students carswhprehend the text if they lack the schema nedded
interpret it. Smith (1994) states, “Knowledge oferant schemas is obviously essential if we areetw any
kind of text with comprehension. A child who does have a scenario about farming is unlikely toersthnd a
story about farming or a reference to farming texd@book (p. 15, as cited in Hudson 2007).
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However, the next view prefers modified authenégttor a reading passage from local culture. Is thi
view, when teacher bring reading texts from leaheulture, they can easily exploit their knowledgfethe
world in understanding them. Furthermore, the anttbé¢ext can be modified to meet students’ leweiriake it
easy for them to comprehend. “...learners with véttlelexposure to the second language have difficun
reading. Thus second language reading instructiost fiind ways to avoid continually frustrating theader.
This can be accomplished through the use of matiféxt to fit readers’ ability levels.” (Day and Béord,
1998, as cited in Hudson, 2007)

We can find literature (Ur, 2005, Hudson, 2007, Aldtin 2006) supporting both authentic as well as
modified reading texts in teaching reading. As dtenaf fact, both kinds of texts have their owvaictages and
disadvantages. No doubt, when learners are prov&edrom their culture they feel easy to undardtaBut in
doing so, learners are separated from target layggoalture and as a result, they may not be aldevelop full
mastery of target language. Regarding this issug2005) suggests that we generally use simplifieed with
less proficient learners because such materialmare effective at earlier stages. Likewise, the afsauthentic
text for less proficient learners is often frustrgtand counter- productive. But after all, ourafimim is to make
learners capable of coping with any kind of tekelnative speakers, therefore it is necessary posx variety
of authentic or near authentic texts when theyteardle them.

Above all, we should provide modified text to lge®ficient learners at first and later on slowlydan
gradually we can give them near authentic and atithéexts. In this way learners will not feel diffilty in
dealing with simplified passage in the beginningl dhen gradually they be given authentic text wkiezy
become capable enough to cope with it.

2.6.2 Designing Reading Tasks

Preparing appropriate task is very crucial in téagheading text. The success and failure of tieda depends
on the activities we design for any text. Even @eresting text can be boring if we cannot engagédests in
right kind of tasks and the vice versa. It needsageffort on the part of teachers while prepargaying tasks.
They need to read a text several times to desigpepractivities in order to engage students sufdgs it. It
is task that helps students in using their knowdedfthe world to understand the text. Therefoneaaling task
must be designed very carefully. Preparing rightllof task is very important in Harmer’s view:

We need to choose good reading task- right kinguestions, appropriate activities before during aftelr
reading, and useful study exploitation. The mogtfulsand interesting text can be undermined byrgpand
inappropriate tasks; the most commonplace passagebe made really exciting with imaginative and
challenging activities, especially if the levelasfallenge (that is how easy it is for studentsamglete a task) is
exactly right for the class (Harmer, 2007, p. 102).

Robb (2003) also describes the following five rdadks that affect teachers and students when rgadid
comprehending materials in social studies: (1) etichvoidance of textbook reading; (2) student ilitgtio
read the textbook; (3) the myth of the concepteafrhing to read versus reading to learn; (4) thditions of
reading instruction at the intermediate and midgkedes (time allocations, too much curriculum teerp lack
of preparation for teaching reading); and (5) tplementation of the Transmission Model of Learniimg
which knowledge is transmitted to students througtious teacher practices.

UNIT THREE: RESEARCH METHODOLOGY

3.1 Research Design

This research adopted a survey research desigmtoire the teachers’ scaffolding practices in teagheading
comprehension at Preparatory Schools in East GajfaafL classrooms, Ethiopia. This method was chdee
the following reasons. For one thing, the metholpdek the researchers to get relevant informatioa short
time with balanced expense. In addition, the metivad also more preferable than other research wigtimo
helping the researchers to gather necessary infanmftom participants in a limited time. To thiads mixed
approaches (both qualitative and quantitative naghavere employed to analyze the data obtained framous
instruments on the teachers’ scaffolding practindsFL classrooms.

3.2 Population and Sampling Technique

In accordance with the nature of the research hadeéed for reliable information, various sourceseamsed.
The sources of data of this research were Prepgratiool EFL teachers in East Gojjam (45) whocanmeently
teaching English in grade eleven (Jaica 5, Bicl&rnaumame 3, Dejen 6, Amanuel 6, Debre Work 4, BI@:t
and Bahire Gyorgis 5). The researchers took allsthlected participants (45) in the studsing purposive
sampling technique for filling up the questionnai®me classrooms (Jaica 1, Bichena 2, Lumame jenOe
Amanuel 1, Debre Work 1, Motta 2, and Bahire Gy®rd). with their students and teachers were seldote
observation using the same technique (purposivie¢. Same technique (Purposive Sampling Techniqus) wa
also used for conducting interview from all obseretassroom teachers (10).
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3.3 Data Gathering Instruments

The researchers used three basic instruments foerjigg data in this study: questionnaire, andrimésv and
observation. These instruments were used to trlateythe information and to increase the credibitif the
study.

3.3.1 Questionnaire

Questionnaire was prepared for preparatory Engdiabhhers. The items in the questionnaires in toidyswere
designed using a five point Likert scales with ntioa values (5, 4, 3, 2, 1). (See Appendix 1 oggpé5-46).
3.3.2 Interview

All forms of interview questions (structured, unstiured and semi-structured) were used in ordassess the
general attitudes and practices of teachers towdueis scaffolding practices at Preparatory schaol&€ast
Gojjam in their EFL classes. In addition, the reskars used such instrument to get general infoomatbout
students’ participation in the lesson, studentsigleage skill, and their competence while scaff@dimas
practiced in the classroom situation especiallyeading comprehension. (See Appendix 2 on page 47).
3.3.3 Observation

The students’ success or failure towards scaffglgiractices in the study areas were observed oputmosely
selected classrooms (10). In addition, the teatlaetsial scaffolding practices in their EFL classms were
observed for a month according to the scheduled.tifhe observation was conducted on the targetlatqus
using a structured checklist. (See Appendix 3 areptB).

3.4 Data Collection Procedures

The device of data collection for this study encasged two-page separate written research questierfoa
teachers. The researchers contacted all prepar&feryteachers in East Gojjam who were selectedqaaly.
Then the printed copy of questionnaires were coepa@nd distributed to the participants between Kamd
April of 2017.

There were questions that were answered with fiileert scales (Agree, Strongly Agree, Uncertain,
Disagree, and Strongly Disagree). The pedagogizall of the survey was to explain and ask the ppétts to
answer the questions. They answered the questiengaite willingly. The questionnaires for this ey looked
for teachers’ self-reported opinions, attitudesd auggestions towards developing EFL teaching-legrn
scaffolding practices in classroom situations. Ttienobtained data from the questionnaires wereddy the
researchers and were analyzed quantitatively usiggns and percentages. The data were also colkbectad)h
observation from purposely selected target paditigeachers (10). In addition, the results of da&a which
were obtained from observation were analyzed bogmntitatively and qualitatively. Furthermore, tresults
obtained from interview were analyzed qualitatively

3.5 Data Analysis

The data analysis process was done in several. Sefiected data of questionnaire was sorted odt the
means of the participants offering the same answveee computed. The questionnaires were tabulateectard
the responses from each participant for each outidhe questions where necessary. Then the tatnsgaivere
read and re- read carefully. Observation was asalacted by the researchers on purposely seleceghiRtory
school teachers (10) and their classrooms. Thdtsesare reported qualitatively and quantitativelpd the data
were analyzed to this end. In addition, the resittined from interview was reported qualitativeljpe mean of
the answers of the target participants through toprewires (expected mean) was computed with theahc
mean (2.5).

3.6 Reliability of the Study

This study examined the teachers’ scaffolding feastin teaching reading comprehension and theilleriges
in EFL classrooms. The researchers used questrennaierview and observation as data gatheringstoo
check the validity of the instruments, the researgtdiscussed with academic experts and other iexysed
preparatory English teachers.

UNIT FOUR: RESULTS AND DISCUSSION

The results of the study are presented in diffepants. The first part shows the responses of patgy English
teachers on the three phases of reading whileddaf§) students in teaching reading comprehensidrilg the
second presents the teachers’ responses regafingbservation checklist. The third, however, repdne
researchers’ interview results on teacher scaffigldvorks on the three phases of reading. Moredkiermajor
challenges of preparatory teachers in their sahffalorks are also presented under each instrument
(questionnaire, observation, and interview).

4.1 Teachers’ Scaffolding Practices in the Three Rises of Reading
The questionnaires including the different itemshwliikert scales (strongly agree, agree, uncerdisagree,
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strongly disagree) on the three phases of reagingrréading, while-reading, post-reading) and theeeted
challenges on the teachers’ scaffolding practiceeaching reading comprehension were distributetbity

five teachers in the study areas (eight preparaohpols) in East Gojjam, Ethiopia. The resulttaf teachers’
questionnaire is indicated in the following tab{eble 1, 2, and 3).

Table 1: Teachers’ answers on their scaffolding pretices in the pre-reading phase

No. Items Responses
SA A U D SD
FIM|F|MI|F|MI|F|M|F M

1 Before reading | help my students to establiphrpose | 17| 3.4| 28/ 5§ -| -| - -| - -
for reading (e.g. answer a pre-question)

2 Before reading my students are encouraged teadeti | 16 | 3.2| 29| 58 -| -| -| -| - -
prior knowledge towards their reading

3 Before reading | present new concepts and key 13| 2.6| 32| 64 -| -| -| -| - -
vocabulary to my students

4 Before reading | ask my students what informatlmy | 15| 3.0 30| 644 -| -| - -| - -
predict to be included in the text

5 Before reading | help my students to previewtéx 17| 3.4 28 56 - -| -4 -| 4 -

6 | give the meaning of unknown words by using them| 16 | 3.2| 29| 58 -| -| - -| - -
the sample sentences

7 Before reading | give background knowledge altomt | 20 | 4.0| 25| 5.5 -| -| -| -| - -
author/poet of the work

My students are encouraged to use English-English | 15| 3.0 30| 64 -| -| - -| - -
8 dictionary to learn the unknown vocabulary

SA= Strongly Agree, A= Agree, U= Uncertain, D= Disagree, SD= Strongly Disagree F= Frequency, M= Mean
The first part of the questionnaire is formed by tuestions which are related to the pre-readitigites.

In that part the total number of the answers gibgnteachers was forty five. As indicated in tabletle

respondents replied that they had good awarenesthein scaffolding practices while teaching reading

comprehension on the pre-reading phase. Accordirti$ division, it is obvious that much more imjamice is

given to the giving background information abowg tinknown vocabulary in the pre-reading phase. \Jauie

eleven teachers in the study area agreed in thgtdid lots of good things in the pre-reading ph@ase all the

means are greater than the actual mean).

Table 2: Teachers’ answers on their scaffolding practices ithe while-reading phase

No. ltems Responses
SA A U D SD
FIMI|F|MI|F|M|F|M|F M

1 While-reading my students are encouraged to rea&8,| 3.6 27| 54 -| -| - -| - -
comprehend, clarify, visualize and build connedion

2 | help my students to integrate the knowledge @ath@ | 3.2| 29| 58 -| -| -| -| - -
information they bring to the text with new infortiza
in the text.

3 My students are encouraged to pay attention ®| &6 | 3.0 30| 60 -| -| -| -| - -
structure of the text during their while-reading

4 I make my students to read to achieve the purpmse 13| 2.6| 32| 6.4 -| - -l - - -
reading

5 | help my students to think about answers fotaden 20| 4.0 25| 54 -| -| - -| - -
qguestions

6 My students are encouraged to determine the mganfi| 22 | 4.4 23| 4 -| -| -| -| - -
unfamiliar words and concepts

SA= Strongly Agree, A= Agree, U= Uncertain, D= Disagree, SD= Strongly Disagree
F= Frequency, M= Mean

The participant teachers (45) replied that theyeedron what they do during their scaffold workgha
while-reading phase. As shown in table 2, all resps of teachers were above the actual mean /B if
much emphasis was given by teachers in their reggoander “agree” column, it is possible to coneltitht
they scaffold their students while teaching readiomprehension in the while-reading phase.

43



Research on Humanities and Social Sciences www.iiste.org
ISSN 2224-5766 (Paper) ISSN 2225-0484 (Online) ‘-l-.iJ
Vol.8, No.19, 2018 IIS E

Table 3: Teachers’ answers on their scaffolding practices ithe post-reading phase

No. Iltems Responses
SA A U D SD
F|MI|F M I|F M |F|M|F|M

1 After reading | encourage my students to exparat p 10 | 2.0/ 25| 50 10 2.0 1 - -
knowledge, build connections and deepen
understanding

2 After reading | help my students to show their2 | 2.4| 20| 40 13 26 1 - -
understanding of what they have read by answering
some comprehension questions

3 After reading | encourage my students to evaltlaég 8 | 1.6 | 25| 5.0 12 24 1 -| 4 -
value and quality of the text

4 After reading | encourage my students to respond5 | 1.0 30| 6.00 10 2.0 1 -| 4 -
the text by discussing its main ideas

5 After reading | help my students to write amsnary| 9 | 1.8 25| 5.0 11 22 1 -| 4 -
about what they have understood from the passdg

6 After reading my studentsare given only 6 | 12| 25| 5.0 14 28 1 -| 4 -
passage reading as homework

SA= Srongly Agree, A= Agree, U= Uncertain, D= Disagree, SD= Strongly Disagree
F= Frequency, M= Mean

In the third part, which is related to the afteading phase, the total number of the answers diyetihe
teachers was forty five. The results handled frammduestionnaire given to the teachers shows liegt ¢laim
that they are aware of the importance of readirilissknd its phases and its suitable applicationseding
classes. However, less attention was given by &radiuring their scaffold works in the post-readatase as
compared with their practices in the pre-reading ahile-reading stages.

As a result, it can be suggested that as beinghéesdt is very important to develop ourselves and
students in terms of the topic of this study, thishould be given enough value to reading comprsioa skill,
its phases and their applications. After doing himg that should be done by teachers the rest bsléo
students whose willingness and effort is very intgatrin succeeding the issue.

4.2 Teachers’ Challenges in Scaffolding Practices

All target participants (45 teachers) were alscedsto fill in the questionnaire on the expectediehges they
may face in teaching reading comprehension. Thétrissshown in table 4 as follows.

Table 4: Teachers’ answers on their challenges irtaffolding practices

No. ltems Responses
SA A U D SD
FI{MI|F|MI|F|M|F|M|F M

1 Planning for and implementing scaffolds is timg80 | 6.0| 15 3.0 -| -| -| -| - -
consuming and demanding

2 Selecting appropriate scaffolds that match theerde| 35| 7.0f 10 2.0 -| -| -| -| - -
learning and communication styles of students

3 Knowing the scaffold so the student does notoelyhe| 24| 4.8| 21| 4.2 -| -| -| -| - -
support

4 Knowing the students well enough (their cognitared | 26 | 5.2| 19| 3.8 -| -| - -| - -
affective abilities) to provide appropriate scaff®lis
challenging

SA= Strongly Agree, A= Agree, U= Uncertain, D= Disagree, SD= Strongly Disagree
F= Frequency, M= Mean

The target participants (45 teachers) in the staidyas answered that all the items in table 4 wesé t
challenges while scaffolding their grade eleverdshis in teaching reading comprehension. Thosdeciuyss
appeared in all stages of reading. This clearlycatds that all the means in table 4 are abovethgal mean
(2.5). Respondent teachers were strongly agreestlesting the scaffold type that matches to thedents was
the high challenge to them with a mean of 7.0.dditon, planning and implementing scaffold, knowithe
student well enough, and knowing the specific stdffype were the challenges of teachers whilefsiththeir
students in teaching reading comprehension resgdgctivith means 6.0, 5.2, and 4.8. From this we can
conclude that all the items listed in table 4 wire challenges to preparatory teachers in theffaddaworks
while teaching reading comprehension in their ERlssrooms.
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4.3 Classroom Observation Result on the Three Phasef Reading

The teachers’ (7) scaffolding practices while téagheading comprehension was observed in sevegrapatory
schools for two weeks (16/08/2009 E.C. — 30/08/2B02.). The result of their practices on the thyhases of
reading is indicated in tables 5, 6, and 7 as ¥alo

Table 5: Teachers’ actual scaffolding practices ithe first phase of reading

No. Items Responses

Yes No

FIP|F| P

1 Established purpose for reading (e.g. answee-apestion) 2| 20 § 80
2 Activated prior knowledge 3|130| 7| 70
3 Presented new concepts and key vocabulary temstsid 4| 40| 6| 6(Q
4 Asking students what information they predicb&included in the text 3 30 7 70
5 Helping students to preview the text 2120| 8| 80
6 Giving the meaning of unknown words by using therthe sample sentences 3 BO (7 |70
7 Giving background knowledge about the author/pbé¢he work 1| 10| 9| 9@
8 Helping students use English-English dictionarieirn the unknown vocabulary 3 30 (7 [0
F= Frequency, P= Percentage

As indicated in table 5, all preparatory teachedsrbt do very well while scaffolding their studenh the
pre-reading phase. The only item listed in numb@3 the only thing that was done well by teachers40%.
From this it is possible to conclude that teachecsiffolding practice in the pre-reading phase ireguspecial
attention.

Table 6: Classroom Observation Result on the SecorRhase of Reading

No. ltems Responses

Yes No
FIP|F| P
1 Helping students to read, comprehend, clarifyyaiize and build connections 2 20 |8 80
2 Helping students to integrate the knowledge afatination they bring to the text with3 | 30| 7| 70
new information in the text.

3 Encouraging students to pay attention to thecgira of the text 1 10 9 90

4 Helping students to read to achieve the purfmrseeading 2| 20 8§ 8(

5 Encouraging students to think about answersddam questions 3 30 ¥ 70

6 Directing students to determine the meaning ddmiliar words and concepts 4 40 |6 60

F= Freguency, P= Percentage

Table 6 also revealed that little attention wasegiby teachers while scaffolding their studentteaching
reading comprehension in the while-reading phasestMeachers in the study areas did not scaffoddr th
students while teaching reading comprehensionamthile-reading phase. As illustrated in table & tiachers’
scaffold was below 50%. This implied that theirffmld work during the second phase was low.

Table 7: Classroom Observation Result on the ThirdPhase of Reading
Ten participant teachers were observed in ordese® their scaffolding practices while teaching megd
comprehension at seven schools. The following tesa obtained.

No. Items Responses
Yes No
FIP|F| P
1 Expanding prior knowledge, build connections dadpen understanding 4 40 |6 BO
2 Showing students’ understanding of what they haad 3] 30| 7| 7¢
3 Helping students to evaluate the value and quafithe text 1] 10 9 9(
4 Encouraging students to respond to the text dgudising its main ideas 2 20 |8 80
5 Directing students to write a summary aboutatwthey have understood fromthd | 40| 6| 60
passage
6 Giving only passage reading as homework 2120| 8| 80

F= Freguency, P= Percentage

Table 7 showed that many preparatory teachers é50%) did not scaffold their students while teaghi
reading comprehension in their actual classroorhgs implied that what they said in the questiommand in
interview was contrasted to each other. Therefeaehers in the study areas should give equal iftetat what
they say and they actually they do in their classroscaffold works in all phases of reading whilacténg
reading comprehension.
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4.4 Teachers’ Challenges in Actual Classroom Obseation

Ten teachers from the randomly selected schoole whserved to see the challenges of grade elevgliskn
teachers while scaffolding their students in teaghieading comprehension. The result was indicatedble 8
as follows.

Table 8: Classroom observation results on teachershallenges

No. Items Responses
Yes No
FIP|F|P

1 Planning for and implementing scaffolds is tineesuming and demanding 6 60 (4 4O

2 Selected appropriate scaffolds that match therdés learning and communicatio® | 80| 2| 20
styles of students

3 Knew when to remove the scaffold so the studeasadhot rely on the support 5 50 |5 50

4 Knew the students well enough (their cognitivel aifective abilities) to provide7 | 70| 3| 30
appropriate scaffolds

F= Frequency, P= Percentage

The participant English teachers (10) at ten rardg@ulected schools were observed by the reseacher

Table 8 indicates the fact that all listed itemsente major challenges of the teachers during #iffolding
practices while teaching reading comprehensiorst#svn in table 8, how to select the appropriatécidawas
a major challenge to the teachers (i.e. 80%). &ntgil knowing students very well, the time for plamg and
implementing any of the scaffold type in teachirgding comprehension using different phases wsreather
challenges to preparatory school teachers in tigysirea respectively (i.e. 70% and 60%).

4.5 Interview Results
The observed teachers (10) in the study areas agied to answer different questions on teacheesfadding
practices while teaching reading comprehensiongusia three phases of reading. The first questiaghém was
“What is scaffolding?” Their answer was “Scaffoldifts any kind of help to students in order to doiows
tasks”. In addition, the researchers also askedhanayuestion “what are the benefits of scaffol@hdhey
answered it “scaffolding has lots of advantagestinteaching especially in reading comprehensiassclFor
example, it helps teachers to be free from confudibis also important to teachers to identify #ppropriate
resource for teaching various language items. 4o dlelps teachers to eliminate difficulties whichturn
maximize learning”.

Moreover, teachers were also asked how they sdatfeir students while teaching reading compreloensi
All of them answered “we scaffold our students whitaching reading comprehension in different ways
way is considering what is already done on theetimigases of reading. Then we try to support thiy tsson
with other techniques like charts and other gramhganizers in order to make the classroom studessdy
understand the provided lesson and do their owhlags”. From this we can understand that teachdrs are
currently teaching in preparatory schools have gawdreness about scaffolding, its importance, thg they
scaffold their students while teaching reading cahpnsion.

The participant teachers in the study areas weeadked to rank on the challenges they may fatteein
scaffolding practices while teaching reading corhpresion. The result is shown in table 9 as follows.
Table 9 Teachers’ answers on challenges in theiraifolding practices

No. Items Ranksin
Order
F | P | Rank
1 Planning for and implementing scaffolds is tinm@guming and demanding 2120|2

2 Selecting appropriate scaffolds that match thesrde learning and communicatios | 50 | 1
styles of students

3 Knowing the scaffold so the student does not oelyhe support 1]/10|4
2

4 Knowing the students well enough (their cognitawed affective abilities) to provide2 | 20
appropriate scaffolds is challenging

F= Freguency, M= Percentage

Table 9 revealed that the first challenge of prafmy English teachers in their scaffolding praesiovhile
teaching reading comprehension was how to selgmbapate scaffolds to their students. Knowing dhdities
of students was the second challenge (50%). The ¢nstraint to plan and implement any kind of feddfand
knowing the specific scaffold that is already pi@ad in English classes while teaching reading aefmgnsion
were other challenges that are ranked third equHihpwing the scaffold so the student does not oglythe
support was also ranked last (10%).

Moreover, the participant teachers were asked Huay tackle their challenges while scaffolding their
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students in teaching reading comprehension. Thewened “in the first place we try to identify thegsroom
students. Then we try to provide any kind of sddffo the different phases of reading. Whenevedwéhis, we
are not actually doing these things often. Différsituations also affect our scaffold works like teral
selection and time constraints. Therefore, we sinfiptus on doing the tasks rather than providirgffetds in
each phase of reading”. From this it is possibledaclude that even if English teachers put thasatp as
solutions in tackling their challenges during thetaffold works in teaching reading comprehensibeir real
practice still needs self-confidence and commitment

4.6 Discussion

Preparatory school teachers in East Gojjam scaffioddr students in various ways while teaching megd
comprehension. Pre-reading scaffolding works faneple stimulate students’ prior knowledge aboubpict
and involve students in the themes, concepts, caltwaary of a text before they even open the bBod-reading
scaffolds also prepare students to ask questiomke nconnections, form predictions, and categorige n
information in the during-reading stage. This fimgliis correlated with Bamford (2000); Alibali (2006
Breiseth (2016) in that most of the time prepasatmhool teachers highly devote their time in sadffig their
students in introducing new vocabulary words infttet phase of reading comprehension.

During-reading scaffolding works by preparatory aahteachers in East Gojjam could help students
practice the comprehension skills that good reagenysloy while reading. Such during-reading scaffajdgives
students a structure for continual, active engagenvith a text and forces them to grapple with coshgnsion
while they are reading, as opposed to simply motieg eyes down the page. This result was alsiaelwith
Clerigo et al (2016) in that it is better to corsideading as an active process in which readésict with text
to reconstruct the message of the author and gae@nimg based on their own experiences when movorg f
one phase to the next phase of reading.

Moreover, post-reading scaffolding works of teashdrive home the fact that the process of actively
engaging with a text does not end once students bampleted the reading. Struggling readers edpeuidl
need to be given opportunities to continue to fleir metacognitive muscles by debating themehkéntéxt and
summarizing the key points after they have donerd¢lagling. In contrast, preparatory school teacharaffold
works were less in the post-reading phase as obddns/the actual classroom. This result was simitih
Abdul-Majeed (2015) and Chanyalew et al (2016)hat tteachers’ commitment in their scaffold worksildo
increase especially in teaching reading comprebanshen supported with practical trainings.

Scaffolding is defined as the strategy used bytéhehers to facilitate learners' transition fromisted to
independent performance (Sukyadi and Hasanah, 2@&son, 2002; Richard and Schemit, 2002). However,
the results of classroom observation showed thatrdverse. The students were still highly depending
teachers for searching continuous help in all phaseeading. As Vacca (2008) argued, when a ndldibg is
constructed the builder uses scaffolding on thsidatof the building to give the builder accesth® emerging
structure as it is being created.

As it is indicated in the results of observatiamtgiview and questionnaire, preparatory schoolhtescin
East Gojjam faced many challenges while scaffoldimgjr students in teaching reading comprehensgngu
three phases properly. How to select the appr@pseaffold was a major challenge to the teachezs §D%).
Similarly, knowing students very well, the time fplanning and implementing any of the scaffold type
teaching reading comprehension using different @hagere also other challenges to preparatory s¢hachers
in the study area respectively ( i.e. 70% and 60Pfag result was similar with Robb (2003); Gnaw2@5);
Ahmad (2006) and Hedge (2010) in that the teacheuld find his/her best ways while scaffolding thei
students especially in teaching reading comprebangiherefore, equal attention should be giverafbphases
of reading while scaffolding students in teachiegding comprehension.

UNIT FIVE: CONCLUSION AND RECOMMENDATIONS

5.1 Conclusion

Preparatory school teachers’ scaffolding works @stEGojjam at various phases of reading are prowduk
more effective in developing and enhancing studeessling comprehension skills since teachers becaore
aware about how to use the most suitable readingpehension strategies in all phases. Howeverhézac
actual scaffolding in East Gojjam preparatory sdéhoehile teaching reading comprehension in English
classrooms did not enhance students’ autonomyth&y became high dependent on the teacher. mtimdjs of
the study also showed that the use of various tquks in all phases of reading as scaffolding ttexdsto better
comprehension of the text. In short, it is found that applying various scaffolding strategies Iftated
students' reading comprehension and work coopetgii peers or groups.

5.2 Recommendations
The researchers have recommended the following:
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1. EFL Teachers in preparatory schools of Eastd&ojpre advised to use various scaffolding techsique
properly in order to foster learning in a variefyddferent areas particularly reading comprehensio

2. Preparatory level students in East Gojjam neduktguided and supported whenever it is necessacg they
are required to achieve academically the best wehg their whole period of their study at classns.

3. Preparatory school EFL teachers in East Gojjenrecommended to use graphic organizers as sdiaffol
tool in EFL classes because it provides a gregiatipo students by enabling them literally seengmtions and
relationships between facts, information, and tewhae teaching reading comprehension using theetlstages
of reading.

4. Scaffolding is serving as an instrument in tektunderstanding and reading comprehension. Thexefo
preparatory EFL teachers in East Gojjam shouldddeaihat to scaffold. A primary goal in mind for bggzhases
of reading will be more effective to scaffoldingsiruction. Effective scaffolds also need to stirteileuriosity,
self-esteem, and self-confidence. A good scaffalghd to be sensitive to individual difficulties. Tovide
more collaborative scaffolding, preparatory schtezchers in East Gojjam are highly recommendedsto a
reflective questions and prompt deep reasoningratian just reaction by providing tailored assista

5. Preparatory school EFL teachers in East Gojjapdrto become involved in professional growth aoradnf
partnerships to discuss peer-coach and advanceettoab understandings of their practice.

5.3 Suggestions

On the basis of the findings and conclusions ofstdy, the researchers suggest the following:

1. A similar study is needed to investigate theeaffof using scaffolding strategies on improvingdsints’
reading comprehension skills in other preparatohpsis.

2. For the teacher, in teaching and learning pgyabe important thing is the teacher must be dligand be a
good motivator for the students. The English teadfethe preparatory schools students in East Gojgae
suggested to be more active, creative, and innavati making, and conducting scaffolding in teaghieading
comprehension.

3. The students in preparatory schools of Eastad@ofre also suggested to keep on motivating andowimy
their reading comprehension more intensively, amtive themselves to learn more seriously, and artheir
vocabulary through reading a lot of books. Thisdgtican be used as a way to improve their ability in
comprehending a reading text, it is greatly expdhat the result of this study would be very uksface this
strategy enables them to solve and overcome thelilgm in reading and improve their reading compneion.
4. To other researcher, this study can be used m@$esence if they should make further researchhin
component. The researchers suggest the other chsesito be more creative in teaching reading cehgnsion
in all preparatory schools of East Gojjam usingiouzs scaffolding strategies to get better resulttton next
research. Besides, this study can be modifieduidhér investigations on the effect of scaffoldargother skills
like speaking and listening.
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Appendix 1 Teacher Questionnaire on Scaffolding Pretices in Teaching Reading Comprehension in EFL
Classrooms

This questionnaire aims to find out your attitudeards practicing scaffolding in EFL classroom a&iion. Your
answers will be used for research purposes onlgnKlyou for your cooperation!

Direction: Put ‘X’ mark on the space provided.

1 = Strongly Agree 2 = Agree 3 = Uncertain 4 = Disagree 5 = Strongly Disagree

No. ltems Responses

Disagree
Strongly

™.

| Strongly Agree
Agree
Uncertain

[N)
w
I
al

Part 1: Teacher's Scaffolding Practices in Teaching Reading
Comprehension

Stage 1: Before Reading (Pre-reading) 1 2 3] 4 5

1 Before reading my students establish a purposeefading (e.g. answer |a
pre-question)

2 Before reading my students activate prior knogdetbwards their reading

w

Before reading | present new concepts and kegtudary to my students

4 Before reading | ask my students what informattbey predict to be
included in the text

5 Before reading | help my students to previewtéx
6 | give the meaning of unknown words by using therthe sample sentences
7 Before reading | give background knowledge ahlibat author/poet of the
work
8 My students use English-English dictionary tahetne unknown vocabular,
Stage 2: During Reading (While-reading) 1 2 3| 4 5

1 While-reading | encourage my students to readnpeehend, clarify,
visualize and build connections

2 | help my students to integrate the knowledge iafarmation they bring tg
the text with new information in the text.

3 My students are encouraged to pay attention éosthucture of the text
during their while-reading

I make my students to read to achieve the purforgeading

I help my students to think about answers fotabeiquestions

o U b

My students are encouraged to determine the mgafi unfamiliar words
and concepts
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8
< | AR
> | 5|8l @5
© | 28| 2| 54
o S o n (
n
1 2| 3| 4| 5
Stage 3: After Reading (Post-reading) 1 3] 4
1 After reading | help my students to expand prlatowledge, build
connections and deepen understanding
2 After reading | help my students to show theidenstanding of what they
have read by answering some comprehension questions
3 After reading | encourage my students to evaltiagevalue and quality of
the text
4 After reading | help my students to respond #ot#xt by discussing its main
ideas
5 After reading | help my students to write sammary about what thay
have understood from the passage
6 After reading my students are givemlyo passage reading as
homework
Part 2: Expected Challenges of Teachers’ ScaffoldinPractices in the| 1 2 3 14 5
Three Phases of Reading Comprehension
1 Planning for and implementing scaffolds is tineesuming and demanding
2 Selecting appropriate scaffolds that match thgerde learning and
communication styles of students
3 Knowing when to remove the scaffold so the studkes not rely on the
support
4 Knowing the students well enough (their cognitivel affective abilities) tg
provide appropriate scaffolds

Adapted from Celce-Murcia, M. (1991); Day, R. & Bamford, J. (2000); Alibali (2006) & Breiseth, L.
(2016): Reading Strategies

Debre Markos University
College of Social Science and Humanity

Department of English Language and Literature

Appendix 2 Interview Questions for Preparatory Schol English Teachers

1. What is scaffolding?

2. What are the major benefits of scaffolding iacteing reading comprehension?
3. How do you scaffold your students to make thedependent readers?

4. The following things are expected as major emges in implementing scaffolding in EFL classrooRank
them from the least challenge (4) to the most ehak (1).
Planning for and implementing scaffoldin® consuming and demanding
Selecting appropriate scaffolds that miteldiverse learning and communication styles wdestts
Knowing when to remove the scaffold scsthdent does not rely on the support
Not knowing the students well enough (thegnitive and affective abilities) to provide appriate

scaffolds
5. How do you tackle the challenges you may facgracticing scaffolding in teaching reading compnetion
using the three phases in your classroom situation?
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Appendix 3 Observation Checklist
Teacher being observed: Topic:
Course: School:
Observer: Date:

No. Items Responses
Yes | No

Part 1: Teacher’'s Scaffolding Practices in TeachingReading Comprehension

Stage 1. Before Reading (Pre-reading)

Establishing a purpose for reading (e.g. answeeajuestion)

Activating prior knowledge

Presenting new concepts and key vocabulary tieats

Asking students what information they predicb&included in the text

Helping students to preview the text

Giving the meaning of unknown words by using therthe sample sentences

Giving background knowledge about the author/pbéte work

X|IN|O|UDWIN|F-

Helping students use English-English dictionariearn the unknown vocabulary

Stage 2: During Reading (While-reading) Yes | No

=

Helping students to read, comprehend, clarifyyaiize and build connections

N

Helping students to integrate the knowledge arfidrmation they bring to the text with
new information in the text.

Encouraging students to pay attention to thecgira of the text

Helping students to read to achieve the purfmrseeading

Encouraging students to think about answersddam questions

o0~ lw

Directing students to determine the meaning ddmiliar words and concepts

Stage 3: After Reading (Post-reading)

Expanding prior knowledge, build connections dedpen understanding

Showing students’ understanding of what they hieae

Helping students to evaluate the value and qualithe text

Encouraging students to respond to the text dgudising its main ideas

QA |W|IN|F-

Directing students to write a summary aboubatwvthey have understood from the
passage

(o2}

Giving only passage reading as homework

Part 2: Expected Challenges of Teachers’ in Scaffdihg Practices Yes| No

=

Planning for and implementing scaffolds is tinm@guming and demanding

2 Selecting appropriate scaffolds that match thverde learning and communication styles
of students

3 Knowing when to remove the scaffold so the sttdees not rely on the support

4 Knowing the students well enough (their cognitaved affective abilities) to provid
appropriate scaffolds

[¢)

Adapted from Celce-Murcia, M. (1991) & Day, R. &Bamford, J. (2000). Teaching English as a Second
or Foreign Language & Extensive Reading in the Seocd Language Classroom
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