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Abstract
Reading is an interactive meaning building process that involves numerous activities. In the

academic context, it is doubtful whether all EFL learners are aware of the reading strategies.
Moreover, even if some learners are aware of these strategies, it is assumed that they may be ill-
equipped to handle the academic reading demands. The current paper aims at examining whether
Kurdish EFL learners' awareness of the critical reading strategies improve their text
comprehension. Fifty students from the College of Languages/ Sulaimani University have been
chosen as the sample of the study. These students have been submitted to pre- and post-tests to
check the kind of progress they may make after being acquainted with the main ways and methods
that can render them good critical readers. The results illustrated a great improvement in the
learners' performance as they achieved a comparison rate of 44% (between the pre-and post-tests)
mainly in the social task that reflects students' own critical performance. The paper, then,
recommends that teaching critical reading strategies to university students should be one of the
basic tasks among teachers' teaching activities.

Key words: Critical readers, critical reading strategies, reading comprehension, critical discourse
analysis
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1. Introduction

Reading is mainly a process of recognizing and perceiving any written or printed material.
Comprehension, on the other hand, is the understanding of the meaning of the written material and
covers the conscious strategies that lead to understanding. Reading deals with language form, while
comprehension, the end product, deals with language content (Sheng, 2000:13). For most teachers,
reading comprehension is what they mean when they talk about a person's reading ability. It is the
end result of the reading process and is what happens when all of the components interact
successfully. The current paper tries to investigate the importance of reading critically for
improving learners' reading comprehension of written texts. It seeks to show how different learners'
comprehension is, when they critically (as opposed to non-critically) read any text. Cot's model
(2006) will be adopted in analyzing the study's data since this approach is believed to cover the
inside as well as the outside of the text and this issue forms the core critical nature of the model.
The study hypothesizes that Kurdish EFL learners are ill-equipped in terms of skills and knowledge
to handle the correct reading demands due to the lack of awareness of the efficient critical reading
strategies. Moreover, it is assumed that learners' awareness of the critical strategies will help them
improve their language, their thinking process and even their ways of evaluation. Consequently,
learning improves in the process of reflective and active reading.

2. Major Reading Approaches

Different ways have been used by teachers to teach reading. Three main approaches have
been proposed to explain the nature of learning how to read. These approaches will be surveyed in
the coming sections.

2.1 The Traditional Approach

Traditional (literal) reading approach is the one that focuses mainly on the printed form of a
text and takes in only ideas that are directly stated. Readers are required to match letters with sounds
in a defined sequence. Their main task is to analyze a text word by word, linking the words into
phrases and then sentences. In short, in quest of making sense of a given text, readers' main concern
is to identify graphemes and convert them into phonemes (Nunan,1991:30). Reading is, then, a
matter of decoding a series of written symbols into their aural equivalents. The approach is
considered as a bottom-up process by which learners describe the information flow as a series of
stages that transforms the input and passes it to the next stage without any feedback or possibility
of later stages of the process to influence earlier stages (Stanovich, 1980: 45). Accordingly, EFL
learners are often marginalized as readers and they are not directed to interact with the written texts
in meaningful ways. They are regarded as passive recipients of information in the text. Meaning
resides in the text and the reader has to reproduce it. The teaching scheme of such an approach
focuses on teaching vocabulary and giving relevant background knowledge to learners and then
asking them post-reading comprehension questions (Gray and Rogers, Cited in Kucer, 1987:33).

2.2 The Cognitive Approach

The cognitive approach, considered as a top-down process, involves active participation on
the part of the reader by going beyond literal understanding of a text and focusing more on the
meaningful learning (Ausubel, Cited in Omaggio,1993: 58). Meaningful learning occurs when new
information is presented in a relevant context and is related to what the learner already knows,
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hence it can easily be integrated into one's existing cognitive structure. Reading is not just
extracting meaning from a text but a process of connecting information in the text with the
knowledge that the reader brings to the act of reading. Accordingly, reading is not a passive
mechanical activity but a purposeful rational process that depends on the reader's prior knowledge
and expectations. It is not merely a matter of decoding print to sound (as the previous approach)
but also a matter of making sense of written language (Smith, 1994: 2). In short, reading is a
psycholinguistic guessing game, a process which involves readers in different activities like
sampling the text, making hypotheses, confirming or rejecting them, making new hypotheses, and
so forth (ibid).

2.3 The Critical Approach

A more prosperous reading comprehension approach is the one that concerns itself not with
"whether reading is a bottom-up language-based process or a top-down knowledge-based process"
(Block, 1992: 320) but with the control and manipulation that a reader can have on the act of
comprehending a text. In other words, how readers utilize their critical thinking processes during
the act of reading. Even being equipped with a variety of reading strategies, readers still need a
higher-level ability to utilize their reading strategies. Consequently, reading is considered as a form
of language analysis that does not take the given text at face value, but involves reading between
the lines and drawing inferences about what is not explicitly stated in a text (Wallace, 1992: 65).
The approach has been referred to by Block (1992) as the metacognitive approach as it involves
thinking about what one is doing while reading. Block (ibid: 321) defines metacognition as the
"ability that develops relatively late because it involves the ability to stand back and observe
oneself"!. The text, according to this approach, is considered as an active material that needs a spirit
of inquiry toward the message conveyed, the underlying ideologies, the text characteristics as well
as the hidden meaning (Wallace, 1992: 66).

3. Definitions of Critical Reading

Critical reading is "a way of looking at a text and analyzing what the author is saying and the
methods the author is using to communicate a message or idea™ (Wall and Wall, 2005:18). It is the
ability to take a more in-depth look at printed texts with the intention of formulating one's own
opinions and conclusions. To read critically is to read analytically which means to question and to
think about the written material at hand. The process does not end here but goes on steps of
evaluating and passing personal judgment on the quality, value, accuracy, and truthfulness of what
is being read. When learners question about something, it usually leads to finding answers. Critical
readers should keep in mind that there are no right answers when one reads, there are only the
author's intentions and the reader's interpretations (Wall and Wall, 2005: 4).

Critical reading as a branch of critical approach has attracted the attention of many researchers
in recent years. It has been distinguished from critical thinking in that the former is used as a
technique for discovering information and ideas within a text while the latter is a technique for
evaluating information and ideas, for deciding what to accept and believe (Wallace, 1992: 67).
Critical reading refers to a careful, active, reflective, analytic reading while critical thinking
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involves reflecting on the validity of what one reads in the light of his/her prior knowledge and
understanding of the world. Thus, critical reading would appear to come before critical thinking.
Only once one has fully understood a text (critical reading) s/he can truly evaluate its assertions
(critical thinking). This means that both work together in that critical thinking allows people to
monitor their understanding as they read (ibid).

In the academic context, it is important for students to be capable of reading texts critically.
Reasoning through reading is an ability widely needed in the educational curriculum. Critical
reading not only empowers learners in EFL learning skills such as vocabulary and reading, but also
teaches them how to reach real understanding of texts by questioning, organizing, interpreting,
synthesizing, as well as digesting what they read (Jones, 2002: 221). Having these ideas and
definitions (of critical reading) in mind, the researchers conducted the current study with the main
aim of trying to raise learners' understanding and awareness of looking at the text not as mere letters
on papers but as in-between-the lines' texts. The desire to read begins with curiosity, however, the
act of reading is deeply entwined with one's process of self-exploration until one formulates his/her
own specific judgments and evaluations about the text. The researchers try to consider the type of
evaluations and judgments learners make when they read the text non-critically as opposed to their
consideration of the text critically. This will be checked by submitting the learners to two different
sessions of pre-and post-tests (See section 5.2).

4. Critical Reading Strategies

Defining critical reading might be an easy task. However, the most difficult task is teaching
learners when and how to read critically. Teaching critical reading strategies to EFL learners is
believed to enable them to visualize a task, to construct meaning from the text, and to find solutions
when comprehension collapses (Block, 1986: 464). Critical Reading strategies are "those mental
procedures that readers deliberately prefer to employ in accomplishing reading tasks™ (Cohen,
1990: 30). Different strategies have been proposed by different scholars due to their different
perspectives. The following sections survey some of the prominent models and strategies that are
proposed for teaching reading critically.

4.1 Robinson's 1946

Robinson's model is a five-step reading model which is summarized in the acronym SQ3R.
Francis Robinson presented his model in his book Effective Study in 1946. He tried to divide the
reading process into sequential stages with the S (Survey) and Q (Question) as the pre-reading
steps. In the S step the learner should not read the piece deeply but s/he has to have a look at the
text to identify the main titles, subtitles, introductory and concluding paragraphs (Mitchell, 2003:
32). In the Q step, the learner asks himself/ herself questions about the piece in order to establish a
purpose behind reading the text at hand. The questions are based on the headings and subheadings
as the learner has to turn the title and other items of the "survey" step into questions (Ellery, 2014:
254). The first R of the 3Rs in the acronym reflects the reading step. It means to "Read". During
this step, the learner reads the sections of the piece in order to find answers to the questions
formulated in the previous steps by rereading the features of the piece. The nature of this step,
therefore, requires an active and careful reading (Mitchell, 2003: 32). The last two Rs in the
acronym reflect the post-reading step in which learners have to Recall (the second R in the 3Rs)
what they have read by making a summary using one's own words. The last R is to "Reflect"”. Once
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the subject matter of the piece has been recalled, the learner can set out to reflect it, Therefore, this
step involves the combination of the learner's prior knowledge and the recent knowledge that s/he
has already got through the reading (ibid).

SQ3R model has been used widely by learners as it is found beneficial to increase reading
efficiency and comprehension. It helps readers to construct meaning during reading and to evaluate
their understanding after reading. Although Robinson (1946) did not speak about critical reading
in his book, his model falls within the critical domain due to the last two Rs (of his acronym) that
render the reading process as critical and rational (Cerveny and La Cotti, 2005: 36).

4.2 Bloom's 1956

According to Benjamin Bloom (1956), critical reading usually starts with the lowest steps of
knowledge (the mere rote recall of previously learned material), comprehension (the ability to make
sense of the material) and application (the ability to use learned material in new and concrete
situations). These three levels describe a convergent thinking process whereby the learner recalls
and focuses on what is known and comprehended to solve a problem through application. However,
it is the highest levels of analysis (the ability to form an in-depth discussion about the text by taking
it apart, piece by piece), synthesis (the ability to put parts together to form a new whole) and
evaluation (the ability to judge the value of material for a given purpose) that reckon one's reading
as being critical (Bloom, 1956: Cited in Xu, 2011: 138). These three high levels describe a divergent
thinking process, because the learner's processing results in new insights and discoveries that were
not part of the original information. When the learner is thinking at these upper levels, thought
flows naturally from one to the other and the boundaries disappear (Sousa, 2001: 269).

Bloom's taxonomy maintains the gradual steps of reading. It claims that gaining a bigger picture
of the text and evaluating it effectively are the major steps within the critical reading process. The
taxonomy influences educators most in their teaching and thinking. Teachers often use Bloom's
taxonomy to design their lessons, make up test questions and assignments (Xu, 2011:137).

4.3 Block's 1992

Block (1992) devised a metacognitive model which concentrated on the control executed by
readers on their trial to understand a text. He claimed that, in the context of reading critically,
reading comprehension involves thinking about what one is doing while reading. Strategic readers
involve many activities along the process of reading. These activities may be divided into three
main stages, i.e, before reading, while reading, and after reading. The main activities that the
readers involve before reading are to identify the purpose of the reading as well as to identify the
form or type of the text. In the while-reading stage, readers think about the general character and
features of the form or type of the text, such as trying to locate a topic sentence and follow
supporting details toward a conclusion, project the author's purpose for writing the text, choose,
scan, or read in detail, make continuous predictions about what will happen next based on the given
information, the prior knowledge, and the conclusions obtained within the previous stages. Finally,
in the last stage of after reading, readers attempt to form a summary, conclude, or make inference
of what was read (Block,1992: 39).
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Block’'s model has attracted many researchers who have gone even further to define the control
readers execute on their ability to understand a text. Utilizing one's critical thinking processes
prove to enhance one's reading comprehension (ibid).

4.4 Sousa's 2004

In a similar vein, David Sousa (2004) identified different strategies for the effective reading
process. These are previewing, contextualizing, questioning, reflecting, outlining, summarizing,
evaluating, comparing and contrasting the text (Sousa, 2004, 105). Previewing is learning about a
text before reading it and entails prediction based on the heading and subheadings as what happens
when one performs the task of scanning and skimming. Contextualizing requires placing a text in
its historical, biographical, and cultural contexts and includes making inferences and synthesizing.
In the questioning step, the readers should ask questions about content while in the reflecting step
they should examine their own responses and reflect upon the challenges to their personal beliefs
and values and entails annotating, highlighting, and not- taking. The other activities require the
readers to identify the main ideas and to restate and paraphrase (ibid). The last steps in the model
include evaluating, comparing and contrasting the text with other similar materials. In evaluating
an argument, readers are often asked to determine fact and opinion, find cause and effect
relationships, determine claim and support, determine premise and conclusion, and finally analyze,
interpret, and argue about the text. Ultimately, comparing and contrasting the related readings
encompass exploring the likeliness and differences among texts for a better understanding (ibid:
106).

The most evident benefit of this model is its provision for a strong foundation that can be
utilized by learners and that can move them, in turn, toward higher-level critical thinking as a
regular part of their learning practice (Khabiri and Pakzad, 2012: 79).

4.5 Cot's 2006 (The Current Study's Model)

Josep Cots (2006) proposed a critical teaching method that can be applied in EFL classrooms.
He maintained that teaching should be "with an attitude”. This idea has been borrowed from
prominent critical scholars such as Fairclough (1992), van Dijk (2001), and Pennycook (2001).
They suggest that the introduction of Critical Discourse Analysis (CDA) in language classes does
not necessarily involve a change in teaching method or techniques. It, rather, offers a new
perspective on language in which language use is considered as questionable and problematic.
Language use reflects social ideological processes as well as constitutes a resource to act upon
those processes (Cots, 2006: 336).

In his article "Teaching 'with an attitude: Critical Discourse Analysis in EFL Teaching", Cots
proposed an analytical framework for teachers to refer to when designing and adapting teaching
activities from the perspective of CDA. His ultimate goal was to clarify that that the choices
teachers or material developers make in selecting or adapting texts to represent language use can
be critically analyzed (ibid: 337). Following Fairclough's (1992) analytical framework, Cots
organized an activity to be presented to his learners with the main aim of giving them a view of
language use as a situated phenomenon in which speakers make linguistic and non-linguistic
choices according to their goals and circumstances. Cots' task involves a comparative analysis of a
passage from the original version of Forster's novel A Room with a View" (Forster, 1908: 23) with
another passage from a simplified version of the same novel produced for EFL learners (Forster,
1988: 5). The critical orientation of the task is based on the fact that it focuses on the social practice
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of teaching-learning a foreign language through the communicative situation of reading a text
(discourse practice) which has been previously simplified to fit the level of the audience (textual
practice) (Fairclough, 1992: 39).

In a similar vein, the current paper arranges its test items according to three phases (taking into
account the questions proposed by Cots at the end of his article). It has considered two different
passages? to constitute the data for the study. The three phases that have been followed to arrange
the test items are adopted from Cots (2006: 339-340) and are as follows:

1. Textual practice: The textual dimension focuses on formal and semantic features of text
construction involving different levels of linguistic analysis and contributing to a global
interpretation of the text. The questions suggested as examples focus on connectors, vocabulary
and grammar.

2. Discourse practice (also called the contextual phase): The contextual dimension centers on
the specificity of the communicative situation of which the text forms part, taking into account
whether learners can comprehend the text in relation to its situational context. Issues like the
contribution of the different propositions in the text to the overall impression of coherence as well
as the readers' knowledge of the world and experience of other texts that the author draws upon are
taken into consideration while designing the test items.

3. Social practice: In this phase of the activity learners reflect upon aspects like how the text
contributes to a particular representation of the world and whether this representation comes into
conflict with their own representations. Learners’' own ideologies, judgments and evaluations of the
text reflect their critical thinking and their real comprehension of the text. This is the main phase
within the study that shows the real critical thinking of learners.

Examining different critical approaches to reading, one can feel that most scholars agree that
reading is considered critical if it takes into account the inside as well as the outside of the text.
That is, trying to relate the text to the outside world with an eye of evaluating its status according
to the reader's perspective is an intriguing step for being critical. Cots' model (2006) is considered
as one of the best models for analyzing language use and for designing language learning activities,
one of which is the reading activity. The ‘critical’ nature of the model is that it relies on the learners'
capacity to interpret a text within a specific communicative, social, and ideological context and
react to it taking into account their personal experience and values (Ebrahimi and Rahimi, 2013:
6). The critical aspect of the model as well as its easy applicability among university students were
the main reasons behind choosing it to be the study's model. It is expected that this model will suit
the aim of the study and achieve the ultimate goal of raising students' consciousness about how to
read thoroughly and critically.

5. Research Methodology

The study employed a quantitative research design using pre- and post-tests. A questionnaire
(Appendix 1) has been submitted to learners which included three items about their age, status
(prior teacher or not) and background knowledge (enrolled in some previous English courses or
not). The aim behind submitting such a questionnaire before enrolling the learners in any lecture
jzsb.univsul.edu.ig
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or test is to equalize the sample. As far as the validity of the tests' items, they have been shown to
a jury of experts (Appendix 2) who gave their comments and ideas that have been taken into
consideration when designing the final versions of both tests. After the data was collected from the
learners' answers in both tests, they have been checked and then compared to get the final results
and conclusions.

5.1 Sampling

The participants of the study were 50 learners selected from the third stage at the College of
Languages/ University of Sulaimani. The reason behind choosing this stage is that learners are
thought of as being qualified enough in English language. The main aim of the current study is to
check the performance of such learners at such a level in evaluating and judging texts using their
reading skills. The researchers selected the participants randomly from the list name by choosing
every even number to have a total of 50 learners as the whole population of the stage was 118. All
the selected learners have been given a questionnaire and a consent form to assure the homogeneity
of the group as well as their readiness to take the two tests (pre- and post) besides the lectures.
Accordingly, some learners have been excluded due to three variables of age, knowledge and
interest®. Male learners were 34 and female were 26, however gender distinction is outside the
scope of the current study. So, it will not be considered as a factor while analyzing the results.

5.2 Data Collection Instruments

After assigning the sample and trying to exclude any incompatible member, the learners have
been submitted to a test in which a passage "the weight of the glass™” (Appendix 3) is presented to
them and they were asked to answer several questions. The passage has been given to learners
without any prior explanation or classification of critical reading strategies. The aim behind
conducting this pre-test at this level is to check learners' knowledge, and examine their mechanisms
in reading and evaluating a text.

The pre-test has been designed according to Cot's model in which 12 items have been given with
a consideration that the first four items should be ‘textual’ and the other four 'contextual’ while the
last four cover the 'social' practice part (See section 4.5). It is this last part that needs more
investigation as it is the one that shows learners’ evaluation and judgment for what they have read.
The test has been given in the 30" of January 2016. After a week from submitting the pre-test,
learners began their lectures. Critical reading and its strategies have been presented to them. The
aim is to acquaint such a group with the strategies and urge learners to apply them while reading
any text. Cot's model (2006) has been presented to college students and some practices within
different passages have been given to them to check their use and application for the effective
critical reading strategies. The teaching task lasted for one month, February- 2016 with three
lectures a week. So the total was 12 lectures. Each lecture lasted for 45 minutes as any normal
lecture. The researchers try to examine the effect of teaching such a topic on learners' performance
without any kind of load or extraordinary conditions.

Given such extensive lectures, students are now ready for the post-test.  Hence
in the 4" of March. "The Acre of Diamonds" passage (Appendix 4) has been presented with its
questions. It has taken the same design of the previous-presented passage. The three levels of Cot
are also put into consideration while organizing the items of the test. The data of the two tests are
analyzed accordingly.
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5.3 Scoring Scheme

The scoring scheme for the first two tasks in both the pre- and post-tests will be (1) mark for
each item with a total (12) for the whole test. A special scheme has been designed for the purpose
of analyzing the students' answers. Each item has been checked and given a number, then counting
the right and wrong answers for each item. Left items have also been counted as these may prove
students' disinterest in the text. The last four items within the third task have been checked
according to the two variables of "'l Do not Know™ and "I Know™.

6. Data Analysis

6. 1 Data Analysis and Results of the Pre-test

After checking the papers and scoring each item, the following results have been arrived at:
Table (1) Results of the Pre-test (Task 1 and 2)

ltem Correct Answers Wrong Answers Left Answers
No. No % No % No [%
1 45 90 5 10 - 0
2 42 84 8 16 - 0
3 40 82 10 18 - 0
4 39 82 11 18 - 0
TOTAL 166 83 34 17 - 0
5 35 17.0 15 7.5 - 0
6 31 15.5 18 9 1 0.5
7 25 12.5 24 12 1 0.5
8 33 16.5 15 7.5 2 1
TOTAL 124 62 72 36 4 2

From the table above, it seems clear that the textual task achieved the best results with 166 total-
correct answers. The rate of this task proved to be 66%, of which the first item appeared to be the
easiest and the fourth as the most difficult as it scored the least correct answers.

The second contextual task achieved 124 correct answers and this, in turn, rendered the task as
more difficult than the previous one. The seventh item received the least correct answers. The rate
for this task was 24%. There are four items left within this task as students left the answers blank.
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Items 9,10,11 and 12 within the third task, were subjective as they asked about students'
evaluations and judgments (which forms the core of critical thinking process). Accordingly, they
have been measured in different tables according to the variables of "I know" and "I do not Know".
Through these variables, the researchers can measure students' abilities and awareness of how to
relate a text to the outside world by giving their own opinions and evaluations as to how much a
writer exceled in presenting his/her own topic. The results of the third task within the pre-test were
as the following:

Table (2) Results of the Pre-test (Task 3)

Item I Do not Know I Know
No. No % No %
9 30 15 20 10
10 35 17.5 15 7.5
11 37 18.5 13 6.5
12 44 22 6 3
TOTAL 146 73 54 27

The greatest discrepancies in students' answers appeared in items within the "I Know"
variable, examinees proved to answer and evaluate the text from different perspectives. Since this
task was a free writing one, students have made mistakes in grammar, spelling and even ideas.
Grammar and spelling mistakes were overlooked (if not impeding the total understanding of the
answer), however, mistakes in comprehending the questions and presenting one's ideas were
counted within the "I Do not know" variable. Four answers (from the total 44) of item number 12
found wrong as students answered by maintaining different ways for teaching rather than adhering
to ways of presenting the moral in the passage. This supported the claim that students were unable
to answer correctly due to their poor vocabulary and their weak background knowledge. One
answer read as "l will give students credit and encourage them to participate in the class"”. Such
answers have been counted wrong and hence put within the "I Do not Know" variable. The rate of
"I Do not Know" variable to "I Know™" in this test proved to be 46 %. The "I know" variable
reported very weak performance from the students' sides as their responses have been corrected by
the two researchers objectively and have proved to get humble ways of evaluating and judging a
text. This, in turn, renders the **social™ task as the hardest at this level. The last item within this
task received the least answers. While this task is the one that matches with the critical thinking
processes, learners' weak achievement prove their weakness to evaluate and comprehend a text
critically. This finding validates the current study's first hypothesis in that students are ill-equipped
to handle the correct reading demands.

6.2 Data Analysis and Results of the Post-test

The post-test has been also measured and checked by the two researchers using the same
previous method followed in the pre-test. The results reported the following:
jzsb.univsul.edu.iq

JZSB p-ISSN: 1813-0852, e-1SSN: 2617-3034



625 | (OBasaBe wuwly - B Lad) - Slagu o350 o858

Table (3) Results of the Post-test (Task 1 and 2)

Item Correct Answers Wrong Answers Left Answers
No No % No % No %
1 40 20 10 5 - 0
2 47 23.5 3 1.5 - 0
3 39 19.5 11 9.5 - 0
4 41 20.5 9 4.5 - 0
TOTAL 167 83.5 33 16.5 - 0
5 40 20 10 5 - 0
6 43 21.0 6 3 1 0.5
7 45 22.5 5 2.5 - 0
8 30 15 18 9 2 1
TOTAL 158 79 39 19.5 3 15

The first ""textual™ task in the post-test received a total of 167 correct answers and the rate
for the whole task was 67%. The second item within this task got the highest correct answers and
the third item scored the highest wrong answer. This, in turn, rendered the former item as the easiest
and the latter as the hardest.

The second *"contextual™ task's rate proved to be 60.5% with the seventh item as the easiest
as it scored the highest number of correct answers and the eleventh item as the hardest as it received
only 30 correct answers. The results of the third task within this test were as follows:

Table (4) Results of the Post-test (Task 3)

Item I Do not Know | Know
No.

No % No %
9 24 12 26 13
10 29 14.5 21 10.5
11 21 10.5 29 14.5
12 28 14 22 11
TOTAL 102 51 98 49

jzsb.univsul.edu.ig

JZSB p-ISSN: 1813-0852, e-ISSN: 2617-3034



(Sasientssze azsly - B Law) - Lilatl 3515 )35 | 626

The "'social’* task within this test received a rate of 2%. The tenth item proved to be the hardest
as 29 answers where within the "1 Do not Know" variable. Checking the question showed that it
asked about one's opinion about one's life. It reads as: (Do you think you are in the middle of your
own acre of diamonds?). It seems that learners were conservative about such questions and avoided
talking about their own selves. This may be due to their inability to comprehend the question, their
weak language, their poor vocabulary as well as their flimsy background knowledge. All (or even
some of) these obstacles prevented the examinees from expressing themselves accurately. As a
result they adhered to the easiest solution by ticking the "1 Do not Know" variable. The eleventh
item proved to be the most interesting as it received 29 answers within the (I Know) variable and
only 21 learners avoided answering such a question attaching themselves to the (I don't know)
variable.

7. Results Comparison and Discussion

The data was analyzed quantitatively. The descriptive statistics for learners' perceived use of
critical strategies and the overall rates of each of the three tasks were given in tables. The two tests
were scored by the researchers who are English teachers at the College of Languages/ English
Department and for more objective results, any confusing answers have been shown to the jury
(Appendix 2) to check, correct and give any comments. Comparing the three tasks in both tests
reported the following results:

Table (5) Results Comparison in the Pre-and Post-tests

Task No. Results in Pre- Results in Post- Comparison of both
test test Results
Task 1 66 67 1
Task 2 26 60.5 34.5
Task 3 46 2 44

The above table reported the least progress in task one as only 1% is rated between the two tests.
It seems that this task is well-known to learners and they perform well in both the pre- and post-
tests. The second task received 34.5% as a comparison rate between the two tests. It showed a
progress in the learners' performance and a progress in the post-test. This means that contextual
factors are improved when raising learners' awareness of the critical reading techniques. The most
important progress in learners' performance is found in the third task as it was 46% in the pre-test,
then 2% in the post-test to get a comparison rate of 44%. This means that learners’ progress in this
task is ascribed to their awareness and ability to express themselves by applying the critical reading
strategies while reading a text. This, in turn, validates the study's second hypothesis that learners’
awareness of critical reading strategies will help them improve their language, thinking and even
ways of evaluations. Hence, a necessity arises for including critical strategies within different
classes and at different stages of students' study periods.
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8. Conclusion

Developing critical thinking skills of language learners needs a lot of efforts and practice. In the
pre-test, students prove to be ill-equipped in their application of the critical thinking processes
while reading a text. The main barriers, students face, seem to be their limited vocabulary and lack
of background knowledge. After being acquainted with the main critical reading strategies, the
post-test illustrate a great improvement with a comparison rate (between pre- and post-test) of 44%.
In the post-test, students utilize a wide array of the critical reading strategies which guarantee them
a better understanding and comprehension of the text.

In the light of the results obtained, teaching critical reading comprehension strategies is found
to be useful as an instrument in the teaching of the required thinking skills and communication. It
can be considered as a major source for enriching students' vocabulary, broadening their
understanding and reasoning, as well as empowering not only their language skills (like reading
and writing) but also widening their horizon as far as their stance towards society and their
perspectives about the outside world. Consequently, language teachers have to exert more efforts
to handle their classes in a critical way. They need to make learners conscious of the need to employ
critical reading strategies while reading any text. The outcome of these classes will be students who
think critically and can be successful in dealing with the complexities of the modern world.

Notes

! For more details on Block’s concept of metacognition, consult his article (1992) "See how they
read: Comprehension monitoring of L1 and L2 readers".

2 Cots' model (2006) has been adopted as far as the phases and questions suggested. The data in
the current study differs from Cots' in that the former takes two different passages with somehow
similar level of complexity rather than two versions (with different levels of complexity) of the
same passage.

3 Some learners were not interested in taking the tests and lectures. Some were teachers in high
schools, others were taking courses in English language and its skills. Such people have been
excluded after giving them a questionnaire about these three factors.
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Appendix (1) Questionnaire

1. What is your age? Between 20-25 Between 25-30
2. Are you a teacher? (have you taught before?) Yes No
3. Have you taken any course in English language Yes No

(in private institutes)?

Appendix (2) The Scientific Jury

1. Dr. Azad Hassan Fatah College of Languages/ University of Sulaimani

2. Dr. Ibrahim Mahmoud College of Humanities/ University of Sulaimani

3. Dr. Israa Burhanalddin  College of Education for Women/ University of Tikrit
4. Dr. Zana Mahmoud College of Languages/ University of Sulaimani

5. Ms. Soma Nawzad College of Languages/ University of Sulaimani

6. Ms. Iman Jabur College of Education/lbn-Rushd/ University of Baghdad

Appendix (3) The Passage of the Pre-test
The Weight of the Glass

Once upon a time a psychology professor walked around on a stage while teaching stress
management principles to an auditorium filled with students. As she raised a glass of water,
everyone expected they’d be asked the typical “glass half empty or glass half full”
question. Instead, with a smile on her face, the professor asked, “How heavy is this glass of water
I’'m holding?”

Students shouted out answers ranging from eight ounces to a couple pounds.
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She replied, “From my perspective, the absolute weight of this glass doesn’t matter. It all
depends on how long I hold it. If I hold it for a minute or two, it’s fairly light. If I hold it for an
hour straight, its weight might make my arm ache a little. If I hold it for a day straight, my arm
will likely cramp up and feel completely numb and paralyzed, forcing me to drop the glass to the
floor. In each case, the weight of the glass doesn’t change, but the longer I hold it, the heavier it
feels to me.”

As the class shook their heads in agreement, she continued, “Your stresses and worries in life
are very much like this glass of water. Think about them for a while and nothing happens. Think
about them a bit longer and you begin to ache a little. Think about them all day long, and you will
feel completely numb and paralyzed — incapable of doing anything else until you drop them.”

Questions:

1. The word typical in paragraph No. 1, is closest in meaning to:

A. Common
B. Important
C. Ordinary
D. Main

2. In paragraph 2, what type of sentence the bold one is? "It all depends on how long | hold
it"
A. Compound
B. Complex
C. Simple
D. Compound-Complex

3. In paragraph no.3, the word numb is closest in meaning to:
A. Unable to hold anything
B. Unable to see anything
C. Unable to feel anything
D. Unable to comprehend anything

4. In paragraph No 3., the personal pronoun them (Think about them........ ) refers to:
A. Teachers and students
B. Time and weight
C. Heads and arms

D. Stresses and worries
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5. Why was the teacher holding a glass of water in front of her class?
A. To explain a certain issue
B. To show that she is thirsty
C. To prove that the glass is heavy
D. To demonstrate an experiment on water weight

6. Physically speaking, how much water is there in the glass?
A. Full
B. Occupied
C. Empty
D. Half

7. In paragraph no. 3, on what things do students agree so that they shook their heads?
A. It is how heavy the glass weighs that matters
B. It is how long one carries the glass that matters
C. It is how the professor explains the lesson that matters
D. It is how they help each other that matters

8. Why is it necessary to solve problems quickly?
A. In order to feel relaxed with no problems
B. In order not to complicate them
C. In order to feel more important
D. In order to have much free time

9. In paragraph no.1, what does the saying "glass half empty or glass half full" remind you of
(can you think of any similar saying)?

A. | Do not Know
B. It reminds me of
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10. From the previous passage, which stress management principle do you deduce for stress

management?
A. |1 Do not Know
B

11. To which level, in your opinion, does the professor excel in presenting the moral in the
passage?

A. | Do not Know
B e e

12. If you are in the teacher's position, what other way(s) will you adopt to present to your
students?

A. | Do not Know
B o,

Appendix (4) The Passage of the Post-test
Acres of Diamonds

One of the most interesting Americans who lived in the 19" century was a man called Russell
Herman Conwell. He was a lawyer for about fifteen years until he became a clergyman. One day,
a young man went to him and told him he wanted a college education but couldn't swing it
financially. Dr. Conwell decided, at that moment, to devote his life to help other people and to build
a university for unfortunate, but deserving, students. He did have a challenge, however, he would
need a few million dollars to build the university. For Dr. Conwell, and anyone with real purpose
in life, nothing could stand in the way of his goal.

Several years before this incident, Dr. Conwell was tremendously intrigued by a true story - with
its ageless moral. The story was about a farmer who lived in Africa and through a visitor became
tremendously excited about looking for diamonds. Diamonds were already discovered in
abundance on the African continent and this farmer got so excited about the idea of millions of
dollars' worth of diamonds that he sold his farm to head out to the diamond line. He wandered all
over the continent, as the years slipped by, constantly searching for diamonds, wealth, which he
never found. Eventually he went completely broke and threw himself into a river and drowned.
Meanwhile, the new owner of his farm picked up an unusual looking rock about the size of a
country egg and put it on his mantle as a sort of curiosity. A visitor stopped by and in viewing the
rock practically went into terminal convulsions. He told the new owner of the farm that the funny
looking rock on his mantle was about the biggest diamond that had ever been found. The new
owner of the farm said, 'Heck, the whole farm is covered with them' - and sure enough it was. The
farm turned out to be the Kimberly Diamond Mine . . . the richest mine the world has ever known.
The original farmer was literally standing on 'Acres of Diamonds' until he sold his farm.
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Dr. Conwell learned from the story of the farmer and continued to teach its moral. Each of us is
right in the middle of our own 'Acre of Diamonds', if only we would realize it and develop the
ground we are standing on before charging off in search of greener pastures. Dr. Conwell told this
story many times and attracted enormous audiences. He told the story long enough to have raised
the money to start the college for underprivileged deserving students. In fact, he raised nearly six
million dollars and the university he founded, Temple University in Philadelphia, has at least ten
degree-granting colleges and six other schools.

Questions
1. The past form of the verb "swing" in line 10, paragraph 1, is:
A. swong
B. swinged
C. swung
D. swang
2. The personal pronoun "he" in paragraph 2, refers to:
A. the lawyer
B. the farmer
C. the visitor
D. the clergyman
3. The opposite of the word "drowned" in paragraph 2, is:
A. rescued
B. submerged
C. hided completely
D. drained
4. The word "at least" in paragraph 3, is closest in meaning to:
A. at most
B. just
C. wholly
D. slightly
5. Why did a young man go to the lawyer, Russell Conwell?
A. to take some money
B. to help him achieve one of his life's goal
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C. to give up his college education
D. to strengthen their relationships

6. Paragraph no. 2 starts with "several years before this incident”, which incident does the
writer mean?

A. his becoming a clergyman
B. his decision to help the unfortunate
C. his challenge to get money
D. his need for a few million dollars

7. How can you describe 'the farmer' in the story?
A. unlucky
B. happy
C. rich
D. impatient

8. Why was Conwell successful in his challenge?
A. he told the farmer's story to everyone
B. he has got much money
C. he challenged the world to achieve his goal
D. he built a university

9. What does the phrase "Acres of Diamonds™ mean to you?
A. 1 Do not Know

10. Do you think that you are in the middle of YOUR own "Acre of Diamonds"?
A. I Do not Know

11. Is the true story presented an ageless moral for you too, why?
A. 1 Do not Know

12. If you were in Russell Conwell's position, how do you help others?
A. 1 Do not Know
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